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Abstract 

This study considered the adjustment of international students to their life in a new 

country and their work in the business faculty of a large Australian university. Prior 

research into expatriate adjustment was used as the study’s basis and a model for 

analysis was developed from that research literature. Although some aspects of the 

relationships found with expatriate employees were not demonstrated, generally the 

similarities were strong and the features of an expatriate employee’s experience and 

that of an international student were seen to be very alike.  

Over 500 international students completed a survey based on well-validated measures 

from the research literature. The results were analysed using structural equation 

modelling. The hypothesised model did not fit very well in its original form and 

alternative models were suggested and tested in order to identify a better-fitting model.  

Cultural novelty, personal abilities in interpersonal interactions and communication 

skills, self-esteem, self-efficacy and general adjustment were found to be the most 

significant variables in explaining the outcomes of academic achievement, work-

related and general wellbeing and work-related and general satisfaction, with self-

esteem, self-efficacy and general adjustment having the greatest influence on 

successful outcomes. Adjustment was found not to be a mediating construct, as 

suggested in the expatriate literature, but an antecedent influence upon the outcomes. 

Relationships between the constructs were complex, as had been suggested by 

previous research, making generalisations about causes and consequences of 

adjustment very difficult. This complexity emphasised that, for international students, 

the experience of living and working in an international location needs to be regarded 

in a holistic fashion and that there are many and varied contributors to its success. 

Several potentially fruitful avenues for future research, concerning both international 

students and expatriate employees, were identified and discussed. The implications 

of the present study were considered, both from an academic perspective and in 

terms of usefulness within a university. A number of possible practical strategies 

were suggested, relevant to students, lecturers and university administrators that 

might assist in improving the experience of ‘expatriation’ for international students. 
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Chapter 1     The problem 

Introduction 

The present research project attempted to apply the considerable literature on expatriate 

employees and managers to the situation faced by international students. In thinking of 

international students as expatriates and applying to them what we know about the 

adjustment and success of expatriate workers/managers from a long and detailed 

research history, it was hoped to extend our understanding of their situation and needs.  

Many factors have been thought to have an impact on expatriates’ adjustment and to 

affect the personal and occupational benefits of such adjustment. By examining 

some of these factors with respect to international students in a Western Australian 

University’s School of Business, it was hoped to determine the factors that 

influenced their adjustment and their relative importance in that regard. Adjustment 

itself is only part of the story, however. The premise of the present study was that 

better adjustment by international students would lead to better personal and 

academic outcomes and some of these outcomes were considered in order to 

establish or refute this premise. 

Background 

Over the last 40 years or so, much thought has been given to the adjustment and 

success of expatriate employees in various parts of the world (e.g. Adler 2002; 

Anderzen & Arnetz 1999; Black & Gregerson 1991; Black 1988; Tung 1988; 

Church 1982; Torbiorn 1982; Brein & David 1971; Oberg 1960). This focus has 

increased with globalisation and the increase in the number of people involved in 

working, even if only temporarily, in countries other than their own. There is a 

substantial body of research covering many aspects of the expatriate’s situation, 

including recruitment and selection, training in cross-cultural issues, adjustment to 

new living and working conditions, the influence of family members on expatriate 

adjustment and success, gender issues and repatriation back into the home country.  
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Rationale and theoretical framework  

Many attempts have been made to determine factors contributing to the adjustment 

and success of expatriate employees. The process of selection, training and 

preparation is recognised to be very important (Anderson 1998; Tung 1998b; Katz & 

Seifer 1996; Kealey & Protheroe 1996; Caudron 1991; Tung 1981). So too is 

expatriates’ personal preparedness, including their reasons for working overseas and 

their willingness to undertake overseas assignments (Borstorff et al. 1997; Aryee, 

Chay & Chew 1996; Richardson & Rullo 1992). The accuracy of expectations held 

prior to the overseas assignment has been found to be significant (Martin, Bradford 

& Rohrlich 1995; Black & Gregerson 1990). The influence of attitudes and 

adjustment potential of spouse and family members has also been seen to play an 

important role (Caligiuri et al. 1998; Punnett 1997; Stuart 1992; De Cieri, Dowling 

& Taylor 1991; Black & Stephens 1989).   

Cultural differences between home and host countries have been considered (Harvey 

1997a; Stening & Hammer 1992; Black, Mendenhall & Oddou 1991), with ‘cultural 

novelty’ expected, though not always found, to increase the difficulty of adjustment. 

The personal characteristics of the potential expatriate have also attracted much 

attention (Ward & Chang 1997; Mamman 1995b; Mendenhall, Dunbar & Oddou 

1987). After examining the relevant literature, Harvey (1997b) collated a list of 

potential predictors of success in foreign assignments, as explored by other 

expatriate researchers. This is shown in Table 1.1 as an illustration of the number of 

personal characteristics to have gained research interest in considering factors that 

are potentially related to expatriate success. Harvey (1997b) also pointed out that 

appropriate personal characteristics are only one aspect of a complex and 

multifaceted process of adjustment. 
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Table 1.1     Predictors of success in foreign assignments  

 Personal  Cultural  Organizational  Social 

Tolerance for ambiguity Tolerance for 
difference 

Tutorial skills Willingness of spouse 
to live abroad 

Sense of humour Cultural empathy Acquaintance with 
host country 
organization 

Adaptive/supportive 
spouse 

Ability to fail Low ethnocentrism Managerial skills Stable marriage 
Self-reliance Interest in host 

culture 
Administrative 
competence 

Ability to integrate in 
social setting 

Strong sense of self Knowledgeable of 
cultural taboos 

Belief in mission  

Communicativeness Cultural toughness Congruence with 
career path 

 

Curiosity  Willingness to 
accept training 

 

Perceptiveness    
Warmth in human relations    
Empathy    
Flexibility    
Intrapersonal skills    
Speak host country 
language 

   

Understanding of nonverbal 
communications 

   

Sex of the candidate    
Previous overseas 
experience 

   

 (Harvey 1997b: 419) 

Some attributes appear to have attracted particular attention as predictors of 

adjustment and effectiveness in overseas assignments. These include self-esteem and 

self-efficacy (Harrison, Chadwick & Scales 1996), language skills, communication 

and interpersonal skills (Ruben & Kealey 1979), stress-management strategies 

(Sanchez, Spector & Cooper 2000) and coping skills (Selmer 1999b). Hammer and 

his associates developed a scale of personal abilities that were thought to be useful 

in expatriate adjustment covering three of these important areas, namely stress 

management, communication skills and interpersonal relationships (Stening & 

Hammer 1992; Hammer 1987; Hammer, Gudykunst & Wiseman 1978). 
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It has been suggested that many expatriates are unable to complete their overseas 

term of work successfully. Failure rates of 20% to 40% have been cited as common 

(Birdseye & Hill 1995; Black 1988; Church 1982; Tung 1981) but, more recently, 

this high figure has been challenged (Daniels & Insch 1998; Forster 1997; Harzing 

1995). Possible explanations for the discrepancy include consideration of different 

home as well as host countries (Mamman 1995a; Tung 1987) and differing criteria 

for success and failure (Shaffer & Harrison 1998).  

As an obvious measure of successful adjustment to a new situation the completion of 

the timeframe of the contract has many advantages. It is easy to determine and 

verify, contains no personal evaluation and is not seen as making pejorative 

judgments on individual expatriate employees. However, using it as a measure of 

failure infers that expatriates who do complete the term for which they were 

contracted are successful in that situation. This is obviously far too simplistic a view 

and has been criticised (Forster 1997; Harzing 1995). Researchers agree that 

expatriate success is multi-faceted and complex, involving issues of the job itself, 

the relationship between home and expatriate organisation, personal and 

psychological characteristics of the individual expatriate, previous overseas 

experience, family concerns and many other potential contributory factors (Black, 

Mendenhall & Oddou 1991; Taft 1986; Church 1982). 

Domestic relocation literature has contributed to expatriate research by the 

consideration of the transferability of its findings to international relocations (Martin 

1999; Black & Ashford 1995; Forster & Munton 1991; Jones 1986; Nicholson 1984). 

It has also provided a basis from which to work in considering international relocation 

adjustment. For instance, Black, Mendenhall and Oddou’s (1991) ‘framework of 

international adjustment’, which is shown as Figure 1.2, was based on a model of 

domestic relocation developed from this branch of research, shown as Figure 1.1.  
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(Black, Mendenhall & Oddou 1991:302) 

Figure 1.1     Relationships based on domestic adjustment literature 
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Figure 1.2     Framework of international adjustment 
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Considerable agreement seems to have developed that issues relating to  

cross-cultural adjustment fall into three areas. These are described as individual, 

organisational and general environmental issues (McEvoy & Parker 1995) or 

adjustment to work, to interacting with host nationals and to the general environment 

(Black & Stephens 1989; Black 1988). Within the scope of job-related predictors of 

success, assumed to be intrinsically linked with successful adjustment, the impact of 

role clarity, role discretion, role ambiguity and role conflict have been consistently 

researched and have been shown to have a clear influence (Black & Gregerson 1991; 

Black & Gregerson 1990). 

An elaborated version of Black’s model has been suggested by Harvey (1997b), who 

considered overseas employees of multinational corporations working in the United 

States of America (inpatriation), and this model is shown as Figure 1.3.  

anticipatory adjustment    in-country adjustment 

 

 

 

 

 

 

 

 

  

 (Harvey 1997b: 403) 

Figure 1.3     Framework of inpatriation stress adjustment 
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intercultural adjustment that considered, in addition to precursors and facets of 

adjustment, a variety of consequences of the adjustment level realised and this 

model is shown as Figure 1.4.  

The study of the adjustment of international students, however, has not been so 

consistent. In the words of Crano and Crano (1993: 280), the “rigorous study of 

adjustment has been plagued by the failure to develop reliable and valid measures. 

This is especially true in the study of adjustment and coping of international 

students, an issue of ever-increasing importance”. The models already shown have 

been repeatedly validated, which recommends them for use as a basis for the current 

project examining the adjustment of international students.  

 causes consequences 
 

 

 

 

 

 

 

 

 

(McEvoy & Parker 1995:103) 

Figure 1.4     Model of intercultural adjustment 
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between antecedents and outcomes, in line with the premise that higher levels of 

adjustment will produce superior outomes. McEvoy and Parker (1995) labelled the 

precursors to adjustment ‘causes’. The current study has chosen to use the label 

‘antecedents’, since factors preceding adjustment may not be causative. 

The proposed model of student adjustment tested in the present project was based on 

these models, using McEvoy and Parker’s (1995) three stages, but drawing much 

detail from the models suggested by Black, Mendenhall and Oddou (1991) and 

Harvey (1997b). An initial version of the proposed model is shown in Figure 1.5. 

 antecedents adjustment outcomes 

 

 

 

 

 

 

 

 

 

Figure 1.5     A proposed model of student adjustment  
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suggested that the adjustment of many international students was affected by their 

beliefs, especially when these beliefs are seen to conflict with the lifestyle they may 

encounter in their host country. This brought about the inclusion of ‘beliefs’ into the 

‘antecedents’ part of the model. The amended model, which is shown as Figure 1.6, 

was the model tested in the present project. This model, the observable constructs by 

which the latent constructs are measured and the scales or items by which the various 

concepts are measured, are detailed more fully in Chapter 3.  

 antecedents adjustment outcomes 
 

 

 

 

 

 

 

 

 

 

Figure 1.6     An amended model of student adjustment  
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adjustment leading to better student outcomes. Within the study this will be explored 

from the following conceptual assumptions: 

 It is justifiable to consider international students as expatriates. 

 The expatriate literature can be applied to international students. 

 Successful adjustment positively influences student outcomes. 

This major premise can be decomposed into the following generalised hypotheses, 

relating closely to the model developed for measurement. (These are expanded into 

operational hypotheses in Chapter 3). 

 The adjustment process of international students to their work and general life 

in a new country closely resembles that of other expatriates, as considered in 

the expatriate research literature. 

 Many factors in the individual and in their working (or, here, student) life 

contribute to an international student’s adjustment, including:  

 Self-concept, as measured by self-esteem and self-efficacy; 

 Abilities in managing stress, communication and interpersonal relationships; 

 Accuracy of prior expectations held by the individual student; 

 Role ambiguity and role conflict experienced in student life in a new 

university in a new country; 

 The ‘cultural novelty’ between the home country and the host country;  

 The influence of the religious beliefs of individual international students.  

 Successful adjustment of international students will positively influence: 

 Their general life satisfaction; 

 Their work-related life satisfaction; 

 Their general wellbeing; 

 Their work-related wellbeing; 

 Their academic performance as students. 

The problem situation and purpose of the study 

 ‘Expatriate’ students 

There is much to be learned from studies undertaken about expatriate employees and 

managers that could be applied to international students. The original word 
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‘expatriate’ comes from the Latin ex – out of and patria – home country or home 

town. The Concise Oxford Dictionary defines the term as a “(person) living abroad 

(adjective and noun); expel, remove oneself, from homeland; withdraw oneself from 

citizenship or allegiance (verb)” (Sykes 1976). This second part of the definition 

suggests a rather more permanent state than is usually encountered in the literature, 

where a temporary or semi-permanent overseas sojourn is usually implied. After 

essentially the same definitions as were found in the Concise Oxford dictionary, the 

Macquarie dictionary adds the following: “someone living or working in a country 

of which they are not a citizen” (Delbridge et al. 1997). This seems to match more 

closely the manner in which the word is generally used in the literature. 

Within the business context there is a range of understanding of the meaning of 

‘expatriate’, from the specific “professional/managerial employee moved from 

country to, and for employment in, another country”, quoted in Giacalone (1994:621), 

to the general “an expatriate is someone who leaves the country of one’s birth or 

official residence and travels to another country to take up residence there” 

(Mendenhall & Wiley 1994:605). Neither of these extremes seems to capture the 

meaning illustrated in the literature, which generally assumes an understanding of the 

term without defining it. The business people spoken of or researched are usually 

working overseas on defined contracts of one to five years, with repeated assignments 

possible if the first proves successful. A reasonable working definition might be that 

an expatriate is a person who is living and working for a defined period of time in a 

country other than his/her own. This fits most of the situations covered in the literature 

and in research. It is also an apt description of an international student.  

Some characteristics of expatriate employees do not apply to international students – 

for instance there are no issues of financial reward or of relationship, mentoring, 

continuing care and repatriation by the parent company. For many, though by no 

means all students, issues of adjustment for their spouses are irrelevant, since most, 

particularly undergraduates, are unmarried at the time of their university course. 

However, most of the challenges faced by expatriate employees of government and 

business enterprises are also faced by international students attempting to adjust to a 
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new country, environment, culture, language, workplace (university), co-workers 

(students), managers (lecturers) and organisational culture (university system). 

International students in Australia   

In recent years, increasing numbers of young people studying in Australia are 

temporary visitors from other countries and they add to the interest, variety and 

learning potential within the learning environment for all students. The number of 

international full-fee-paying students (school, vocational, ELICOS and university 

collectively) has risen from less than 10,000 in the mid-eighties (Smart, Volet & 

Ang 2000) to almost 189,000 in 2000 (Australian Education International 2001c). 

This growth has been influenced by political changes. Originally, the provision of 

education to international students was seen as part of Australia’s foreign aid to 

developing countries, with students being heavily subsidised or fully funded. A 

change of policy in 1985 began the provision of education to international students 

on the basis of the payment of full fees and saw a dramatic rise in numbers of 

international students travelling to Australia for their university education (Smart, 

Volet & Ang 2000). Australia now has one of the highest proportions of 

international students in the world, with 12% of its higher education enrolment in 

1999 being overseas students, compared with 3% in the USA, which numerically 

has the highest number of international students (Smart, Volet & Ang 2000). 

Considering the university sector alone, there has been an increase in overseas 

students studying onshore from over 32,000 in 1993 to almost 73,000 in 2000, with a 

concurrent rise from 6,020 to almost 35,000 students studying Australian university 

degrees at offshore campuses (Australian Education International 2001b: 67; 

Australian Education International 2000: 59). The proportion of overseas students in 

the university sector has also increased. In 1994, higher education had 42.8% of all 

overseas students but this had risen to 57.2% in 2000 (Australian Education 

International 2001b: 67; Australian Education International 2000: 59). The number 

of international students in the university sector and collectively in vocational, school 

and ELICOS sectors during the last several years is shown in Table 1.2. 
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Table 1.2     International students in Australia, 1994-2000 

  Education sector 1994 1995 1996 1997 1998 1999 2000 

Higher Education 
        Onshore 

 

35,290 

 

39,685 

 

46,773 

 

52,897 

 

56,810 

 

60,914 

 

72,717 

        Offshore 8,431 11,026 12,563 16,309 22,538 29,481 34,905 

Total Higher Ed. 43,721 50,711 59,336 69,206 79,348 90,395 107,622 

Other sectors 58,432 71,595 88,453 85,522 72,096 73,530 80,655 

Total 102,153 122,306 147,789 154,728 151,444 162,865 188,277 

% Higher  
Education 

42.80% 41.46% 40.15% 44.73% 52.39% 55.50% 57.16% 

(source: Australian Education International 2001b: 67)  

Australia has the third-highest number of international students in the world (Maslen 

1998), whether speaking of students as a whole, or the university sector only. In 

higher education during 2000, the United States had the highest number of overseas 

students (514,723), followed by the United Kingdom with 227,271 and Australia 

with 72,717. These were then followed by Canada and New Zealand (Australian 

Education International 2001b: 106; Australian Education International 2000).  

The most popular courses in Australia for overseas university students in 2000 were 

in Business, Administration and Economics, where 50% of such students were 

studying (Australian Education International 2001b: 18). The most popular states for 

overseas university students in 2000 were New South Wales (22,172 students, 

30.5% of all higher education international students in Australia) and Victoria 

(22,038, 30.3%), followed by Queensland (13,679, 18.8%) and Western Australia 

(8,502, 11.7%), with South Australia, the Australian Capital Territory, Tasmania and 

Northern Territory gaining 4.6%, 2.5%, 1.1% and 0.2% of the country’s 

international students respectively. These figures are for onshore international 

students, although the inclusion of offshore student numbers does not alter the 

overall picture (Australian Education International 2001b: 40). 

Overseas university students came largely from Asia (84.8% in 1999 and 82.6% in 

2000), with Malaysia, Singapore, Indonesia and Hong Kong being the most frequent 
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source countries (50.8% of all international Asian students in 2000), followed by 

China (there was 68.7% growth in students from China in 2000), South Korea, India, 

Japan, Thailand and Taiwan (Australian Education International 2001b: 12-13).  

The source of economic gain for the country from Australia’s involvement in 

international education is considerable. The then Minister for Education, Training 

and Youth Affairs, Dr. David Kemp, was quoted as saying in 2000 that 

“international student numbers at Australian campuses have leapt by over 10,000 in 

the past year, highlighting education once again as one of Australia’s hidden export 

successes” (Australian Education International 2001a). The expenditure of 

international students in Australia during the last few years, both in student fees and 

in general living expenses, for accommodation, food and travel, is shown in Table 

1.3. The figures are shown in millions of Australian dollars and again refer only to 

onshore international students.  

Table 1.3     Expenditure by overseas students in Australia, 1993-2000   

                                            1993   1994   1995   1996   1997   1998   1999   2000 

Fees:           
    Higher Education 362 463 503 568 650 721 799 978 

    Other Sectors 307 420 559 760 803 759 768 862 

Total fees 670 883 1062 1328 1453 1480 1567 1840 

Goods and services:         
    Higher Education 400 504 514 584 624 712 813 1009 

    Other Sectors 403 532 689 897 874 750 743  847 

Total goods and services 803 1036 1202 1481 1498 1462 1556 1856 

Total Higher Education 762 967 1017 1152 1274 1433 1612 1987 

Total Other Sectors 711 952 1247 1657 1678 1508 1511 1709 

Total all sectors 1473 1919 2264 2809 2951 2942 3123 3696 

(Australian Education International 2001b:83; Australian Education International 2000:71)  

The table shows the overwhelming importance to Australia of education as an 

export. Smart and Ang (1993) referred to the education of international students as 

one of the most remarkable success stories of service-sector export in recent years. 

The presence of international students in Australia is a great economic advantage, 



Chapter One: The Problem  15 

  

not only providing close to $4 billion annually, but also providing employment for 

over 40,000 Australians (Maslen 1998). 

Education ranks as Australia’s third largest service export (Smart, Volet & Ang 2000). 

Smart, Volet and Ang (1993) noted that an increase in competition for international 

students did considerable damage to Australia’s international reputation in the early 

years of full-fee-paying international students, and they advocated a much broader 

approach to the international students in order to redress that perception, including a 

wider use of partnerships (twinning programs) where international students can spend 

one or two years studying in their own country before completing their degree in 

Australia (Smart & Ang 1993). It is interesting to note that since this plea was made in 

1993, many twinning programs have been developed. 

Other important factors contributing to the marketing of international education are 

the image and resources the university has overseas and the coalition and forward 

planning, in terms of international strategic alliances and offshore teaching 

programs, in which it is involved (Mazzarol 1998). The quality of courses offered is 

an obvious attraction to international students, but so too is the quality of the care 

and treatment they receive and their perception of receiving ‘value for money’ 

(Soutar 1993). Gatfield, Barker and Grahame (1999) found some difference between 

local and international students in their perceptions of quality in the university 

environment, but that academic instruction was of primary importance to both 

groups and that a university’s reputation was of very great importance. 

For the last several years, Curtin University of Technology has ranked as the third 

university in the country in terms of the total numbers of international students 

studying its courses (both onshore and offshore), behind the Royal Melbourne 

Institute of Technology and Monash University. If onshore students only are 

considered, Curtin University is in fifth place. The proportion of onshore and 

offshore students varies considerably between the universities with the ‘top ten’ 

international student numbers, with eight having more onshore than offshore 

international students.  

The proportion of international students studying offshore for Curtin University 

degrees rose from 9.5% in 1996 to 43.2% in 2000 (Australian Education 
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International 2001b: 74). Total international students formed 28.3% of Curtin 

University’s total student body in 2000, while international students studying within 

Australia made up 16.1% of the total student body (Australian Education 

International 2001b: 59). In addition, there is a large number of recent immigrant 

students and others holding permanent resident status. Both groups, to all intents and 

purposes, share the characteristics, problems and difficulties of the truly 

international students. However, there are no statistics to indicate the numbers and 

proportions of these students within the university population. 

Within Western Australia, Curtin University of Technology has by far the greatest 

enrolment of international students, with a total number greater than the sum of those 

in the other universities taken together since 1996 (Australian Education International 

2000). The situation for Curtin University shows that the Faculty of Business (the 

Curtin Business School) has been the major contributor to these figures for 

international students since entering the field in 1986. Table 1.4 shows the total 

number of Australian and International undergraduate students within the Curtin 

Business School studying onshore at the main Perth campus since 1991, together with 

the growing proportion of international undergraduate students within the faculty. 

Table 1.4     International students within Curtin Business School 1991-2000 

CBS students 1991 1992 1993 1994 1995 1996 1997 1998 1999 2000 

International 1049 1343 1777 2143 2672 3557 4255 4889 5183 5446 

Australian 3349 3350 3344 3390 3424 3519 3592 3834 3958 3628 

Total 4398 4693 5121 5533 6096 7076 7847 8723 9141 9074 

International   
       % 

23.4 28.6 34.7 38.73 43.8 51.8 54.4 56.1 56.7 60.0 

 (Source: CBS statistics 2000, 2001; University Planning 2002) 

Another factor of interest and relevance in considering the adjustment of 

international students is the countries from which they originate and the alternative 

study destinations they have chosen. These are shown in Table 1.5 for a sample year 

of 2000 (one year only was shown for the sake of space, and for Northern 

Hemisphere nations the most recent academic year is shown). There are, of course, 

other countries providing education for international students, and other countries 
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from which students originate. This table compares only the major destination 

competitors in the sphere of education provision and the major countries of origin 

for their international students.  

Table 1.5     Source and destination countries for international students, 2000 

Source 
country 

Australia 
   2000 

United 
States 
(99-00) 

United 
Kingdom 
(00-01) 

Canada 
(98-99) 

New 
Zealand 
2000 

Australia’s 
market 
share   % 

Malaysia 9866 9074 9168 852 1261 32.6 

Singapore 8647 4250 4625 361 209 47.8 

Hong Kong 6502 7545 8278 2176 377 26.1 

Indonesia 9283 11300 1049 397 385 41.4 

India 4374 42337 4241 745 205 8.4 

Thailand 2716 10983 2704 198 407 16.0 

China 3712 54466 10332 2310 1712 5.1 

Taiwan 2440 29234 4032 725 401 6.6 

Korea (S) 2174 41191 2316 774 517 4.6 

Japan 1762 46872 6154 1414 752 3.1 

Europe 2759 47886 96442 7367 647 1.8 

Other 18482 209585 77930 18237 2645 5.7 

Total 72171 514723 227271 35556 9518 8.5 

(Australian Education International 2001b: 106)   

For most of these source countries, Australia was the third choice, in terms of 

numbers of international students. The exceptions were students from Europe, who 

had Australia as their fourth choice, students from Indonesia, India and Thailand (for 

whom Australia was second choice) and students from Malaysia and Singapore, for 

whom Australia was their first choice (Australian Education International  

2001b: 106). An amusing comment was recorded from a Singaporean student in 

rationalising her choice of Australia as a study destination in preference to the USA. 

She said that Perth is known as “the seventh suburb of Singapore” (Zipp 1998). 

It is borne out by these simple statistics from the last few years, shown in Tables 1.2 

to 1.5, that the place of international students in Australian university education is a 

significant and growing one and worthy of the attention of researchers to determine 

how their stay can be more effective. An academic colleague, very active in the 

early stages of internationalisation of the university in which the study was 
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conducted, made a very striking comment. She said that, in the early days, “we 

managed because of a great deal of goodwill on both sides”, adding that we should 

not take that goodwill for granted but aim to become more knowledgeable and 

skilled in every aspect of our international operations. 

“Given the importance of international students to the US educational system, it is 

necessary to understand the factors that affect the quality of their adjustment” (Crano 

& Crano 1993: 267). This statement was made about international students in the 

United States of America, in a study focusing on their adjustment stress, yet it is just 

as apposite in Australia. The flow of incoming international students is essential to the 

continuing success, if not survival, of many Australian universities, due to decreasing 

government funding and the income generated by providing education for 

international students, as can be seen in Table 1.3. At the same time, access to 

education in Australia is valuable to many nations whose provision of tertiary 

education is insufficient to meet a growing demand. It also gives an additional range 

of options for students to consider. The advancement of tertiary education would be 

well served by facilitating, in as many ways as possible, the successful 

accomplishment of courses of study undertaken by such students. The fundamental 

purpose of the present study was to help to identify the relative contribution of several 

antecedents to the adjustment of international students and the extent to which 

successful adjustment improved student outcomes. 

Originality 

The ‘expatriate’ stream of research and literature, and that concerning the success of 

international students are largely discrete. There are a few instances where a student 

sample has been used to support expatriate issues (e.g. Church 1982) but little 

evidence of expatriate research being used to illustrate, refine or explain issues 

pertinent to international students. While some research on students’ adjustment 

difficulties and success is mirrored in the expatriate literature, the student literature 

focuses mainly, and appropriately, on study and educational issues. In discussion with 

researchers involved in work on expatriates or on international students, the approach 

suggested for this project seemed to them to be novel and potentially useful. It is 

believed that this project is original in its drawing together of two major strands of 
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literature and testing the ideas of others in a different context, thus broadening the 

scope of the original research (Phillips & Pugh 2000: 63-64). 

The importance of the study 

It may seem, initially, that course-related success is a more vital consideration than 

making the experience of living and working in a foreign environment as positive 

and happy as possible for international students, but there are several reasons to 

view the latter aspect as, at least, equally important. Even from purely economic 

considerations, it is important that students return home with a positive, preferably 

glowing, account of their life and work in Australia. In many of the countries from 

which incoming students originate, word-of-mouth recommendation is far more 

compelling a determinant of choice than glossy brochures or professional 

recruitment campaigns and the importance of name, image and established 

reputation cannot be overemphasised (Mazzarol & Soutar 1999). In fact, word-of-

mouth recommendation has been found to be the most influential source when 

‘buying’ a professional service such as education (Patterson, Romm & Hill 1998).  

If international students are dissatisfied with their overseas education experience, 

they spread the word when they return home and damage the potential market for 

that institution or host country (Smart, Volet & Ang 2000). Customer satisfaction 

remains an important contributor to the maintenance and improvement of market 

share, in education as in other service industries (Mazzarol & Soutar 1999). 

Another reason for the importance of considering the general satisfaction and 

happiness of overseas visiting students is the premised connection between such 

satisfaction and success. Student success, or lack of it, is partly evidenced by the level 

of grades achieved, the number of units failed and/or repeated and the time taken to 

complete a course of study. This also has an impact on the advertising potential for 
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courses. Successful returning graduates, satisfied with their overseas experience, 

returning to re-establish their lives successfully in their home country and gaining 

good employment with good prospects, become a living testimonial to their chosen 

host country and university. A steady influx of overseas students can only be assured 

if they are satisfied with their experience (Patterson, Romm & Hill 1998). 

A successful and happy experience for overseas students, both in their studies and as 

temporary international residents, also fosters good international relations between a 

host country and students’ countries of origin. Positive relationships and networks 

developed by students during their stay have continuing results and can have social, 

as well as individual, benefits. Graduates who have had a happy experience return 

home with an improved understanding of the cultural, economic, political and social 

environment of their host country, which can lead to improved international 

understanding and better long-term relationships. During their overseas sojourn, 

international students also, both consciously and unwittingly, teach their host 

country’s students many aspects of their home countries, resulting in greater cross-

cultural interest and understanding on the part of host nationals. 

The success of international students is, and always has been, important to educators 

and issues abound relating to their ease of integration into classes and their ability to 

manage the work. Some lines of research have focused on language difficulties (Eid 

& Jordan-Domschot 1989), differences in learning style (Volet 1999), facility in 

communication (Dillon & Swann 1997) and the attitudes of local students to those 

of other nationalities (Mehta, Ruby & Letts 1996).  

Other research has looked at adjustment issues (Goldstein & Smith 1999; Ward et al. 

1998; Huntley 1993; Ward & Kennedy 1993b; Ward & Searle 1991; Searle & Ward 

1990), cultural gaps between the home and host countries (Keith 1992) and the 

influence of students’ accompanying spouses (Ojo 1998). Specific personality 

characteristics helpful for overseas students (Kim & Sedlacek 1995) and their 

particular stress and coping mechanisms have also attracted research attention (Crano 

& Crano 1993; Elliott & Baxter 1992; Smith 1989). It has been found that students 

with a positive self-concept and strong support people have a greater likelihood of 

academic success (Kim & Sedlacek 1995). The needs of local and international 
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students have also been compared, showing that overseas students have greater levels 

of needs (Leong & Sedlacek 1987).  

The career value of international practicums or internships has also been studied 

(Feldman, Folks & Turnley 1999; Chapel 1998; Feldman, Folks & Turnley 1998; 

Gmelch 1997; Schild 1962). In this particular form of international experience, students 

are perhaps even more like expatriates, being sent out from their home university and 

returning to it. Their experience and needs are the same as for other international 

students, though the time for which they study overseas may be more restricted.  

Potentially, results from this study could be developed into practical strategies for 

the better selection and management of international students. Current approaches 

could be examined and adapted in the light of the results to encourage better 

methods of recruiting, preparing, socialising, supporting and involving international 

students in their course of study and the life of the host country. 

Scope and delimitations of the study 

The ever-growing number of international students in many universities necessitates a 

consideration of their particular and specific needs. While it is impossible to determine 

and/or satisfy all of the needs of all international students, it is hoped that lessons can 

be learned about the adjustment and success of students in a specific faculty of one 

university with a large population of international students. These lessons could be 

applied in related contexts. It is intuitively clear that many international students have 

greater difficulties in adjusting to study, experiencing greater problems with success in 

their courses and completion within a defined timeframe than do domestic students 

and this is borne out by some research (Leong & Sedlacek 1987).  

The current project focuses on undergraduate students within a Business faculty at 

one university and at one point of time. Thus, there are limitations to the 

generalisability of the results, which are acknowledged. However, a clear picture of 

even a specific sector of university students should provide indications about trends 

and allow for more widespread follow-up research. A recognised limitation is the 

cross-sectional nature of the project, since adjustment is a process that takes place 
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over time. It is hoped that comparisons between students at various points in their 

university course would simulate a longitudinal study, at least in part. 

This project has arisen out of a concern for the welfare and success of international 

students and a feeling that, while a lot is done to ensure their comfort and success, 

there is a need for specific research-based information to focus these efforts for 

maximum effect. To quote Bochner and Wicks (1972: 203), “twenty years have 

taught us that we have yet to do our best, and that the best we have done is not good 

enough”. This remains true thirty years later, even though there is much cause for 

satisfaction, even pride, with what Australia has accomplished in international 

education in the intervening years. 

The expatriate literature has explored arenas relevant and applicable to international 

students and this research could be beneficially used to improve our understanding 

of international students’ specific needs and to suggest possible strategies for 

meeting these needs. The present project draws together two strands of research 

literature to explore the factors that influence the adjustment of international 

students living and working away from home and the outcomes of the adjustment 

they achieve in their personal and educational lives. 

An outline of the remainder of the thesis 

Chapter 2 provides a review of the relevant literature, both within the expatriate 

stream of research and within the research into international student issues, showing 

the links between them and identifying issues particularly relevant to international 

student adjustment and success.   

Chapter 3 outlines the methodology and procedures used in the present project, 

including the development of the survey instrument, the choice of sample, the results of 

pilot testing, the responses obtained and the methods of analysis used. It also places the 

generalised hypotheses outlined in this chapter into specific operational hypotheses and 

discusses the limitations and caveats on the findings of the study. 

Chapters 4 to 7 present and interpret the results obtained, commenting on the 

significance of findings and examining the extent to which the suggested hypotheses 
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were confirmed. Chapter 4 provides some preliminary data analysis, Chapter 5 

outlines the estimation of the single-factor scales, Chapter 6 discusses the estimation 

of the multi-factor scales and Chapter 7 examines the estimation of the underlying 

structural model. 

Chapter 8 provides a summary of the preceding chapters, crystallising what has been 

learned and pointing to other avenues of related research that could develop and 

build on what has been discovered. It summarises the extent to which the various 

hypotheses were supported by the findings of the study. It discusses the significance 

of the present project and its findings within the expatriate research field and in the 

practical situation of international students studying and living as expatriates for the 

duration of their course of study. It also includes some practical suggestions based 

on the results obtained. 
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 Chapter 2     A review of the related literature 

Introduction 

The present chapter discusses relevant sections of prior research in the expatriate 

and the international student areas, focusing on recent studies and those impinging 

more closely on the current study. This present study considered the situation of 

international students from the perspective of expatriate employees, so both 

branches were important in gaining a perspective of previous research. The literature 

review undertaken attempted to trace common threads and to bring these together to 

demonstrate overlap and omissions, showing how these influenced the current study. 

In addition, relevant studies will be cited in Chapter 3, in the discussion and 

development of the various hypotheses examined in this study. 

The expatriate employee research branch  

The experience of people working in countries other than their own is by no means 

new. There have always been travellers, ambassadors, missionaries, traders and 

many other mobile workers. Even in ancient times, people were reminded not to 

forget how it felt to be a foreigner in a strange land, and, hence, not to oppress 

strangers and aliens in their home country, but to care for them and treat them as if 

they truly belonged (Exodus 23:9; Leviticus 19:33).  

Modern writings include the very pragmatic ‘how-to’ type of articles that are very 

useful to those planning or experiencing working overseas (e.g. Frazee 1998; 

Solomon 1998; Fitzgerald-Turner 1997; Solomon 1996a; Solomon 1996b; Solomon 

1994), and those sharing experiences to inform or benefit others in like situations. 

There are also, however, rigorous qualitative and quantitative studies that are 

gradually formulating a definitive theoretical basis for knowledge on the issues 

involved. Nevertheless, one study noted “research on expatriate adjustment is in a 

preliminary stage” and suggested its recommendations should be regarded as 

tentative (McEvoy & Parker 1995: 110). A meta-analysis of empirical research into 

the expatriate experience pointed out that it has been characterised by a striking 

number of contradictions and paradoxes (Thomas 1998).  
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Each focus has its place and its usefulness but, as a basis for a research study 

viewing international students from the ‘expatriate’ perspective, this chapter focuses 

on the research studies. Some of these are discussed in the following sections, 

grouping them according to their main concern, with sections on adjustment, 

selection, preparation and expectations, spouse and family, cultural distance, 

personal characteristics, success or failure, and repatriation. 

Adjustment 

Church (1982) noted an absence of clear definition in the area of adjustment, while 

others viewed it in terms of satisfaction (Kealey 1989), psychological wellbeing 

(Feldman & Tompson 1993), effective interactions (Ruben & Kealey 1979), absence 

of stress (Hammer 1987) or ability to deal with conflict anxiety and lifestyle changes 

(Thomas 1998). Thomas (1998) added that this lack of consensus suggests caution is 

needed in making global comments on the relationship between antecedents and 

expatriate adjustment and success/effectiveness. Black and Gregerson’s (1991: 498) 

definition of adjustment as “the degree of a person’s psychological comfort with 

various aspects of a new setting” acknowledged the complexity of the construct, 

while giving a useful basis from which to work.  

Adjustment is recognised as having an important effect on the effectiveness and 

success of people working internationally and has been considered from many 

perspectives. The pioneering study by Oberg (1960) coined the term “culture 

shock,” explaining its significance in adjustment as a condition “precipitated by the 

anxiety that results from losing all our familiar signs and symbols of social 

intercourse” (Oberg 1960: 177). Thus, it was linked to a reduction of uncertainty and 

anxiety, major characteristics of culture shock (Gudykunst 1998; Black, Mendenhall 

& Oddou 1991; Gudykunst & Hammer 1987). The features of culture shock are also 

linked with the concept of sensemaking, which relates to the difficulties people have 

when known and familiar constructs of reality are removed, creating an inability to 

cope (Weick 1993). 

The work of Black and his associates is central and has demonstrated that 

adjustment is not unidimensional, rather consisting of  three distinct dimensions 
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(work-related adjustment, interaction adjustment and general adjustment) (Black & 

Gregersen 1999; Black & Gregerson 1991; Black, Mendenhall & Oddou 1991; 

Black & Gregerson 1990; Black & Stephens 1989; Black 1988). These three 

dimensions have been confirmed in a wide variety of studies and also by many other 

researchers (e.g. Shaffer, Harrison & Gilley 1999; Shaffer & Harrison 1998; 

McEvoy & Parker 1995; Parker & McEvoy 1993).  

On the other hand, Ward and her associates have suggested two adjustment 

dimensions (Ward & Chang 1997; Ward & Kennedy 1993a; Ward & Kennedy 1993b; 

Ward & Kennedy 1992; Ward & Searle 1991; Searle & Ward 1990). These are 

psychological adjustment, which comes from psychological and emotional  

wellbeing, and sociocultural adjustment, which comes from a person’s ability to ‘fit 

in’ and negotiate the interactive aspects of the host culture. This work has mainly been 

undertaken with international students and is discussed in more detail in that section. 

However, the two facets of adjustment have also been confirmed using employees 

working internationally (e.g. Ward & Chang 1997; Ward & Kennedy 1992).  

Tsang (2001) regarded international adjustment studies as ‘piecemeal’, with later 

research failing to build on former work, although the work of Black and his 

associates and Ward and her associates were seen as exceptions to this general 

observation. He suggested that Black’s latter two dimensions could be included in 

Ward’s ‘sociocultural’ adjustment perspective, and work-related adjustment has also 

been included under this heading (Shaffer, Harrison & Gilley 1999; Shaffer & 

Harrison 1998). The major distinction between the two research groups is that Black 

and his associates considered the work-related aspects of adjustment that were 

necessary to function effectively in an international situation. This was not explored 

by Ward and her associates, whose uniqueness is in the aspect of psychological 

adjustment, defined in terms of mood disturbance and predicted by personality, life 

changes and social support factors (Ward & Kennedy 1992).  

Both groups asserted the multifaceted nature of expatriate adjustment and the 

distinctness of the dimensions. Black noted that global antecedents relate to global 

factors, while specific antecedents relate to specific factors. As an example, work 

roles in the new situation related strongly to work-related adjustment, but not to 



Chapter Two: Review of the Related Literature  27 

 

general adjustment (Black & Gregerson 1991; Black, Mendenhall & Oddou 1991). 

Similarly, interaction with others from the home country related to work adjustment, 

perhaps because they could clarify work role demands, whereas interaction with 

people from the new country related to interaction adjustment (Black & Gregerson 

1991). Five features of adjustment are noted as relevant (pre-departure training, 

previous overseas experience, the organisation’s selection mechanisms, individual 

skills, and non-work factors such as cultural distance and spouse/family adjustment) 

(Black, Mendenhall & Oddou 1991). 

Adjustment is a matter of balance. It is necessary to be comfortable and competent 

in the new situation but to retain one’s own identity, to develop a multicultural 

identity without ‘going native’ and losing one’s own cultural identity in the process 

(Sanchez, Spector & Cooper 2000; Selmer 1999b; Stening & Hammer 1992). 

Adjustment to the job 

A situational approach to expatriate adjustment may be useful, as adjustment stress 

has particular characteristics, many relating to aspects of the job (Berry, Kim & Boski 

1987) and specific features of the job have an influence on it (McEvoy & Parker 

1995). In places where the job is very similar to the situation at home, the job itself 

presents fewer frustrations, uncertainties and insecurity, and perhaps can be adjusted 

to more readily (Dowling & Schuler 1990). Black and his colleagues have studied 

work roles (i.e. role conflict, role overload, role discretion and role ambiguity) when 

examining work-related adjustment and found a strong relationship (Gregerson & 

Black 1992; Black & Gregerson 1991; Black & Gregerson 1990; Black 1988). They 

also found that work-related adjustment does not relate to general adjustment. 

Similarly, Parker and McEvoy (1993) found that work adjustment positively 

influenced work performance, but noted that work performance was associated with 

lower general living adjustment. Role conflict and role ambiguity, in particular, seem 

to have a negative relationship with job satisfaction (Selmer 1998; Naumann 1993). 

On the other hand, it has been noted that work role influences not only affect  

work-related adjustment but also have an impact on general and interaction 

adjustment (Shaffer, Harrison & Gilley 1999; Thomas 1998; Birdseye & Hill 1995). 

Role or assignment clarity has been shown to enhance successful expatriation, 
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suggesting a need for organisations to provide clear job descriptions for expatriate 

employees (Li & Tse 1998; Sagiadellis & D'Netto 1997). Interestingly, those who 

perform best in the expatriate situation may also be those who suffer the most severe 

culture shock, possibly because the same characteristics that make them effective, 

such as sensitivity to others and perceptual skills, may also make adjustment more 

stressful (Ruben & Kealey 1979). 

Selmer (1998) found that the three facets of adjustment (work, interaction and 

general adjustment) are significantly positively related to the wellbeing of 

expatriates, seeing wellbeing as a consequence of adjustment. He noted that work 

adjustment contributes to that wellbeing in a more positive way than other aspects 

(Selmer 1998). Others have found overall work satisfaction to be an important 

indicator of adjustment to new jobs (Anderzen & Arnetz 1999; Naumann 1993; Taft 

1987; Taft 1986). However, Thomas (1998: 245) argued that the equivocal results of 

examining the relationship between expatriate adjustment and performance suggest 

it is still an “open issue” needing further clarification. 

Adjustment to the general environment 

Many writers have noted that job requirements and technical skills were often the 

major consideration when selecting employees to work in an international context. 

Perhaps the reason is that job requirements are easy to identify, whereas attitudes 

appropriate for cross-cultural interactions are not always easily identifiable or 

measurable (Tung 1981). Tung (1981) noted that only 5% of the companies in her 

sample examined the cross-cultural skills of intending expatriates. The prevailing 

attitude seemed to be that, if people could do the job at home, they could do it just as 

well overseas. Manifestly, this is not so and many other skills are needed to operate 

effectively in a new environment, particularly where everything other than the job 

itself is unfamiliar. There is an established link between relocation and poor mental 

health, giving rise to the use of mental wellbeing as a measure of general adjustment 

(Anderzen & Arnetz 1999). Individual factors, such as higher self-esteem, a strong 

sense of coherence and increased social support, have also been found to be 

significant predictors of better adjustment (Anderzen & Arnetz 1999).  
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Another influence of note in the context of expatriate general adjustment is the 

stereotyped view that nations hold of each other, which can have an effect on the 

perspective of the expatriates themselves, and also that of the host nationals towards 

them (Watanabe & Yamaguchi 1995; Everett & Stening 1983). Important areas of 

adjustment in the non-work environment that are influential in the general 

adjustment of expatriates are the cultural distance between the home and host 

countries and the adjustment of spouse and family (Black, Mendenhall & Oddou 

1991). These are considered separately later in this chapter. 

Comparison with domestic relocation 

As indicated in Chapter 1, the research into expatriate adjustment has been enriched 

by research that examined domestic relocations (Martin 1999; Black & Ashford 

1995; Birdseye & Hill 1995; Forster & Munton 1991; Jones 1986; Nicholson 1984). 

Naumann (1992) noted that the comprehensive nature of domestic turnover models 

had much to contribute to research into expatriate adjustment. The domestic 

literature contributed the notion of anticipatory adjustment, making actual 

adjustment quicker and easier. The integration of domestic and international 

relocation literature has established a sound framework for international relocation 

research (Black, Mendenhall & Oddou 1991) and has been used to develop the 

models of international adjustment that were shown in Chapter 1. Comparisons of 

expatriate, repatriate and domestic relocators have found similar adjustment 

problems (Feldman & Tompson 1993; Black, Mendenhall & Oddou 1991) and noted 

that career development issues and coping strategies were most consistently and 

strongly related to adjustment (Feldman & Tompson 1993). 

Any transition becomes more complex or simple according to the number and 

importance of novel or unexpected elements and a person’s reactions to them. 

Individuals explain difficult or discrepant events to themselves by attributions based 

on past events or expectations about the present situation, and they adjust by 

reducing uncertainty and reasserting control. Research on socialisation, relocation 

and sensemaking suggest people make anticipatory adjustments before encountering 

the new situation. This confirms the importance of accurate expectations in 

facilitating adjustment (Black, Mendenhall & Oddou 1991).   
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Previous international experience 

While it seems intuitively true that a person with previous international experience 

would find adjustment easier in a new country environment, this has not always proved 

to be true, possibly because each new environment is unique, making previous 

experience unrelated (Black & Gregerson 1991). Nevertheless, one might expect that 

the coping strategies learned in one place would be transferable to another since some 

aspects, such as culture shock, coping with new language and living arrangements, and 

interactions with non-similar people, would be common.  

A refreshingly contrasting view of living and working internationally is to view it 

from a personal development perspective, rather than from a company-based,  

job-focused perspective of the expatriate assignment (Inkson et al. 1997). This 

involves seeing it in a similar way to “the big OE”, as New Zealanders and 

Australians term the way many young people go overseas for a prolonged period of 

travel, work and tourism. Although their purpose is not primarily career 

advancement, and many use casual jobs as a means of financing their living and 

further travel, the experiences of these young people provide great personal 

development and are an advantage to companies they work for on their return. 

Most expatriates give intensely personal reasons for their willingness to be sent 

overseas, such as personal development, adventure or travel. Despite this, solutions to 

their problems and difficulties are usually regarded as being in the hands of the 

company, perhaps suggesting that the individual expatriate is powerless in the situation. 

Inkson et al. (1997: 357) suggested Osland’s concept of a hero’s adventure is “a 

significant move toward better understanding of expatriate experience” as it focuses on 

the individual as an adventurer, rather than as a commodity shipped back and forth by 

the company. They further argued that this perspective gives the initiative to the 

expatriates, empowering them and giving them a sense of autonomy by focusing on 

their personal development, which seems to be important (Feldman and Thomas 1992). 

Selection, preparation and expectations 

Historically, expatriate employees have been chosen for international assignments 

based on their technical competence to do the job. While this is an important 
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criterion, it is generally agreed that a range of non-technical measures should also be 

part of the selection criteria. However, there is little agreement as to which should be 

used and in what circumstances (Forster 2000). Selection is more difficult for 

international jobs, but companies often fail to recognise this, giving adjustment 

factors little attention (Stone 1999). Personal and attitudinal variables should also be 

used, not only for the expatriates themselves but also for their accompanying family 

members (Mendenhall, Dunbar & Oddou 1987).  

The taxonomy established by Mendenhall and Oddou (1985; 1986) has been 

suggested as a useful framework in this regard (Katz & Seifer 1996; Mendenhall, 

Dunbar & Oddou 1987). Their review of the acculturation literature led to the 

creation of a behavioural profile of characteristics helpful in adjusting to a new 

culture. These can be integrated into three dimensions (self-orientation, others-

orientation and perceptual-orientation). The self-orientation dimension measures the 

degree of adaptive concern for self-preservation, self-enjoyment and mental hygiene 

and includes stress-management strategies, self-confidence, realistic expectations 

and abilities to manage alienation and isolation. The others-orientation dimension 

measures the degree of concern over interactions with host nationals and includes 

interpersonal empathy and skills, respect for others, relationship and communication 

skills. The perceptual orientation dimension measures expertise in accurately 

understanding apparently strange or inappropriate behaviours of local people and 

includes being flexible, open-minded, non-judgmental and tolerant of ambiguities.  

Oddou (1991) suggested taking a close look at the working habits of people in the 

home situation before choosing them for international assignments, as certain traits 

indicate a potential for cross-cultural success. These include adaptability to change, 

being open-minded and diplomatic about ideas and behaviour different from their 

own, self-confidence, self-reliance and an ability to deal effectively with stress. In 

addition, a personal sense of preparedness and reasons for wanting to undertake 

international assignments are important selection factors (Borstorff et al. 1997; 

Aryee, Chay & Chew 1996; Richardson & Rullo 1992). 

A relationship has been established between the rigour of the selection and training 

procedures used and expatriates’ ability to succeed in foreign environments (Tung 
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1982), which brings up the rather controversial issue of training for international 

assignments. Tung (1998a; 1998b; 1987; 1982) has been insistent on the importance 

of training, suggesting that it must be varied in type and quality, and contingent on 

the conditions of the job and its location. Many agree that training is vital for 

success (e.g. Forster 2000; Selmer 1999a; Ashamalla & Crocitto 1997; Katz & 

Seifer 1996), often suggesting that it should be continued after the expatriate is in 

the new environment (Selmer 1999a; Katz & Seifer 1996; Williams & Bent 1996). 

One reason for this is that learning from one’s own experience is preferable as it 

prevents false assumptions and stereotypes (Williams & Bent 1996). Training and 

support in the early stages of expatriation are vital in ensuring self-esteem is at a 

functional level (Selmer 1999a). 

The types of training vary enormously, from pre-departure briefings that are mostly 

factual (Forster 2000) to language training, briefings, shadowing and look-see visits 

(Scullion & Brewster 2001), personal development of skills, adjustment to  

cross-cultural situations and performance of the job in an overseas environment 

(Black & Mendenhall 1990). Selmer (1999a) suggested that training should include 

problem-solving and stress coping strategies and warned of the dangers and negative 

impact of symptoms-focused strategies. Morley et al. (1997) noted that expatriates 

found discussion with returned expatriates most beneficial for information and 

practical advice on living and working overseas.  

Several writers have noted that British, European and Japanese companies spent far 

longer in preparing their expatriates for overseas assignments than did American 

companies (Scullion & Brewster 2001; Forster 2000; Peterson et al. 1996). Some also 

insisted on language proficiency (Peterson et al. 1996). Australian companies seem to  

fall behind even the Americans in such training and this is cause for concern 

(Davidson & Kinzel 1995). Anderson’s (1998) research into preparation of Australian 

expatriates and their families for work in Southeast Asia found organisations did not 

adequately address personal aspects of relocation or the needs of partners and families.  

Kealey and Protheroe (1996) have suggested that the picture on provision and 

usefulness of training is unclear and argue there is a need for longitudinal studies 

into the effectiveness of expatriate cross-cultural training. 
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Martin, Bradford and Rohrlich (1995) noted that expectations influence the experience 

to a greater extent than many other issues, echoing the statements of others on the 

importance of accurate expectations (Black, Mendenhall & Oddou 1991; Black & 

Gregerson 1990). McEvoy and Parker (1995) found the need for accurate expectations 

is very specific and showed that each facet of adjustment may be helped by improving 

the accuracy of relevant expectations.  

Spouse and family 

The responses of the accompanying family, particularly the spouse, are vital to the 

success of international assignments for expatriates (Caligiuri et al. 1998; Punnett 

1997; Harvey 1996; Black & Gregerson 1991; Tung 1981).  Indeed, it is strongly 

suggested that family members be considered in selection, preparation, training and 

support programmes (De Cieri, Dowling & Taylor 1991; Tung 1982). 

Organisational support is of particular value in helping families to adjust, especially 

at the beginning of the assignment (De Cieri, Dowling & Taylor 1991). 

Accompanying family members have a stabilising effect, as their presence helps the 

expatriate to manage the stresses and strains of the new situation, and also provides 

much of the social support and companionship needed (Tung 1998a). Shaffer and 

Harrison (1998) found that the expatriate and the spouse mutually influenced each 

other regarding their satisfaction throughout the international sojourn. Further, 

spouse adjustment is related to employee adjustment in both interpersonal and 

general areas (Black & Gregerson 1991). Anderson (1998) expressed concern for 

spouse preparation and suggested a preparatory visit to the expatriate location to 

help the family’s adjustment. 

Most expatriate families adjust well to international assignments, but with the 

families experiencing greater levels of stress than did the expatriates themselves, 

especially in situations where there were few other expatriates. International 

assignments tend to attract stable, healthy, traditional families who are more likely 

to be able to cope well (Forster 2000). Not surprisingly, cohesive families tend to 

adjust better (Copeland & Norell 2002) and family members who are supportive, 

adaptable and communicate well, adjust better (Caligiuri et al. 1998).  
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There are growing numbers of dual-career families in the workforce and this presents 

particular challenges to expatriate assignments, as families may be unwilling to relocate 

because of the adverse effects on the career of the following spouse (Hardill & 

MacDonald 1998; Punnett 1997; Harvey 1996). Tung (1998a) noted that the majority of 

expatriate spouses do not work outside the home, suggesting they have been forced, at 

least temporarily, to give up their own careers. Many are reluctant to do this, creating a 

major constraint on international assignments (Harvey 1996). This is particularly true 

for female expatriates whose husbands are the accompanying spouses. Men seem to find 

greater difficulty with this role than do women, indicating that, while gender roles are 

changing, traditional ones tend to predominate (Harvey & Wiese 1998a). 

Interestingly, expatriates are more likely to say they have problems in adjusting if their 

families are also having problems (Forster 2000). The majority of returning 

expatriates have expressed more concerned about inadequate company help for their 

families than for their own personal issues, often feeling their company provided 

inadequate transition and social support (Harvey 1997a). In these days of cheaper 

telephone calls and email contact, social support from the home environment is more 

easily available but, despite this, families who establish local sources of support  

adjust better (Copeland & Norell 2002). Harvey and Wiese (1998b) suggested 

establishing a mentoring system for expatriate families to help with organisational 

socialisation and social support.  They suggested experienced international executives 

should be responsible for this and that it should take place before, during and after the 

assignment. While there would be costs to such a programme, they may well be less 

than the costs, financial, organisational, and personal, of failure in the assignment.  

Cultural distance 

There have been mixed findings as about how cultural distance, the perceived gap 

between the home and host cultures, influences adjustment. It is logical to assume 

that the greater the differences between countries (referred to variously as cultural 

distance, cultural toughness or cultural novelty), the greater would be the difficulty 

of adjustment (McEvoy & Parker 1995; Black, Mendenhall & Oddou 1991; 

Mendenhall & Oddou 1985; Church 1982). This has indeed been confirmed (e.g. 

Birdseye & Hill 1995; Parker & McEvoy 1993; Ward & Kennedy 1993b; Black & 
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Stephens 1989; Berry, Kim & Boski 1987) and expatriates found to be more willing 

to go to culturally similar countries (Aryee, Chay & Chew 1996).  

However, other research suggests greater cultural distance can enhance aspects of 

adjustment (Martin, Bradford & Rohrlich 1995). Parker and McEvoy (1993) found 

cultural distance was positively correlated with better general living adjustment, 

suggesting some expatriates going to a very unfamiliar culture may have made 

greater prior efforts to learn about living conditions. Stening (1979) suggested 

widely different cultures have middling difficulty in interactions, but that the 

greatest difficulties arise where social situations in home and host culture are 

similar, but where appropriate behavioural responses differ, giving the use of first 

names in England and America as an illustration. Students travelling to England 

from America expected it to be like their home culture and were surprised to find it 

different (Martin, Bradford & Rohrlich 1995). This adds another perspective to the 

cultural distance debate. Sometimes countries apparently similar in terms of cultural 

distance cause greater culture shock because none was expected. 

A comparative study of multinational company practices in Europe, Japan and 

America (Peterson et al. 1996) found the Japanese expatriates adjusted similarly 

wherever they went, regardless of the level of cultural similarity with Japan. This 

adds a third dimension to the discussion: the suggestion that cultural distance makes 

little difference (Morley et al. 1997). 

Personal characteristics 

It was noted earlier that the overwhelming method of choosing expatriate employees 

has been their relevant technical expertise (Sanchez, Spector & Cooper 2000; Ronen 

1989), based on the idea that a competent person is just as competent overseas as at 

home (Stening & Hammer 1992). It has been realised that this is inadequate and that 

many other qualities are also essential. These include cultural competence, ability to 

recognise and work within environmental constraints, interpersonal skills, 

managerial decision-making abilities and many other “crucial qualities” (Ashamalla 

1998: 25). In this section some of the studies focusing on relevant personality 

characteristics are considered.  
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Individual characteristics are recognised as important to expatriate success, but there 

is no agreement as to which are the most important (Parker & McEvoy 1993). 

Research has suggested a variety of characteristics, proving the difficulty of arriving 

at a definitive group that could be described as vital.  

As mentioned earlier, Mendenhall and Oddou (1985; 1986) developed a list of 

individual skills in three broad areas, namely: 

 the self-dimension (skills enabling maintenance of mental health, 

psychological wellbeing, self-efficacy and effective stress management);  

 the relationship dimension (skills for fostering relationships with locals, 

notably interpersonal relationship development and willingness to 

communicate); and  

 the perception dimension (cognitive abilities allowing the expatriate correctly 

to perceive and evaluate the host environment and people).  

This suggestion has received much attention (e.g. O'Sullivan 1999; Katz & Seifer 

1996). O’Sullivan (1999) extended its practical usefulness by identifying stable and 

dynamic competencies for each dimension, distinguishing between the relatively 

fixed stable competencies of personality and ability, and the dynamic competencies 

of knowledge and skills that may be acquired through training. She argued that 

stable competencies are ‘must-haves’ for cross-cultural adjustment and dynamic 

competencies are ‘nice-to-haves’ (O'Sullivan 1999).  

Harvey (1997b) also created a list of potential predictors of expatriate success that 

was shown in Table 1.1. The predictors were grouped into personal, cultural, 

organisational and social characteristics. Ronen (1989) focused on relationship 

abilities and intercultural adaptability as areas contributing to effective expatriate 

experience that had received little attention in training and selection procedures. He 

listed 53 reported attributes that characterised cross-cultural sensitivity and 

intercultural competence, grouping them into job factors, relationship factors, 

motivation, family situation and language skills. 

Ruben and Kealey (1979) studied communication behaviours and their impact on 

successful adjustment. Although adjustment and effectiveness are functionally 

related, communication behaviours may relate differently to them. Empathy, 
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relationship orientation, awareness of the subjectivity of one’s own perceptions and 

non-judgmentalism tended to be related to higher levels of culture shock and higher 

levels of effectiveness. This suggests the people who will be most effective may be 

those who experience greater culture shock during the transition stage. 

Other researchers have focused on smaller subsets of skills. Caring and sensitive 

behaviours have been found in highly effective expatriates (Ditchburn 1996), especially 

respecting cultural aspects of their stay and interpersonal relationships. Communication 

skills, self-awareness and cultural awareness are also emphasised (Giacalone & Beard 

1994). People with high self-efficacy had significantly greater degrees of general 

interaction and work adjustment than did those with low self-efficacy (Harrison, 

Chadwick & Scales 1996). Self-efficacy has been described as very important for  

cross-cultural maintenance (O'Sullivan 1999) and high self-monitoring related to better 

general and interaction adjustment (Harrison, Chadwick & Scales 1996).  

Hammer, Gudykunst and Wiseman (Hammer 1987; Hammer, Gudykunst & 

Wiseman 1978) created a list of 24 “abilities” important for cross-cultural 

effectiveness that were grouped into three factors (abilities for managing stress, 

communicating effectively and establishing interpersonal relationships). Using this 

list, Stening and Hammer (1992) found that the cultural background of the expatriate 

seemed to be more important than the country-specific environment.  

The background characteristics of expatriates, such as their age, ethnicity, gender 

and religion, can have as significant an impact on their ability to build and maintain 

relationships as their ability to understand and behave in culturally appropriate ways 

(Mamman 1995a; Mamman 1995b; Mamman 1995c). Expatriates feel their 

background influences both their interactions with their hosts and the responses of 

their hosts to them (Mamman & Richards 1996). However, Parker and McEvoy 

(1993) found that neither gender nor age was significantly correlated with any of the 

three facets of adjustment. Mamman (1995a) suggested that the influence of religion 

on expatriate success has not been adequately addressed, particularly from the 

perspective of different cultural attitudes to religious beliefs and practices as private 

or public concerns. 
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In attempting to identify personal as well as work-related aspects of adjustment, it was 

found that the greatest changes took place in the first year and involved increased 

psychosocial stress (Anderzen & Arnetz 1999). The stress of adjustment has been 

described as a particular kind of stress, shown in specific behaviours, such as confusion, 

anxiety, depression, feelings of marginality and alienation, identity confusion, and 

higher levels of psychosomatic symptoms. Thus it may include a reduction in health, 

with physical, psychological and social aspects (Berry, Kim & Boski 1987). 

Sanchez, Spector and Cooper (2000) suggested people need to develop a 

multicultural identity as a coping strategy to buffer the stress of international 

assignments. The normal coping responses used in the home situation may not be 

useful abroad. Selmer (1999b) argued for a problem-solving, rather than a 

symptoms-based, approach. The former involves facing the problem to change the 

situation and is associated with positive outcomes, whereas the latter focuses on 

managing anxieties through physical or mental withdrawal from the situation or 

avoiding the problem, and has more negative consequences. 

In spite of all the work identifying, describing and promoting certain personality 

characteristics as helpful in the expatriate situation, personality is only one aspect of 

a complex and multifaceted process (Harvey 1997b). Personality cannot predict 

adjustment, which depends equally on, for instance, the particular role and 

environment (Stening & Hammer 1992). Brein and David (1971) argued that 

patterns of behaviour and personality traits are not very successful in explaining 

intercultural adjustment and suggested that greater value would be gained from 

considering social interaction and background and situational variables. They noted 

that intercultural communication seems to be an integrating and crucial factor in 

understanding adjustment. 

Success or failure 

Organisations sending expatriates to overseas locations are obviously interested in 

their success, because of the costs of unsuccessful expatriation, in direct financial 

terms, but also in the career development of valuable employees and the company’s 

international reputation. Often this success has been measured in terms of whether 
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the employee stayed until the end of the contracted assignment, a useful but 

incomplete judgment. Harzing’s (1995) meta-analysis of previous studies showed 

that figures representing high premature return rates of expatriate workers were 

largely based on citation of previous articles without solid empirical evidence. Tung 

was mentioned as the only person to do empirical research in the area. It was also 

noted that there had been no large-scale empirical work for 15 years (Harzing 1995). 

Tracking back citations to their original sources revealed frequent incorrectness and 

overgeneralisation, providing a warning to researchers to be careful to quote their 

sources correctly. Harzing (1995) noted that premature return rates seemed higher for 

American employees than for those from Europe or Japan, but there were very few 

companies whose recall rate exceeded 20% (Harzing 1995). Others echo Harzing’s 

findings; for instance, non-completion of international assignments by British 

expatriates has consistently been found to be about 8% (Forster  2000; Forster 1997).  

Several writers have called for a wider and deeper view of expatriate failure, since  

non-completion only tells part of the story and does not reveal the extent of 

problems for many expatriates and their families (Forster 2000; Forster 1997; 

Harzing 1995; Black, Mendenhall & Oddou 1991). Staying on and not performing 

adequately is potentially more damaging to the company and the individuals than 

returning home early. Failing to re-establish oneself at home, either to the 

organisation or the culture, after the expatriate experience is also a form of failure 

(Harzing 1995). There is a need for research to consider underperformance and 

repatriation failure and to examine the causes of such failure (Harzing 1995). 

Several writers have noted the continuing use of the high unreliable or misquoted 

turnover figures for expatriates and argued that the oft-cited 16% to 40% has more 

recently been stated as 8% to 10%, suggesting early figures were questionable and 

failure rates are declining (Daniels & Insch 1998). Plath (2001) added that the 

conflicting evidence on expatriate turnover, based on little evidence, infers that 

much less is known than is needed. Anderson (1998) suggested there is little 

empirical evidence for the very high premature re-entry rates, noting results of 

studies by Australasian researchers suggest a lower rate than reported by American 

researchers, although Parker and McEvoy (1993) found no such differences. 
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Other issues concerned with the failure or success of expatriate employees were the 

length of notice given to employees before a move, which was seen as crucial in 

facilitating adjustment, and the growing awareness of the influence of the work-

family overlap (Forster 2000). Psychological withdrawal has been noted as a 

‘failure’ indicator (Shaffer & Harrison 1998). Satisfaction, both work and non-work, 

has been seen as an outcome of adjustment and a contributory factor in decisions to 

quit (Shaffer & Harrison 1998), although Tung (1998b) found only a small 

correlation between success of the international assignment and expatriates’ 

satisfaction with the overall experience. Family situation, flexibility-adaptability, job 

knowledge and motivation, relational skills and extra-cultural openness have all 

been suggested as factors important in expatriate success, with service organisations 

in particular ascribing greater importance to relational and psycho-social factors 

(Arthur & Bennet 1995).  

Varied and conflicting explanations have been given about factors contributing to 

success, using a variety of criteria for success and different levels of objectivity 

(Stening & Hammer 1992). The same behaviours may not be as appropriate or have 

the same effects on job performance in different environments (Black & Porter 

1991). Stening and Hammer (1992) noted that, in trying to fit into a new country, 

expatriates may be unsuccessful because they accommodate their role to the local 

environment to too great an extent, opening themselves up to criticisms of ‘going 

native’ or of being disloyal to the company. 

Repatriation  

The expatriate employee has another difficulty to face after the successful completion 

of an international assignment. This is a successful repatriation into the home country. 

Perhaps because no ‘culture shock’ is anticipated on returning home, the experience 

can be debilitating (Tung 1988a). A prolonged period of time for full repatriation 

adjustment is usual, averaging between six and twelve months (Black, Gregerson & 

Mendenhall 1992). Hardill (1998) suggested that after 5 years expatriate re-entry is 

problematical and after 10 years it is impossible. More than 60% of American 

managers experienced significant ‘reverse culture shock’ (Black 1991) and many 

returning expatriates have low levels of psychological wellbeing (Forster 2000).  
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Returning expatriates often move from the company within a short time of return, 

and their valuable international experience is lost (Lazarova & Caligiuri 2001; Stroh, 

Gregerson & Black 1998; Engen 1995; Black, Gregerson & Mendenhall 1992). In 

many cases this occurred because returnees felt their international experience was 

undervalued and there was no way for them to use it effectively (Black 1991). Major 

concerns about repatriation include career advancement opportunities and relocation 

(Tung 1988a). Many noted that their post-overseas jobs were not as attractive as 

those overseas and saw themselves as having less autonomy (Napier & Peterson 

1991). Some noted a decline in their status and had financial difficulties, because 

they had been better rewarded in their expatriate situation (Engen 1995). 

Repatriation is as much a process of adjustment as expatriation, and employees and 

their families need careful preparation for it, as both their work and non-work 

expectations are often unrealistic, bringing disappointment (Stroh, Gregerson & Black 

1998). Poor repatriation is potentially a large barrier to successful globalisation as its 

costs in terms of lost talented personnel are high and because it is a major cause of 

employee hesitancy to accept overseas assignments (Allen & Alvarez 1998). 

Conclusion to the expatriate branch of literature 

The preceding sections considered the research into expatriation and its related 

issues, with a focus on adjustment and the factors that help adjustment and bring 

success for expatriate workers. The expatriate literature also has much to say 

regarding the particular challenges to women expatriates (e.g. Adler 2002; Forster 

2000; Caligiuri & Cascio 1998; Tung 1998b; Jelinek & Adler 1988), but, since this 

did not form part of the present study, this has not been discussed here. In the 

following section the international student research  is considered. 

The international student branch  

It was earlier noted (in Chapter 1) that the international student literature has 

generally emphasised study-related aspects. While this is true, the discussion of 

international student concerns is broad and varied, ranging from the anecdotal and 

observational to the rigorously empirical. In reviewing relevant sections of this 
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literature, the topic has been subdivided into adjustment, problems and difficulties, 

academic success, other measures of success and readjustment on return home. 

Adjustment 

Much has been written about the adjustment of international students to their life in 

their new cultural environment. Klineberg and Hull (1979) explored the concept in a 

study of students in ten nations, working cooperatively with researchers from many 

countries. Church (1982) followed with a comprehensive review of sojourner 

research, largely based on international students. He noted that most studies made no 

mention of cultural changes, focusing on performance, social and personal aspects, 

positive attitudes to the host culture, personal growth and satisfaction issues. Tanaka 

et al. (1994) considered that adjustment meant different things to different writers, 

causing researchers to follow varied avenues in exploring the issues, adding there 

has been little research of a comprehensive nature. Wong-Rieger (1984), in a study 

of international students in Canada, noted that the literature was conflicting, with 

many anecdotal studies lacking a substantive theoretical framework. 

A significant exception has been the work of Ward and her associates, who have 

researched international student adjustment in a variety of contexts, and expanded 

their model to include more facets and more diverse populations (Ward et al. 1998; 

Ward & Chang 1997; Rogers & Ward 1993; Ward & Kennedy 1993b; Ward & 

Kennedy 1993a; Ward & Kennedy 1992; Ward & Searle 1991; Searle & Ward 

1990). It seems “cross-cultural transitions and adjustments obviously involve 

complex processes encompassing the interaction of a large number of variables” 

(Searle & Ward 1990: 459). They consistently found sojourner adjustment (whether 

of international students or of employees in a working situation) had two distinct, 

though related, factors, which they termed:  

 psychological adjustment, associated with psychological wellbeing or 

emotional satisfaction, and  

 sociocultural adjustment, associated with an ability to “fit in” and negotiate the 

interactive aspects of the new context.  
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While interrelated, the two aspects are conceptually and empirically different and 

follow different sequences over time (Ward et al. 1998). The psychological 

adjustment aspect is defined in terms of mood disturbance and is predicted by 

personality, life changes and social support factors. The sociocultural adjustment 

aspect is dependent on length of residence, language ability, cultural knowledge and 

identity, cultural distance between home and host cultures and interaction with 

locals (Ward & Kennedy 1992). It is worthy of note, though by no means a 

criticism, that Ward and her associates do not consider the work-related aspects of 

international student adjustment at all, which they acknowledge as a needed 

perspective (Ward & Kennedy 1993b).  

In the local Western Australian environment, Smart and his associates (Smart, Volet 

& Ang 2000; Smart & Ang 1993; Smart 1988) and Burns (1990) are particularly 

significant. Smart has explored international student issues in detail and from many 

perspectives. One study traced the historical path of education for international 

students from aid to a paid-for commodity (Smart & Ang 1993). Another area of 

concern was the low level of interaction and friendship between local and 

international students (Smart, Volet & Ang 2000).  Burns (1990) focused on first-

year international students at Curtin University (the site of the current study), 

exploring their problems, perceptions and suggestions about university education. 

Mazzarol and Soutar (2002) considered the growing international nature of higher 

education and focused attention on the way it can be viewed from a services 

marketing perspective.  

The adjustment of international students is by no means simple or predictable. There 

is variation in the ease of adjustment between students from different countries, the 

home country influencing the adjustment potential more than the host culture 

(Church 1982). Adjustment is also easier for those with structured professional 

experiences and harder for those in ambiguous, less supported roles, with 

international students fitting between these extremes (Church 1982). Some 

researchers have noted that older students have greater problems in adjusting and 

that women have more adjustment difficulties than men (Huntley 1993). 
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Personality has not been a good predictor of adjustment. Church (1982) found 

personality was more likely to relate to satisfaction than to performance and that the 

interaction between personality and situational variables was a better predictor of 

cross-cultural adjustment than personality alone. He suggested further research was 

needed, as there are many influencing factors (Church 1982).  

Cultural distance 

A large gap between the cultures of home and host countries can lead to greater 

adjustment problems (Smart, Volet & Ang 2000; Huntley 1993). It leads to a higher 

degree of psychological intensity (Paige 1993), greater difficulty in gaining insight 

and understanding of the new culture’s values (Smith 1955), greater difficulties in 

social interactions (Ward & Kennedy 1992; Searle & Ward 1990) and greater levels of 

social anxiety (Mak et al. 1999). The status that international students have as 

foreigners is one of their main problems in Australian universities and is affected by 

the extent of the cultural difference between their home and new country environment 

(Bochner & Wicks 1972). Ward and Kennedy’s (1993a) comparison of Malaysian 

students studying in Singapore and in New Zealand found smaller social adjustments 

are needed when the home and host cultures are similar. Loneliness and cultural 

distance seem to be particular influencers of mood disturbance (Ward & Searle 1991).  

An illustration of the cultural distance between Australia and four South-East Asian 

countries is shown in Figure 2.1 (Hedges 1994). These countries are those from which 

a large proportion of Australia’s international students originate. It uses Hofstede’s 

(1980; 1997) rankings of countries along his four national cultural values dimensions.   

As can be seen, there is a large gap between Australia and the four nations on the 

individualism-collectivism and on the power distance dimensions. On the other 

hand, the five countries are reasonably close on the uncertainty avoidance and the 

masculinity-femininity dimensions, although Australia is at the extreme even then.  

It seems that students from Hong Kong, Singapore, Indonesia and Malaysia are likely to 

have different cultural values than their Australian counterparts. The power distance 
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difference suggests they would accept different ranks, respect those with higher status 

and accept decisions made by authority figures. 

  

collectivism              I         S    H M 
   

                   A individualism

 
            6/7           13/14    16  17                   49 

 

femininity    I    S   M   H     A masculinity 

 
  22   24   26/7  32/3    35 

 
low power 
distance 

     A              H    S        I         M 
      

high power 
distance 

      13             37/8  40        43/4        50  
low 
uncertainty 
avoidance 

S      H      M     I           A high 
uncertainty 
avoidance 

 1       4/5        8       12/13        17  

Figure 2.1     Relative cultural positions of main student source countries   

(I  = Indonesia   ,  S = Singapore   ,  H = Hong Kong   ,  M = Malaysia   ,   
A = Australia    ; the number below the country’s name shows its ranking (1-50) on 
the cultural  dimension). 

Similarly, the individualism-collectivism difference suggests these international 

students would have quite different values and expectations from their Australian 

peers. These students would be less competitive individually, less assertive and 

would value group achievements. Research in a Perth university demonstrated that 

students have a preference for individual or group assignments which is strongly 

connected with their country-of-origin’s individualism-collectivism, with Asian 

students preferring to be assessed on group assignments and Australians on 

individual assignments (Christopher & Soutar 1999). 

As an example of the differing ‘power distance’ orientation of home and host 

cultures, Liberman (1994) found Asian students in America were distressed as they 

felt local students’ interactions with their lecturers were rude and disrespectful.  

Patterson, Romm and Hill (1998) found students from ‘collectivist’ cultures valued 

achievements that contributed to their family and/or society, rather than for 

themselves. Consequently, learning outcomes were their highest priority, giving 

them a preference for courses that had direct relevance to their home situation.  
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Spouse and family 

In common with findings in the expatriate research, the adjustment of spouse and 

family is significant for international students. Students who bring their family with 

them are less lonely and homesick than those travelling alone (de Verthelyi 1995; 

Klineberg & Hull 1979).  However, the adjustment of the family members presents 

its own problems, which can impact negatively on a student’s success and 

achievement (Ojo 1998; Taylor & McWilliam 1995; de Verthelyi 1995; Klineberg & 

Hull 1979). Family members are often only considered in regard to their influence 

on their student spouse/parent’s success and not as individuals. Perhaps this apparent 

invisibility is part of the problem they experience (de Verthelyi 1995). Universities 

also need to help family members adjust as they have specific problems if they are 

outside the university community and separated from their normal support networks 

of family, friends and, perhaps, servants (Schwartz & Kahne 1993). Since the 

present project focused mainly on young single undergraduate students, issues of 

spouse and family adjustment were not examined, but it is an important part of the 

adjustment process for many international students.  

Problems and difficulties 

Students share many of the same problems and difficulties when entering university 

(Hurtado et al. 1994; Huntley 1993; Eng & Manthei 1985; Klineberg & Hull 1979; 

Smith 1955), as adjusting to the demands of a new educational environment can be 

difficult. However, international students face additional problems as they are often 

learning in a new cultural context, possibly surrounded by an unfamiliar language 

(Huntley 1993) and, thus, they need special consideration. For them the risks are greater 

and the stakes are higher (Klineberg & Hull 1979) and not only in financial terms.  

The variety of difficulties encountered 

Perhaps the most striking aspect of the adjustment problems encountered by new 

international students is their variety (Church 1982; Klineberg & Hull 1979). 

Klineberg and Hull (1979) found the majority of international students experienced a 

broad range of problems, to a greater or lesser extent, at some time during their 

sojourn. Countries of origin and of sojourn made for different problems, but the 
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major difficulties overall were with the local language, particularly in relation to 

study, financial concerns, ill health, personal depression and adapting to local 

climate and food. The difficulties experienced by some international students were 

severe enough to lead to unhappiness and feelings of failure about the entire foreign 

experience. Church’s (1982) review of sojourner research summarised international 

student problems as concerning language, finances, a new education system, 

homesickness, adjustment to social customs and norms, and, for some, racial 

discrimination. Pruitt’s (1978) study of African students in America identified many 

of the same adjustment problems (e.g. depression, tiredness, homesickness, 

irritability and racial discrimination) but also initial problems of climate, food, 

communication with locals and loneliness, which improved over time.  

Educational system and study habits 

In addition to problems of adjusting to a new country and its different structure, 

ways, habits and demands, the home country’s education system may be, and often 

is, different from that of the new country, bringing its own adjustment problems. 

Luzio-Lockett (1998) noted that adaptation to the new educational system and other 

socio-cultural factors destabilises established self-perceptions, with the ‘in-transit’ 

experience shaping an ‘in-transit’ sense of identity. Castro-Abad (1995) likened new 

international students in a new country to newly transplanted plants that need tender 

loving care if they are to flourish in their new situation.  

International students, perhaps partly because of the demands of a different 

educational system and different ways of assessing work, often seem to spend 

considerable amounts of time studying. They frequently need help with study 

strategies because they have been found to use unprofitable study methods, wasting 

time and necessitating excess hours. Stoynoff (1996) found more successful 

international students made more use of social assistance as a study strategy. Even 

reading in a foreign language takes longer because of the struggle with 

comprehension (Stoynoff 1997). The study methods used by many international 

students are often inefficient as they are not relevant to the host country’s 

educational environment and, despite many hours of study and great industriousness, 

many international students find it hard to stay up-to-date (Bochner & Wicks 1972). 
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Those who are trained in study strategies have less anxiety, are better able to draw 

the main ideas from texts and lecturers and develop better examination strategies 

(Stoynoff 1997). In addition to the impact of study habits on study outcomes, their 

manner of study and the long hours they devote to study often lead to reduced 

socialising time and can create relationship problems (Lin & Yi 1997; Bochner & 

Wicks 1972). Excessive time in studying can rob students of opportunities for social 

and cultural experience, leaving their time in the host country robbed of much that is 

worthwhile in terms of memories (Bochner & Wicks 1972). 

Health issues 

Klineberg and Hull (1979) found personal depression in a quarter of the 

international students they surveyed and that this caused them greater difficulty than 

other frequently mentioned, but less grievous, difficulties. Smith (1989) found this 

to be true for international students in America and Oei and Notowidjojo (1990) 

found depression to be more common in international students in Australia than 

among locals. Perhaps the origins of international students may make a difference in 

this regard, for Klineberg and Hull (1979) found Asian students were more likely to 

experience depression and loneliness than were students from other cultures. They 

were more likely than other international students to be in frequent contact with 

locals, but this did not seem to ease the difficulties of their sojourn.  

International students seem to experience more stress than local students (Mori 

2000; The West Australian 1990), but find it harder to approach university 

counsellors to help them manage their problems. International students also have 

more health problems (Mori 2000). Burns (1990) noted that a large number of 

health-related problems, including depression, anxiety, sleeping and eating 

disorders, headaches, dizziness, emotional outbursts and even infectious disorders, 

are often lumped together as ‘homesickness.’  He noted that, for most students, these 

symptoms decline rapidly as they adjust but, for some, they worsen, only being 

resolved if the students return home (Burns 1990). 
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Religious beliefs 

Klineberg and Hull (1979) found religion was not an important factor in adjustment as 

less than 10% of problems related to religion in all countries surveyed, other than India, 

and attitudes to religion changed very little as a result of a sojourn. On the other hand, 

Bochner and Wicks (1972: 29) found “the religious beliefs of South East Asian students 

are likely to affect their life while they are in Australia.” The main problems  related to 

religious beliefs were diet and fitting daily religious duties into a full student life in an 

unfamiliar situation, as well as reconciling values and beliefs with those found in the 

host country. Burns (1990) agreed, adding that many students found difficulties in 

resolving conflicts between traditional religious beliefs and developing practices. 

Pruitt (1978) found many international students changed their attitude to religion and 

usually decreased religious observances. He interpreted this as possibly the norm for 

young people leaving home and not necessarily a part of the international student 

experience. Interestingly, Pruitt found those who did maintain their religious 

commitment adjusted to their new situation more readily and there was an 

‘unusually large’ correlation (0.37) between religious commitment and overall 

adjustment.  He argued that religious commitment might provide a sense of identity 

and belongingness influencing a person’s sense of security in a new country. 

Further, meeting with locals in a ‘church’ environment meant students got to know 

people and saw more ‘comfortable’ features of the local culture.  

Links have been found between religious belief salience (defined as the prominence 

of religious beliefs in everyday thoughts and feelings) and a range of positive mental 

health indicators, such as decreased anxiety and depression and increased  

self-esteem, tolerance and self-control (Blaine, Trivedi & Eshleman 1998). There is 

evidence that belief salience influences psychological adjustment and researchers 

have explored this from the perspective of contributing to coping mechanisms in 

adverse circumstances and also as directly influencing self-concept, which, in turn, 

influences psychological adjustment. Blaine, Trivedi and Ashleman (1998) found 

belief salience predicted greater self-esteem and life satisfaction for undergraduate 

students and less depression and hopelessness. There was also a positive correlation 

between belief salience and psychological adjustment. 
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Racial discrimination 

The more successful international students perceived their university to have a 

tolerance for diversity. If they perceived discrepancy or intolerance to their own 

personal or cultural values, they were more inclined not to strive for success 

(Cubeta, Travers & Sheckley 1999). Sedlacek and Adams-Gaston (1989) noted that 

coloured students in a predominantly white American campus took longer to adjust, 

so assessing their work very early in their course acted as a form of discrimination 

against them. Minority students’ feelings about their own ability to succeed in the 

early stages of their course were critical to their success (Sedlacek & Adams-Gaston 

1989). Hurtado et al. (1998) found university administrative systems could help 

minimise racial tension and competition between groups by fostering a more 

student-centred environment. Campuses where students felt valued and where the 

faculty and administration were devoted to their development had less racial tension 

(Hurtado et al. 1998). A study of international students in America (described as 

“the Mecca for foreign students”) found perceived discrimination to be their greatest 

adjustment problem (Sandhu & Asrabadi 1994).  

Happily, international students in Western Australia have reported few personal 

experiences of racial discrimination, although they notice it as present in the 

community (The West Australian 1990). To complicate this issue, it has been found 

that perceptions of racial and ethnic hostility, pressure to conform to stereotypes and 

equity of treatment by faculty and staff can appear different to students from 

different racial and ethnic groups (Ancis, Sedlacek & Mohr 2000). 

Making friends with local students 

Klineberg and Hull (1979) found students’ interactions with local people, inside and 

outside their university, was the most significant contributor to their adjustment. 

Westwood and Barker (1990) created a ‘buddy’ system between pairs of local and 

international students that lasted for most of an academic year. They found that 

international students’ social adjustment and academic performance improved and 

dropout rates fell. They confirmed Klineberg and Hull’s (1979) contention that 
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increased social contact helped adjustment and noted the positive effect on students’ 

general wellbeing. 

As mentioned earlier, one of the consistent, and possibly increasing, problems for 

international students has been the disappointing level of real friendships with local 

Australian students. The situation seems to be deteriorating, as there are now more 

international students in the universities. It is as though local and international 

students form two parallel streams in their journey through university, with only 

superficial interaction (Smart, Volet & Ang 2000). International students have often 

mentioned how much they looked forward to making local friends and this is an 

aspect of their university life that causes them great disappointment. There is a strong 

link between personal interaction with locals and satisfaction with the international 

experience, with fewer adjustment problems when a student had at least one host 

national friend (Smart, Volet & Ang 2000).  Patterson, Romm and Hill (1998) found 

that failure to establish meaningful relationships and/or to communicate with local 

students was a great cause of disappointment, frustration and dissatisfaction for 

international students. Interestingly, students from country areas within Australia have 

commented that they feel just as ‘foreign’ as overseas students and have similar 

problems in interacting with ‘locals’ (Smart, Volet & Ang 2000). 

Burns (1990) mentioned loneliness, little contact with other students and lack of 

Australian friends as major problems for international students. He also noted, perhaps 

as a partial explanation of the difficulties of making friends, the pressures of part-time 

employment, for both local and international students, which prevent them from 

having time to explore new friendships. As an illustration of the depth of the problem, 

many students mention never having been in an Australian home during their stay and 

not having made a single friend close enough to keep in contact with on their return 

home (Smart, Volet & Ang 2000). There are many possible causes for this difficulty, 

including the natural sense of being comfortable and familiar with one’s own 

compatriots and having few shared interests with those from other countries. In Smart, 

Volet and Ang’s (2000) study, international students noted the ‘drinking’ culture and 

beach lifestyle were deterrents to interaction. It may also be worthy of note that the 

majority of local students live at home and tend not to participate as fully as non-
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locals in social interaction on campus. Smart, Volet and Ang (2000) noted the wasted 

opportunities for personal, social and cultural growth and enrichment for international 

and local students that meaningful interaction could create. 

Academic success  

Many factors affect the academic success of international students. Perhaps the most 

crucial are those related to the process of coping and adapting to a new country and 

culture (Klineberg and Hull 1979). Huntley (1993) found international students 

achieved the highest and the lowest results within a student population. Bochner and 

Wicks (1972) found international students’ achievements were often higher than those 

of the locals, but this success was at a very great cost in terms of hours studied, the time 

for anything other than study, and the sacrifice of social life. Kim and Sedlacek (1995) 

found a wide range of non-cognitive variables predicted academic success, notably 

positive self-concept and realistic self-appraisal. Interestingly, in view of the importance 

attached to social interaction with locals, they found it made little difference to academic 

success (Kim & Sedlacek 1995). While recognising that success in their academic 

studies is multifaceted, in this section only two of the major influences were discussed 

(the issues of competence in the local language and of self-concept).  

Language 

An obvious contributor to students’ study success in an international environment is 

their competence in the language of study (Volet 1999; Lau et al. 1999; Stoynoff 

1997; Eid & Jordan-Domschot 1989; Klineberg & Hull 1979; Bochner & Wicks 1972; 

Smith 1955). Although adequate written and spoken English is an obvious prerequisite 

for studying in an English-speaking university and students’ language abilities are 

tested before admittance, there is often a gap between test results and the competence 

to cope in a university environment (Bochner & Wicks 1972). In addition, there are 

the demands of reading and the comprehension of texts, articles and other study 

materials in English, not to mention the requirements of coping in the local language 

when living in an English-speaking environment (Klineberg & Hull 1979). 

Students are often offered additional help in the local language. However, they seem 

reluctant to avail themselves of this, perhaps they do not perceive a gap (Bochner & 
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Wicks 1972), or perhaps they want to complete their studies in as short a time as 

possible, and fail to see that improved English would help. The relationship between 

ability in English and academic success has had inconsistent and contradictory 

results, which is nicely summed up by Bochner and Wicks (1972: 106), who 

commented, “whereas good ability in English will contribute to success, lack of it 

does not necessarily prevent success if appropriate courses are taken.” This suggests 

a wise choice of subjects studied by students who are weak in the language can 

balance their limitations in the language. Interestingly, Volet (1999) noted that, 

when language proficiency is not a problem, Asian undergraduate students tend to 

outperform their local counterparts academically. 

Reid (1996) argued that universities are failing to support, in or out of class, those 

with “literary practices” different from Australian academic norms, and that there is 

insufficient comprehensive research into cross-cultural aspects of English 

communication skills in university settings. Thus, opportunities for enhancing 

cultural exchanges across the university community are neglected.  

Self-concept 

Surprisingly, previous academic achievement does not seem as important a 

contributor to student success as personal and non-cognitive variables. There is 

agreement that aspects of self-concept, particularly academic self-concept and  

self-efficacy, affect students’ academic success (Cubeta, Travers & Sheckley 1999; 

Lau et al. 1999; Wida 1997; Anazonwu 1995; Wilhite & D'Onofrio 1993; Wilhite 

1992; Marsh 1990; Kelly & Jordan 1990; Sedlacek & Adams-Gaston 1989; 

Freeberg, Rock & Pollack 1989). Some consider this to be general, while others 

suggest the nature of academic self-concept is subject-specific and that general 

academic self-concept cannot predict self-concept in specific subject areas (Lau, 

Yeung & Jin 1998; Marsh 1990). Others have noted its dynamic nature, commenting 

that it tends to vary according to recent successes (Wida 1997). Wilhite and 

D’Onofrio (1993) noted that academic self-efficacy is the best predictor of academic 

achievement. “Successful students reported higher levels of academic self-efficacy 

as learners, an internal locus of control as students and motivation to succeed” 

(Cubeta, Travers and Sheckley 1999:15). Even academic self-concept is a 
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multidimensional concept (Marsh 1990). Cubeta, Travers and Sheckley (1999) 

mentioned that a meta-analysis of self-efficacy research found that as much as 

fourteen percent of the variance in student academic performance could be explained 

by their self-efficacy beliefs. 

Other measures of success 

Dean and Camp (1998) noted an interesting difference between faculty and students in 

their perspective of student success. Faculty equated success with academic success, 

while students said their life satisfaction was the truest indicator of real success. 

Interestingly, Hemmings, Kay and Hill (1997) found rural students’ life satisfaction 

was a better predictor of academic success than was their previous academic record. 

This raises the age-old question of whether satisfaction influences success, or success 

influences satisfaction, a debate conducted over many years in the management 

literature without definitive conclusions, other than recognising that there is a positive 

relationship  (Kreitner & Kinicki 2001). Church (1982) found life satisfaction was a 

feature of many studies, noting academic satisfaction was, on the whole, higher than 

the more social aspects of satisfaction and that, being dependent on academic success, 

it fluctuated through the academic year. Research into the marketing of services has 

often found outcomes are more important determinants of satisfaction than are 

processes and this is true in educational situations, where overall satisfaction is 

strongly linked to academic outcomes (Patterson, Romm & Hill 1998).  

Wellbeing has been related to adjustment as an outcome of satisfaction and as an 

emotional state accompanying adjustment (Ying & Liese 1991). Sam (2000) found a 

strong link between psychological wellbeing and self-esteem, suggesting self-esteem 

is a measure of wellbeing and an indication of mental health and resilience.  

Readjustment on return home 

Although relatively little attention has been given to the adjustment problems 

students face on returning to their home environment (Brabant, Palmer & Gramling 

1990), this is an important consideration in the education of international students. 

Just as it often seems that female students have greater problems in adjusting to a 

new culture, so they also have greater problems in readjusting to family and daily 
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life after their study experience overseas. Religion is a significant contributor to 

family problems on re-entry, perhaps because of changing attitudes while away, or 

differing practices in the host culture (Brabant, Palmer & Gramling 1990). 

It has been suggested that international students should maintain an orientation at 

home and in the new culture, keeping home and host countries in balance if they are 

to adjust well, readjust easily and effectively on returning home and benefit from 

their overseas experience (Smith, 1989; Smith, 1955). Students who adapt best to 

their new environment seem either to have greater re-entry problems (Brabant, 

Palmer & Gramling 1990; Bochner & Wicks 1972) or to switch back to the old ways 

of thinking and doing things, relinquishing the potentially valuable lessons and 

development from their overseas experience (Smith 1955). In contrast, Furukawa 

(1997) found successful adjustment to the host nation predicted an easier 

readjustment on return and that maladjustment in the foreign environment was the 

strongest predictor of maladjustment on return, demonstrating that healthy, 

adaptable and flexible people remain that way in challenging situations.  

Putting the two branches together 

Although the two branches reviewed in this chapter have somewhat different 

perspectives, there are many similarities. The first part of the chapter dealt with 

research concerning expatriates, employees sent out by their organisations to do a 

particular job of work in an international location, and later returning to that same 

organisation, hopefully bringing back a rich experience and enhancing both the home 

company and their own career development. The second part of the chapter 

considered international students, who move from their own country to another in 

search of a university education, returning to their home country with a recognised 

qualification, hopefully enabling them to pursue a challenging and worthwhile career.  

Both groups of people share the experience of culture shock in their new 

environment and a need to adjust in order to operate effectively. Adjustment is 

clearly a multifaceted concept for both groups. Factors contributing to successful 

adjustment have been shown to be similar in both cases.  Personality characteristics, 

cultural distance, interactions with local people and a positive self-concept are 
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predictors of adjustment for both expatriate employees and international students. 

Satisfaction, wellbeing and job success (or study success) are linked to successful 

adjustment in both instances. An interesting, though perhaps not surprising, 

similarity was seen between expatriates and students who devote themselves so 

much to the work to be done (their primary reason for being overseas, after all) that 

their social interactions in the new environment suffer, robbing them of some of the 

benefits of working internationally.  

Issues of family adjustment and dual careers were discussed briefly, although these 

have less relevance in the case of students. However, there are many students, 

particularly at a postgraduate level, to whom the spouse and family issues are 

germane. Expatriates and international students share repatriation concerns, although 

these concerns fall outside the brief of the present study. The expatriate literature has 

had much to say about the premature return to the home country. This seems not to 

have been researched in the international student area and could be a useful avenue 

of research into the meaning of success. 

It was notable that health-related problems were of significant concern to 

international students but this featured very little in the expatriate literature. In light 

of the apparent similarity in many other ways, this suggests a potentially useful line 

of research in the expatriate area. 

Another notable difference was the strong emphasis on students’ language facility 

needs, which was not so evident in expatriate employee research. This can easily be 

seen to be relevant, as studies are intensely language-dependent, whereas non-study 

jobs vary in their dependence on the use of written and spoken language.  

The present chapter considered research from the two branches relevant to the 

present study and found that, while there are differences between the two strands, 

there are enough common features to suggest that expatriate research provides a 

foundation from which to explore international students’ experiences. The next 

chapter outlines the approach used in the present study and puts into operational 

form the general hypotheses outlined in Chapter 1 in the light of the research 

discussed in this chapter.  
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Chapter 3     Methodology and procedures 

The specific aims of the project 

As was noted in the first chapter, the primary purpose of this study was to learn more 

about adjustment of overseas students, using theories and evidence from research on 

expatriates as sources of understanding and conceptualisation, in order to determine: 

 Whether considering international students as expatriates is justifiable;  

 The lessons from research on expatriates that could beneficially be applied to 

the choosing, preparation, orientation, support, adaptation and eventual 

success of students studying in an international environment; 

 The relationships between several factors considered important for expatriates 

and adjustment and success of international students in Western Australia. 

To fulfil these purposes, the project sampled overseas students studying at the Curtin 

Business School, which is located within the Curtin University of Technology in 

Perth, Western Australia. A cross-sectional sample of students from the same faculty 

at several stages in their course responded to a survey that asked a series of 

questions about their “expatriate” experiences. 

However, before this could be done, some indications of appropriate questions to 

ask was needed and these were determined through a careful examination of the 

relevant literature, as discussed in Chapter two, and a series of semi-structured 

interviews conducted with new and more experienced international students. It was 

expected that this qualitative phase would also help to identify distinctions between 

expatriates, as normally considered in the literature, and international students 

considered as expatriates. 

Questionnaire development 

Initial development 

Following this phase, a questionnaire was developed, using well-validated and reliable 

measures from earlier studies, largely from within the expatriate stream of research, 

with amendments as necessary. The process of the development of the questionnaire is 
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detailed in Appendix 1. Data were collected from international students in Curtin 

Business School, which has a large number of such students. Aspects examined 

included expectations, perceived personal abilities, self-concept, work-related features 

and the influence of beliefs and of the perceived cultural gap between Australia and 

respondents’ home countries. Adjustment was measured as it relates both to a new 

location and to a specific university academic environment. Relationships between 

these concepts and various outcomes illustrative of students’ successful adjustment to 

their new country and role were also measured. These outcomes were self-perceived 

level of performance and achievement expectation, work-related and general life 

satisfaction and work-related and general psychological wellbeing. One writer noted 

that psychological wellbeing is a ‘robust’ indicator of international students’ 

adaptation (Wintre & Yaffe 2000). 

The proposed model, shown in Figure 1.6 in Chapter 1 (and shown again here for 

convenience), includes the concepts tested.  

The model tested 
 antecedents adjustment outcomes 
 

 

 

 

 

 

 

 

 

 

Figure 1.6     An amended model of student adjustment 
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Its dependence on earlier models (Figures 1.1 to 1.4) and its focus on aspects 

relevant to international students can readily be seen. This model was amended from 

the earlier model (Figure 1.5) after pilot testing. The more detailed model following 

(Figure 3.1) shows the observed variables based on the scales used, which were 

indicator variables for the latent constructs shown in Figure 1.6 that cannot be 

directly observed. 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 3.1     Observed variables measuring the latent constructs      
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Table 3.1     The scales used to measure the model’s constructs   

Antecedents Adjustment Outcomes 

Role conflict & role ambiguity:  
Rizzo, House & Lirtzman 1970. 

Self-esteem:  
Bagozzi & Heatherton 1994;  

Self-efficacy: Sherer, Maddux, 
Mercandante, Prentice-Dunn,  
Jacobs & Rogers 1982, as in 
Harrison, Chadwick & Scales 1996. 

Expectations:  
Black and Gregerson 1990. 

Personal abilities:  Hammer, 
Gudykunst & Wiseman 1978. 

Religious belief salience: 
Blain, Trivedi & Eshleman 1998; 
Sussman & Alexander 1999. 

Cultural novelty: 
Torbiorn 1982, as used in  
Black & Stephens 1989. 

Expatriate adjustment:  
Black and Stephens 
1989, plus 2 items from 
Black 1988. 

Student adjustment:  
personally developed 
scale 2000. 

 

Work-related wellbeing: 
Warr 1990, as amended 
by Sevastos, Smith & 
Cordery 1992 

General wellbeing: 
Dupuy 1977. 

Achievement 
expectations: Howard 
1989, as used in 
Trawick 1992; 

Self-rated performance 
measures.  

Work-related life 
satisfaction:  
Oliver 1997.  

General life satisfaction:
Diener, Emmons, 
Larsen & Griffin 1985. 

 

Details of the scales used in the project 

In this section each of the constructs included in the suggested model is described 

briefly, followed by an examination of the theoretical support for the hypothesised 

relationships in detail (Sweeney, Soutar & Johnson 1999). The scales used in the 

project are considered in their order of presentation in the model and in Table 3.1; 

that is in the three sections of the model (antecedents, adjustment and outcomes). 

(i) The ‘antecedents’ section of the model 

University work roles 

Role ambiguity and role conflict were measured as they are thought to be important 

job-related antecedents to expatriate adjustment. The scales were taken from Rizzo 
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(1970). Black (1990, 1991) used five items from this scale to measure role ambiguity, 

four to measure role conflict and six to measure role clarity (the opposite of role 

ambiguity). Most of the original scale (26 out of 30 items) was used, four items being 

not relevant to students. 

Self-concept was measured using scales for self-esteem and self-efficacy, which 

have been seen to be important antecedents to successful adjustment (Mendenhall & 

Oddou 1985). The self-esteem scale was taken from Bagozzi and Heatherton (1994), 

although the scale was originally developed by Heatherton and Polivy (1991), who 

based it on Janis and Field’s (1959) ‘feelings of inadequacy’ scale (Bagozzi & 

Heatherton 1994: 44). Self-efficacy was measured through Sherer and associates’ 

scale (Sherer & Adams 1983; Sherer et al. 1982), distinguishing general and social 

self-efficacy, which Harrison, Chadwick and Scales (1996) found was particularly 

relevant to cross-cultural adaptation.  

Students’ expectations of their new cultural environment before leaving their home 

country were measured using the working environment and general living 

expectations subsets of scales developed by Black (1990). These scales measured 

not only the extent to which prior expectations were met, but also respondents’ 

positive and negative reactions to the match between their expectations and the 

perception of the reality they experienced. 

Personal abilities of many kinds have been suggested to be contributory factors in 

facilitating expatriate adjustment, as was indicated in the extensive list of 

characteristics considered helpful for success in overseas assignments outlined in 

Table 1.1 in Chapter 1 (Harvey 1997b). The scale chosen to measure this concept 

was a self-report measure of abilities thought to facilitate success in the new 

international environment (Hammer 1987; Hammer, Gudykunst & Wiseman 1978). 

These abilities were grouped into those needed to create interpersonal relationships, 

to communicate effectively and to manage psychological stress. 

Beliefs were measured by combining two short scales on the influence of religious 

beliefs. One of the scales was called ‘religious belief salience’ and this heading was 

adopted for the combined scale. The two scales were taken from Blaine, Trivedi and 

Eshleman (1998) and Sussman and Alexander (1999), although items from Sussman 
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and Alexander (1999) were reworded from questions into statements, so they were 

consistent with the other questions included in the survey. This scale was not added to 

the model until after the pilot testing of the original model that was shown as Figure 1.5. 

Cultural gap (sometimes called cultural distance or cultural novelty) seems to impact 

on how well individuals adjust to a new cultural environment (Mendenhall & Oddou 

1985). The ‘cultural novelty’ scale developed by Black and associates (e.g. Black & 

Stephens 1989) and derived from Torbiorn (1982), measured the “gap” in this 

situation. The scale was originally included with the ‘adjustment’ measures, as can be 

seen in the models suggested by Black (1991) and Harvey (1997b) (and shown in 

Chapter 1 as Figures 1.2 and 1.3). However, the qualitative phase suggested that the 

‘cultural gap’ more correctly measures a condition that influences adjustment, rather 

than measuring adjustment itself, so it was moved to the ‘antecedents’ part of the 

model, as in McEvoy and Parker’s (1995) model (that was shown as Figure 1.4 in 

Chapter 1). The model was amended accordingly (as shown in Figure 1.6). 

(ii) The ‘adjustment’ section of the model 

The experience of adjustment, considering students as expatriates, was measured 

using the ‘expatriate adjustment scale’ developed by Black and Stephens (1989). 

The scale takes account of the multifaceted nature of cross-cultural adjustment, 

including general, interaction and work-related aspects. Minor amendments were 

made. An item asking how well respondents felt they had adjusted to their 

supervisory responsibilities was removed as inappropriate to students and items that 

asked about adjustment to the weather and transport systems were added from an 

earlier version of the scale (Black 1988). The instruction section was also changed 

from asking how adjusted the respondents felt themselves to be, to asking how 

happy and comfortable they felt, with endpoints of the 7-point Likert-type scale 

ranging from ‘not at all happy’ to ‘completely happy’. 

A suitable scale covering student-specific aspects of adjustment to university was not 

found, so a ‘student adjustment scale’ was developed, using information obtained 

from the semi-structured interviews with international students undertaken in the 

qualitative phase. A small focus group of academics experienced in the teaching of 
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international students edited and refined the items. Interview comments leading to the 

development of items for the scale are provided in Appendix 2 and full details of the 

development of this scale and the questionnaire as a whole are outlined in Appendix 1. 

The ‘student adjustment scale’ was tested with a convenience sample of more than 

one hundred students and modified based on the feedback received before the pilot 

test for the whole survey was conducted. Concurrently, the work-related satisfaction 

scale (Oliver 1997: 343) was also pretested, because amendments to its wording to 

make it appropriate in the present study were considerable. 

(iii) The ‘outcomes’ section of the model 

Psychological wellbeing was measured as it related both to the working environment 

and to general everyday life. Work-related wellbeing was measured using Warr’s 

(1990) scale, as amended by Sevastos, Smith and Cordery (1992). The amendments 

were made because of their discovery that three items in the initial scale had dual-

loadings in an exploratory factor analysis, distorting the model. The model has 

undergone some revision and amendment by other researchers (Daniels et al. 1997; 

Sevastos, Smith & Cordery 1992) and by Warr in 1992, as cited in Daniels et al. 

(1997) in order to strengthen the scale’s original conceptual framework. General 

wellbeing, labelled ‘personal wellbeing outside university’ in the model, was 

measured using the ‘general wellbeing schedule’ developed by Dupuy in 1977 

(McDowell & Newell 1987: 125-133). 

Satisfaction with the job-related aspects of their new life was measured through 

an amended consumer satisfaction scale taken from Oliver (1997: 343) with wording 

changes to reflect student-related job areas. General life satisfaction was measured 

using the well-used and validated scale developed by Diener and his associates (e.g. 

Diener et al. 1985) that has been extensively used by other researchers (e.g. Lewis, 

Dorahy & Schumaker 1999; Hong & Giannakopoulos 1994; Neto 1993).  

Performance was assessed through a short scale that measured achievement 

expectations, otherwise called academic self-efficacy, that was developed by 

Howard, 1989, whose work in an unpublished doctoral thesis was cited and used by 

Trawick (1992). Several self-report questions on academic achievement were also 
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included that asked about average grades earned in the previous semester, 

expectations about the time likely to be taken to complete their course and a 

personal perception of their academic ranking within the classes taken. 

The pilot study 

The completed questionnaire was pilot tested using a convenience sample of 36 

undergraduate, mainly international, students, who were encouraged to give full and 

honest feedback about any aspect of the questionnaire. After observing their 

comments and getting a general feel for their responses, some amendments were 

made to the structure and layout of the questionnaire to improve understanding and 

clarity. An amusing error in understanding, which had escaped earlier attention in 

draft versions, was the use of the word ‘overseas’ in the demographics section. It 

was intended to mean overseas from Australia, but international students naturally 

regard Australia as overseas, so their responses seemed confusing until this semantic 

difference was realised. The wording was changed to clarify the situation, using ‘in 

your home country’ instead of ‘overseas’ to remove any ambiguity.  

Some students reported that they found instructions to some sections of the 

questionnaire misleading. Perhaps this was because the original instructions from 

their workplace contexts had largely been retained, giving different scales a variety 

of directions. Instructions were amended to create a more consistent format. 

Instructions for the new scale (the student adjustment scale) were changed to ask 

students how difficult or easy they had found it to ‘get used to’ various aspects of 

their study life at university, with the endpoints of the 7-point Likert-type scale 

ranging from ‘very difficult’ to ‘very easy’. After the pilot a further scale that 

measured religious beliefs was added and the ‘cultural novelty’ scale was moved to 

the ‘antecedents’ section of the model. 

Quantitative data analysis methods 

The core method used for the analysis of the data collected was structural equation 

modelling (SEM) as this method allows for separate relationships for each of a set of 

dependent variables to be examined (Hair et al. 1998). The AMOS software package 

was used for the estimation of the model. (The acronym AMOS comes from its full 
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name - the Analysis of MOment Structures (Arbuckle & Wothke 1999)). Since the 

measures consisted mostly of well-validated and reliable instruments, confirmatory 

factor analysis was used to ensure the minor amendments made did not damage the 

instruments used and to confirm that the indicators related to their expected factors.  

The exogenous latent variables are, according to the model, university work roles, 

self-concept, expectations, personal abilities, beliefs and cultural novelty. The scales 

measuring those concepts are shown in Figure 3.1 and listed with their sources in 

Table 3.1. The endogenous latent variables are those related to the adjustment process, 

which is seen in the model as the mediating variable between the exogenous variables 

and the endogenous outcome variables of performance, satisfaction and wellbeing; the 

latter two constructs being measured within the university and in everyday life. 

Structural equation modelling was thought the most appropriate analysis method in 

this case because of the number of latent variables in the model and the number of 

direct and indirect relationships between them. SEM can be conceptualised as two 

distinct models: 

1. The measurement model, which is a form of confirmatory factor analysis 

describing the relationships between the observed variables (questionnaire 

items in this case) and the latent constructs for which they act as indicator 

variables;  

2. The structural model, which estimates the relationships between the various 

latent constructs (Byrne 2001; Jöreskog & Sörbom 1982). 

Once the measurement model was validated using confirmatory factor analysis, the 

fit of the structural model was measured by a path analysis of the latent variables. 

The purpose of the path analysis was to estimate the impact of each of the predictor 

variables, thus showing their relative importance to adjustment and to the outcomes 

measured in the study. An analysis of these regression weights helped determine if 

the various constructs contributed and enabled the construction of a useful model 

that added to our understanding of international students’ adjustment to a foreign 

university and the outcomes of that adjustment. 
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The selection of participants  

Respondents were selected from undergraduate classes at the Curtin Business 

School, a teaching division of the Curtin University of Technology, which is located 

in Perth, Western Australia. The first semester classes of the introductory 

management unit taught in the School of Management were chosen for new 

students, as students from throughout the division and from other faculties enrol in 

the class, providing a broad sample of first-year undergraduate students from within 

the university. They were a convenient group who were accessible to the researcher.  

Second and third year classes from within the Schools of Management and 

Marketing provided access to students with longer experience of living and working 

in Perth. However, as with all later classes in a course, the label ‘second year class’ 

does not indicate a totally second-year student body as some students come directly 

into second year with first-year exemptions or from one of Curtin’s offshore partner 

colleges. Consequently, at least some ‘second-year’ students are in their first year in 

Perth. All classes were surveyed during the first two weeks of the new academic 

year, to minimise specific class influences or gradations in related experience. 

As the surveyed classes contained a mix of Australian and international students, there 

was a ready source of students to act as control groups to each of the groups of 

international students being tested. Altogether 68 classes were surveyed, providing 

1401 responses. The researcher and an assistant conducted the surveys personally with 

most classes to ensure consistency of approach in the introduction of the 

questionnaire. Where this was not possible, the class lecturers were given identical 

instructions about administering the questionnaire in order to minimise any 

personality bias that might influence the answering of questions. This was another 

reason for conducting the survey in the first two weeks of class, as, at this stage, 

students were less likely to have been affected by class culture, the personality of the 

lecturer or other group dynamics. Students were asked not to discuss the questionnaire 

with each other to ensure there was no collusion in answering the questions.  
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Limitations 

The trustworthiness of the results is limited by the extent to which students have the 

same capabilities in language, semantics and understanding of the concepts intended 

by the researcher as would a comparable group of respondents for whom English 

was their first language. In the case of the present sample, where international 

students come from many areas and have differing abilities in the English language, 

this must be recognised as a limitation on the comparability of their responses. 

Similarly, only in so far as the sample selected is a true representative sample of the 

international student population will the results be generalisable. 

It was assumed that the students were open and honest and thoughtful with their 

responses to the questions asked, but it is impossible to say if this reflects the 

situation at the time they answered the questionnaire. To the extent that open, honest 

and well-considered responses were not made, the responses will not represent the 

thoughts and feeling of students during their adjustment to university. It is also 

recognised that the length of the survey may have discouraged students from 

thoughtful, reflective answers, and may perhaps have led to some unanswered items. 

Even the promise of a motivational incentive may not have outweighed the half-hour 

of concentration needed to complete the questionnaire. 

The cross-sectional nature of the study is an important limitation. Its importance lies in 

the fact that adjustment is a process that cannot be measured at a point in time. By 

comparing students within the same faculty and from the same countries of origin at 

various points during their course at university, it was hoped to simulate a longitudinal 

study, although obviously not fully. The original intention had been to question the 

students a semester later, in order to track changes in their adjustment, but this was not 

possible because of the large number of classes involved, the need for cooperation 

from a large cohort of academics and the movement of students into many different 

areas of the Curtin Business School after their first ‘common core’ semester. 

Methodological assumptions  

Restating the conceptual assumptions from Chapter 1, it is assumed that: 

 It is justifiable to consider international students as expatriates. 
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 The expatriate literature can be applied to international students. 

 Successful adjustment positively influences student outcomes. 

These assumptions suggested the generalised hypotheses discussed in Chapter one. 

Here these hypotheses are expanded into operational hypotheses, with the theoretical 

rationale for the hypothesised relationships being discussed in each case. 

Operational hypotheses 

The major thesis of this project, as was stated in Chapter 1, is that ‘the adjustment 

process of international students to their work and general life in a new country will 

closely resemble that of other expatriates’.  

The detailed hypotheses tested are developed from a consideration of the suggested 

model (shown as Figures 1.6 and 3.1) and the research literature underpinning these 

models. 

University work roles.  Aspects of the roles undertaken in the working environment 

influence the adjustment of employees to their working life in a domestic relocation 

(Black & Ashford 1995; Munton & West 1995; Jones 1986; Nicholson 1984). The 

key point seems to be the extent to which the relocator feels familiar with their role 

in their new location and role novelty and discretion have frequently been 

considered. Black (1988) found that, in an international relocation, role novelty did 

not significantly influence work adjustment, but role ambiguity did. As Black and 

Stephens (1989: 531) noted, “job factors that increase uncertainty . . . have been 

found to inhibit adjustment” and these include role ambiguity and role conflict. 

Hence it can be hypothesised that: 

H1 As role ambiguity increases, work-related adjustment decreases.  

H2 As role conflict increases, work-related adjustment decreases. 

Further, there seems to be a connection between work roles and performance 

(Kreitner & Kinicki 2001: 293), so it can be hypothesised that, for students: 

H3 As role ambiguity increases, academic performance decreases. 

H4 As role conflict increases, academic performance decreases. 
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There is a well-documented connection between these negative aspects of work roles 

and stress, satisfaction and wellbeing (Kreitner & Kinicki 2001: 293; Black & 

Gregerson 1990; Avery & Baker 1990: 408), suggesting: 

H5 As role ambiguity increases, work-related satisfaction decreases. 

H6 As role ambiguity increases, work-related wellbeing decreases. 

H7 As role conflict increases, work-related satisfaction decreases. 

H8 As role conflict increases, work-related wellbeing decreases. 

Self-concept.  Self-concept is a complex phenomenon, measured in the present 

project by scales concerned with self-esteem and self-efficacy. Anderzen and Arnetz 

(1999) found that self-esteem, internal locus of control and sense of coherence 

determined how well expatriates adjusted to their new environment, while Harrison, 

Chadwick and Scales (1996) noted that self-esteem and self-efficacy were predictors 

of adjustment and effectiveness in overseas assignments. Self-esteem is linked with  

self-confidence and levels of confidence have been shown to influence adjustment 

(Black 1988). Further, work-related self-esteem might influence work-related 

adjustment. Self-efficacy, on the other hand, is related to levels of confidence with 

specific tasks (Avery & Baker 1990; Sherer & Adams 1983; Sherer et al. 1982), 

although Harrison, Chadwick and Scales (1996) showed greater self-efficacy 

resulted in better general, interaction and work-related adjustment. Thus it can be 

hypothesised that: 

H9 As self-esteem increases, general adjustment increases. 

H10 As self-esteem increases, work-related (academic) adjustment increases. 

H11 As self-esteem increases, interaction adjustment increases. 

H12 As self-efficacy increases, general adjustment increases. 

H13 As self-efficacy increases, work-related (academic) adjustment increases. 

H14 As self-efficacy increases, interaction adjustment increases. 

Links have also been found between self-esteem and general life satisfaction 

(Kreitner & Kinicki 2001; Diener & Diener 1995; Hong & Giannakopoulos 1994) 

and between self-esteem and performance (Kreitner & Kinicki 2001; Moorhead & 

Griffin 1992). Rosenberg (1965) noted that low self-esteem is associated with poor 

student participation, which could be assumed to influence academic performance. 
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Self-efficacy has also been linked with both life satisfaction and academic 

performance (Daft & Noe 2001; Kreitner & Kinicki 2001; Neto 1993). Hence: 

H15  As self-esteem increases, general life satisfaction increases. 

H16 As self-efficacy increases, general life satisfaction increases. 

H17 As self-esteem increases, academic performance increases. 

H18 As self-efficacy increases, academic performance increases. 

Expectations and their affective responses.  Expectations have been shown to 

influence the level of adjustment, with accuracy of expectations and affective 

response to the match between expectations and reality impacting on the level of 

adjustment (Black 1988), suggesting: 

H19 As accuracy of expectations increases, adjustment increases. 

H20 As response to the meeting of expectations increases, adjustment 

increases. 

Since the accuracy of expectations and their fulfilment are related to the specific 

area of the expectations (Black & Gregerson 1990), it might be hypothesised that 

specific work-related expectations and their affective responses would influence 

work-related adjustment and, similarly, general and interaction-based expectations 

would influence their corresponding adjustment subsets. 

Accurate expectations have also been linked to satisfaction and psychological 

wellbeing as “a meta-analysis of 31 studies that included 17241 people demonstrated 

that met expectations were significantly related to job satisfaction” (Kreitner & 

Kinicki 2001). Black (1990) also found that expectations and their fulfilment related 

to specific areas of application and influenced satisfaction in these areas. Hence: 

H21 As accuracy of general expectations increases, general satisfaction 

increases.  

H22 As accuracy of work-related expectations increases, work-related 

satisfaction increases. 

H23 As response to the meeting of general expectations increases, general 

psychological wellbeing increases. 

H24 As response to the meeting of work-related expectations increases,  

work-related psychological wellbeing increases. 
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Personal abilities.  Personal abilities in many areas facilitate adjustment into a new 

environment. Expatriates have often been chosen purely for their job-related skills, but 

many people have encouraged the consideration of personal characteristics and skills 

(Harvey 1997b; Ward & Chang 1997; Mamman 1995b; Black, Mendenhall & Oddou 

1991). Of particular interest have been language, communication and interpersonal 

skills (Ruben & Kealey 1979), stress-management strategies (Sanchez, Spector & 

Cooper 2000) and coping skills (Selmer 1999a). The abilities measured in the present 

study were not academic abilities but those relating to interpersonal relationship skills, 

management of stress and communication skills, since these have been considered 

particularly relevant to adjustment (Stening & Hammer 1992; Hammer 1987; 

Hammer, Gudykunst & Wiseman 1978). Hence it is hypothesised that: 

H25 As personal abilities increase, general adjustment increases. 

H26 As personal abilities increase, interaction adjustment increases. 

H27 As personal abilities increase, work-related (academic) adjustment 

increases. 

Religious belief salience. Several writers have noted a positive connection between 

religious belief salience and psychological wellbeing.  Zika and Chamberlain (1992) 

found the relationship consistent with their data, while Adams et al. (2000) found 

that a strong sense of meaning and purpose to life had a positive connection with 

wellbeing. Blaine and Crocker (1995) found a similar relationship for black students 

on a mixed American campus. Perhaps influencing this argument, Christopher 

(1999) suggested ideas of wellbeing are culture-specific, with much theory and 

research driven by Western individualistic views of the good or ideal person. Devins 

and Beiser (1997), however, argued wellbeing was universal, while Lu (1999) noted 

that levels of happiness may differ with cultural situations, but suggested the central 

components are the same. Hence it can be hypothesised: 

H28 As religious belief salience increases, adjustment increases.  

H29 As religious belief salience increases, general wellbeing increases. 

Cultural novelty.  Black and Stephens (1989: 531) noted that the greater the 

difference between the host and the home culture, the less a person knows about how 
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to behave appropriately and this makes adjustment more difficult. Hence it can be 

hypothesised: 

H30 As cultural novelty increases, adjustment decreases. 

Expatriate adjustment.  Successful adjustment to a new country and cultural 

environment is not an end in itself as there are outcomes in an expatriate’s life and 

work. In this study only a few outcomes were considered that were thought to be 

applicable to international students living and studying in Australia. Adjustment has 

been shown to influence work performance and effectiveness, so it can be 

hypothesised: 

H31 Better adjusted students perform better academically. 

H32 Better adjusted students are more satisfied. 

H33 Better adjusted students have better wellbeing. 

There are specific areas of adjustment, satisfaction and wellbeing and prior research 

suggests that:  

H34 Students who are better adjusted in university (work) related areas will 

be more satisfied with university related factors. 

H35 Students who are generally better adjusted will be generally more satisfied.  

H36 As interaction adjustment increases, general satisfaction increases. 

H37 Students who are better adjusted in university (work) related areas will 

have higher work-related wellbeing. 

H38 Students who are generally better adjusted will have higher general 

wellbeing. 

H39 Students whose interaction adjustment is better will have higher general 

wellbeing. 

Summary 

The present chapter outlined the research project, the development of the research 

instrument and its refinement and showed the modifications made as a result of pilot 

testing. The selection of respondents, methodological assumptions and limitations of 

the study were also discussed. The rationale for the operational hypotheses was 

given and a brief overview of the research methodology used in this project was 



Chapter Three: Methodology and Procedures  73 

 

provided. A fuller treatment of the research methodology is given in Chapter 5 at the 

beginning of the data analysis of the measurement model. The following four 

chapters outline the results obtained, starting with the preliminary data analysis and 

proceeding to the estimation of the measurement model and the structural model.  
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Chapter 4     Some preliminary findings 

Introduction  

The present chapter provides the results of a series of preliminary data analyses that 

were undertaken to gain an understanding of the sample and of the data collected. 

The sample’s profile is discussed first, followed by exploratory factor analyses of a 

number of the scales that were used to measure the underlying constructs contained 

in the model tested in the study. The reliabilities of the factors were calculated and 

their descriptive statistics computed. 

A profile of the sample 

As previously explained, respondents were students studying in the Curtin Business 

School, one of six teaching divisions within the Curtin University of Technology 

which is located in Perth, Western Australia. Students were surveyed during classes 

held in the Schools of Management and Marketing during the first two weeks of the 

first semester in 2001. The data were obtained during this short time period in an 

attempt to ensure that all of the students questioned would be at the same stage of 

adjustment to the university or to the particular classes in the semester they had just 

begun. All students in each of the classes were surveyed and the international 

students’ responses removed from the full sample for analysis. The total number of 

students surveyed was 1401, with 542 of these identifying themselves as 

international students. This group of 542 students formed the sample used in the 

present study. (Some students did not complete the ‘demographics’ section of the 

survey instrument, so it was not possible to ascertain whether or not they were 

international students and they were excluded).  

Background variables 

The vast majority of the international student respondents were in the 17 to 29 age 

group (96%), with 15% aged 19 and 15% aged 20 being the highest numbers within 

that category. The oldest student surveyed was 48. There were slightly more female 

(284, 53%) than male (257, 47%) respondents and far more undergraduate students 
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(494, 92%) than graduate students (40, 8%). Only very few students (20, 4%) 

studied in a part-time capacity, probably those who had a small number of units left 

to complete their course requirements, as international fee paying students are not 

allowed to study in this mode in Australia. There were some differences between the 

sample and the population of Curtin Business School (CBS). For CBS as a whole, 

73% of international students in 2001 (the year of the data collection for this study) 

were undergraduates and 27% were postgraduates. As can be seen, the present 

sample had a greater proportion of undergraduate students than was present in the 

CBS population. The age ranges were also different and the present sample was 

younger than average for the faculty. For the CBS population, 69% of all 

international students and 77% of all international undergraduate students were aged 

between 17 and 29, whereas for the current sample this was 96%. The proportions of 

male and female students in the sample was closer to the CBS pattern, which had 

44% male and 56% female students in 2001 (University Planning 2002). 

Students had been studying for their Curtin degree for different lengths of time, 

measured according to the number of semesters already completed, with new 

students registering no semesters completed and the highest number being seven 

completed semesters, suggesting some students had proceeded directly from 

undergraduate to postgraduate studies, studied part-time, taken some time off during 

their studies, or had study difficulties, necessitating repeating units. Over one-third 

(39%) of the respondents were in their first semester of study in Australia and just 

over 70% had completed three semesters or less of study. This suggests a reason for 

sample’s age distribution. 

All of the students came from outside Australia, with 85% coming from various 

countries of Asia, 6% from Africa and Mauritius, 5% from the United Kingdom and 

Europe and the rest (4%) from several other countries. Within Asia, most students 

came from Southeast Asia (Indonesia, Malaysia, Singapore, Brunei and Thailand: 

374, which is 88% of all Asian students and 75% of all international students). 

Fewer came from East Asia (Hong Kong, China, Japan, Taiwan, Korea) and even 

less from South-Central Asia (India). 
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When these figures were compared with CBS’s international cohort of students, 

there were some evident differences. For CBS, 96% of international students were 

from the several regions of Asia, 1% from Africa and Mauritius, 1% from the UK 

and Europe and a very small proportion (0.4%) from other countries. (Student 

national origins were taken from their home address and some international students 

(less than 2%) gave an Australian address as that of their home, so they could not be 

identified more precisely). Within Asia, the South-East Asian countries provided 

60% of all Asian students and 58% of all international students, again with fewer 

from South-East Central Asia (38% of all Asian students) and least (1%) from South 

Central Asia (University Planning 2002). The sample of students surveyed for this 

study was not typical of the entire international CBS student body, possibly 

indicating that the choice of units in which the survey was conducted were more 

desirable to those of some countries rather than others. As was noted earlier, the 

respondents were taking classes in only two Schools within CBS, and thus did not 

represent a random sample of CBS international students. Also, the overwhelming 

number of undergraduate students and those in their very early semesters may help 

to explain the different proportions in the sample. 

About half (51%) of the respondents had undertaken some study at tertiary level 

before leaving their home country, most of these (53%) for two or three years. A 

small number (110, 23%) had undertaken some study overseas towards their Curtin 

degree. In an attempt to see if motivation was an important factor in determining 

adjustment to living and studying overseas, students were asked how much prior 

thought they had given to studying in Australia, how well they prepared themselves, 

how much time they had to prepare, the extent of their knowledge about Australia 

and Curtin university before they arrived, and the ranking of their choice of 

Australia, Perth and Curtin University. The range and mean values for each of these 

questions is shown in Table 4.1. Possible responses ranged from ‘not at all’ (0) to ‘a 

lot’ (6) with the ‘choice’ questions indicating the specific response was their first 

(1), second, third, or below their third choice (4). 

Considering the prior knowledge and preparation questions, it was surprising that 

the average score in four of the five categories was less than the mid-point of the 
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scale (and in the other one, only just above the mid-point). All of the values on the 

scales were used and standard deviations suggest a range of responses. However, the 

means suggest rather less thought, planning and preparation than might have been 

expected in view of the fact that the students were leaving home, perhaps for the 

first time, to live and work in an overseas, distant location for between two and three 

years. It is possible that the relatively low level of planning might have a negative 

effect on students’ subsequent adjustment and satisfaction. 

Table 4.1     Preparation, planning and priority of choices of respondents 

 items minimum maximum mean standard 
deviation 

How much did you think about Australia 
before you decided to come here? 

0 6 2.98 1.38 

How well did you prepare yourself for 
coming to Australia before you actually 
came? 

0 6 3.02 1.27 

How much time did you have for getting 
ready to come to Australia? 

0 6 2.93 1.25 

Your knowledge about Australia before 
arriving 

0 6 2.69 1.48 

Your knowledge about Curtin before you 
came here 

0 6 2.72 1.41 

Your choice of Australia as an overseas 
study location 

1 4 1.55 0.70 

Your choice of Perth as an Australian 
study location 

1 4 1.66 0.86 

Your choice of Curtin as a Perth study 
location 

1 4 1.43 0.68 

 

When looking at the ‘choice’ questions, the picture was less gloomy. In each case, 

and on average, students placed Australia, Perth and Curtin University as between 

their first and second choice. The standard deviations suggested there was only a 

small range of variation in these choices, with the greatest variation in the case of 

the choice of Perth as an Australian study location. This is likely to have a good 

impact on the students’ satisfaction and motivation, since they were in their current 

location by choice, and not by necessity. 
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An exploration of the research constructs 

As was discussed in Chapter 3 and Appendix 1, most of the scales included in the 

study were well-used and validated constructs from earlier research, though their use 

in this setting is innovative and, in some cases, demanded some amendment to 

wording and/or arrangement. The scales that had been substantially altered in order to 

fit into a student context, as well as those with no prior record of factor analysis, were 

examined through exploratory principal components analysis to determine whether 

there were any underlying dimensions (Savery, Soutar & Weaver 1991) and the 

internal reliability of these factors was determined through Cronbach’s (1951) alpha 

coefficient. Items that formed each factor were added to obtain a score for each 

underlying dimension (Chen & Kerstetter 1999) and their means and standard 

deviations were computed. The exploratory analyses are recorded in the order in 

which they appear in the model (as shown in Figure 1.6), considering antecedent, 

adjustment and outcome constructs in that order. 

Antecedents to adjustment constructs   

Of the seven scales in this section of the model, three were examined using 

exploratory factor analysis, as the other four had well-validated factor structures. The 

scales examined measured expectations, religious belief salience and cultural novelty.  

Expectations - the match between expectations and experiences  

and the reactions to that match 

The ‘expectations’ scale had 14 items, and respondents were asked to respond to the 

same list of items in two ways. The first time, they were asked how closely their 

experience of living in Perth and studying at Curtin University agreed with the 

expectations they had before they left home (we shall refer to this section as the 

‘expectations experienced’ scale). They were then asked to respond to the same 14 

items on the basis of how they reacted to the differences between their expectations 

and the reality; how the differences affected them (we shall refer to this section as 

the ‘responses to expectations experienced’ scale). 
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Expectations experienced 

A principal components analysis for the expectations experienced scale (Black & 

Stephens 1989; Torbiorn 1982) was not as strong as anticipated. To determine 

whether a factor analysis procedure was appropriate the Kaiser-Meyer-Olkin 

measure of sampling adequacy (MSA) was used (Kaiser 1958). Measures of 

sampling adequacy of 0.70 or greater suggest the presence of underlying 

dimensions. For this scale an MSA value of 0.78 indicated that a principal 

components analysis would be useful, but the three-factor solution suggested by 

using the eigenvalues greater than one criterion explained only 44% of the variance 

in the data, two communalities were less than 0.30 and one item failed to load 

highly, with a factor loading of 0.40. A two-factor solution gave a clearer factor 

structure after being varimax rotated (Kaiser 1958) to obtain a simple structure. 

Table 4.2 shows the results of the principal components analysis.  

Table 4.2     Rotated component matrix for expectations experienced 

items 1 2 

3 Kind of people you work with in your course 0.74  
2 Level of involvement in your classes 0.71  
4 Ease of relationships with other students in your course 0.69  
1 Performance standards for the course 0.58  
5 Bureaucratic procedures that must be followed 0.49  
6 Amount of work you need to do in your course 0.44  
11 Cost of living in Perth   
13 Housing conditions  0.71 
7 General living conditions in Perth  0.62 
14 Health-care facilities and quality  0.61 
9 Need to speak English  0.53 
10 Available quality of education at Curtin University 0.45 0.50 
8 Entertainment opportunities in Perth  0.46 
12 Population density  0.44 

    
Eigenvalues 3.58 1.53 
Variance explained (percentage) 25.6 10.9 
Cumulative variance explained (percentage) 25.6 36.5 
Cronbach’s alpha 0.70 0.67 
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Item 11 (‘cost of living in Perth’) had a loading of less than 0.40 on both factors, 

while item 10 (‘available quality of education at Curtin University’) loaded jointly 

onto the two factors. Based on the loadings, the factors were named ‘course-related 

expectations’ and ‘general expectations’. Cronbach’s alpha reliability coefficients 

for the factors were 0.70 and 0.67 respectively.  

The seven-point Likert-type scale had end points so that lower scores meant student 

experiences were less than they had expected on the various criteria and higher scores 

meant experiences were more than expected. The full range of responses was not used.  

Students’ course-related expectations were more towards the positive end of the 

scale than were their general expectations. The mean values, shown in Table 4.3, 

suggested that, in general, students’ expectations were met. This was truer for 

‘course-related expectations’ than for ‘general expectations’, although both means 

were above the mid-point of the scale.  

Table 4.3     Descriptive statistics for the expectations experienced factors  

 factor minimum maximum mean standard 
deviation 

1 course-related expectations 2.33 6.67 4.38 0.70 

2 general expectations 1.71 6.57 4.18 0.70 

Responses to expectations experienced 

A principal components analysis for responses to the ways in which expectations 

were met found an MSA of 0.87, indicating that a principal components analysis 

would be useful. Three factors had eigenvalues greater than one, which together 

explained 56% of the variance. Two factors were reliable with alpha coefficients of 

0.81 and 0.77, with the third being rather weaker, with an alpha of 0.53. The two 

factor solution also gave a clearer picture, although the variance explained fell to 

48%. The rotated factor matrix is shown in Table 4.4. The factors were also labelled 

‘general expectations’ and ‘course-related expectations’ as they were very similar to 

the ‘expectations experienced’ factors.  
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Table 4.4     Rotated component matrix of reactions to expectations experienced 

items 1 2 

13 Housing conditions 0.72  
7 General living conditions in Perth 0.67  
14 Health-care facilities and quality 0.63  
9 Need to speak English 0.59  
8 Entertainment opportunities in Perth 0.58  
11 Cost of living in Perth 0.57  
12 Population density 0.56  
6 Amount of work you need to do in your course 0.48 0.46 
3 Kind of people you work with in your course  0.84 
2 Level of involvement in your classes  0.80 
4 Ease of relationships with other students in your course  0.76 
1 Performance standards for the course  0.68 
5 Bureaucratic procedures that must be followed  0.52 
10 Available quality of education at Curtin University 0.48 0.50 
    

  Eigenvalues 5.17 1.56 
Variance explained (percentage) 36.94 11.12 
Cumulative variance explained (percentage) 36.94 48.1 
Cronbach’s alpha 0.83 0.81 

 

Item 11 (‘cost of living in Perth’) loaded onto the ‘general expectations’ factor in 

this case, whereas it failed to load highly onto the ‘expectations experienced’ scale, 

perhaps suggesting students were unclear about this issue but that it did impact on 

them after their arrival. In this case, two items had joint loadings. Hence, when 

calculating the alpha coefficients, the joint-loading items were included in both 

factors. The alpha reliabilities were 0.83 for the ‘general expectations’ factor and 

0.81 for the ‘course-related expectations’. 

The seven-point Likert-type scale had end points so lower scores meant students had 

a negative reaction to the differences between expectations and reality and higher 

scores showed a very positive reaction to these differences. The mean values of the 

factors, shown in Table 4.5, suggested that, in general, students had a positive 

reaction to the differences between their experiences and their expectations, with 

their ‘course-related expectations’ being slightly more positive than their ‘general 
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expectations’, although both were above the mid-point of the scale. The variance in 

responses was not great, suggesting there was general agreement among respondents. 

Table 4.5     Descriptive statistics for reactions to expectations experienced  

 factor minimum maximum mean standard 
deviation 

1 general expectations 2.22 7.0 4.5 0.70 

2 course-related expectations 1.71 7.0 4.57 0.69 

Religious belief salience 

The scale to measure the salience of religious beliefs in the life and adjustment of 

international students was developed from Blaine, Trivedi and Eshleman’s (1998) 

five item scale and Sussman and Alexander’s (1999) three items. The MSA for these 

items was 0.94, suggesting a factor analysis would be useful. A single factor was 

found with an eigenvalue greater than one that explained 77% of the variance in the 

data. The loadings ranged from 0.79 to 0.92 and alpha reliability was 0.96. The 

loadings are shown in Table 4.6.  

Table 4.6     Rotated component matrix for the religious belief salience items 

  items factor 
loadings 

7 My religious beliefs influence most areas of my life 0.92 
5 My religious beliefs give meaning and purpose to my life 0.92 
4 My religious beliefs affect my whole approach to life 0.91 
1 My religion is an important part of my life 0.90 
8 Being religious is important to me 0.89 
2 I would describe myself as a religious person 0.84 
3 I attend religious worship services regularly 0.83 
6 I am frequently aware of God in a personal way 0.79 

   

  Eigenvalue 6.14 
Variance explained (percentage) 77 
Cronbach's alpha 0.96 

Descriptive statistics suggest that, although the mean was close to the mid-point of 

the seven-point scale (4.08), the total range was used and the standard deviation of 
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1.68 suggests there was variation in responses, implying that religious belief varies 

considerably among international students attending the Curtin Business School. 

Cultural novelty 

The eight-item cultural novelty scale that measured the difference between 

respondents’ perceptions of their home and new country environments was 

developed by Torbiorn (1982) and has been used by Black and Stephens (1989). The 

MSA in this case was 0.86, suggesting a factor analysis would be useful. Two 

factors with eigenvalues greater than one were found but the scree diagram 

suggested a single factor, which made better conceptual sense. The loading matrix is 

shown in Table 4.7.  

Table 4.7     Rotated component matrix for the cultural novelty scale 

 items factor 
loadings 

2 General living conditions 0.79 
3 Using the health care facilities 0.76 
4 Transportation systems 0.71 
8 General housing conditions 0.71 
5 General living costs 0.69 
1 Everyday customs that must be followed 0.68 
6 Available quality and types of foods 0.67 

   
   Eigenvalue 3.59 
   Variance explained (percentage) 51 
   Cronbach's alpha 0.84 

 

One item (climate) did not fit well and had the lowest factor loading. This item was 

removed, resulting in a one-factor solution that explained 51% of the variance in the 

data, with all loadings over 0.65 and an alpha reliability of 0.84. The mean for the 

summated scale was 3.44, which is below the mid-point of the seven-point scale, 

indicating that respondents found living in Perth different than living at home, 

although not greatly so. The total range of options was used in responding and the 

standard deviation of 1.08 suggests there was some variation in responses.  
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Adjustment constructs 

This section of the model included two scales, which were termed an expatriate 

adjustment scale and a student adjustment scale. The expatriate adjustment scale was 

taken from Black and Stephens (1989), adding two items from an earlier version of 

the scale (Black 1988), with minor wording amendments to suit the student context. 

There was no need to conduct exploratory factor analysis for this scale as previous 

research has established its factor structure (Black & Gregerson 1991; Black & 

Stephens 1989; Black 1988). The student adjustment scale was newly created and 

based on international students’ experiences obtained from prior interviews and 

focus groups, as explained in Chapter 3 and Appendices 1 and 2. This scale was 

examined by exploratory factor analysis. 

Student adjustment 

As already mentioned, the twenty-seven student adjustment items were developed 

from personal interviews and focus groups. The scale end points were worded so 

higher scores suggested better adjustment to the various aspects of the student’s new 

study life in Perth. The MSA was 0.92, suggesting there was a set of underlying 

factors and seven had eigenvalues greater than one, although a number of items had 

low communalities and/or loadings. After the removal of these items, eighteen items 

remained and an examination of the scree diagram suggested a three-factor solution, 

explaining 55% of the variance in the data, was appropriate.  

Items that asked about academic demands on students, assignments, standards, 

responsibility, referencing and the amount of work to be done alone or in groups loaded 

onto the first factor. Consequently, the factor was named ‘work demands’. Items that 

asked about relationships in class, the class atmosphere, interactions and exchange of 

ideas loaded onto the second factor, which was termed ‘class climate’. Items that asked 

about individual and library research loaded onto the third factor, which was called 

‘library and research’. The rotated factor matrix is shown in Table 4.8. 
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Table 4.8     Rotated component matrix for student adjustment scale 

 items 1 2 3 

25 The number of assignments I have to do 0.74   
1 The academic level of the work 0.71   
21 The amount of responsibility I have for my own work 0.70   
15 The amount of individual work I have to do 0.70   
22 The different expectations of different lecturers 0.64   
23 Having to reference everything I use in my work 0.60   
2 The amount of work done in groups 0.59   
12 The standards expected of me  0.56   
13 The atmosphere in my classes  0.75  
9 The relationships between students and students  0.72  
3 The relationships between students and lecturers  0.71  
11 Asking the lecturer to help me  0.62  
27 Interactions with students from different cultures  0.59  
7 Giving my ideas and opinions openly in class  0.54  
5 Finding my way around the library   0.79
8 Finding the material I need in the library   0.74
4 Researching information for myself   0.70
6 Having to work on my own   0.62
     
Eigenvalues 6.73 1.66 1.47
Variance explained (percentage) 37 10 8 
Cumulative variance explained (percentage) 37 47 55 
Cronbach's alpha 0.85 0.81 0.78

The range of responses covered the 1 to 7 Likert-type scale range, and the means, 

which are shown in Table 4.9, were all on the positive side of the mid-point of the 

scale, suggesting that students had a more positive than negative impression of their 

adjustment to life and work at university. The standard deviation figures showed a 

variation in responses which was greater in the case of ‘library and research’ than 

for the other factors. 

Table 4.9     Descriptive statistics for student adjustment factors  

factor  minimum maximum     mean standard 
deviation

1 Work demands 1 7 4.04 0.78 

2 Class climate 1 7 4.47 0.87 

3 Library and research 1 7 4.32 1.02 
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Outcomes of adjustment constructs 

Of the six scales used in this section of the model, four were examined by 

exploratory factor analysis. They were the scales measuring general wellbeing, 

work-related satisfaction, achievement expectations and self-perceived performance. 

General wellbeing 

General wellbeing was measured using a scale created by Dupuy (McDowell & 

Newell 1987). The MSA value was 0.91 and there were four factors with 

eigenvalues greater than one that, together, explained 55% of the variance. The 

initial principal components analysis had many joint loadings even after varimax 

rotation and one item did not load onto any of the factors. A scree diagram 

suggested three factors but, in this case, items 13, 16, 17 had joint loadings, 

confusing the factor structure. These items were removed and the analysis rerun, 

giving a clear factor structure that explained 52% of the variance with only one joint 

loading. However, factor three had low reliability (0.46). Since the scree plot now 

suggested two factors might be appropriate, two factors were extracted. Two items 

(7 and 15) did not load onto either factor and they were removed. The two factors 

explained 46% of the variance and the factors had alpha reliabilities of 0.84 and 0.78 

respectively. The varimax rotated factor matrix is shown in Table 4.10. 

These two factors combined Dupuy’s (in McDowell & Newell 1987) expected six 

subscales (anxiety, depression, general health, positive wellbeing, self-control and 

vitality) so that the first three (anxiety, depression and general health) were included in 

the first factor and the latter three (positive wellbeing, self-control and vitality) 

became the second factor. Dupuy had not recorded performing factor analysis on the 

scale, but used it in a summative way, combining scores on all items to give an overall 

picture of general wellbeing. Two items (‘How much energy, pep, vitality have you 

felt?’ and ‘How relaxed or tense have you been?’) loaded almost equally onto both 

factors, suggesting respondents saw the first as almost equally concerning vitality and 

general health and the second relating to both anxiety and positive wellbeing.  
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Table 4.10    Rotated component matrix for the general wellbeing scale 

 items 1 2 

5 Have you been under, or felt you were under any strain, 
stress or pressure? 

0.71  

4 Have you felt so sad, discouraged, hopeless, or had so many 
problems that you wondered if anything was worthwhile? 

0.70  

12 Have you been down-hearted and blue? 0.69  
8 Have you been anxious, worried, or upset? 0.67  
14 Have you felt tired, worn out, used-up or exhausted? 0.65  
2 Have you been bothered by nervousness or you ‘nerves’? 0.63  
18 How depressed or cheerful have you been? 0.59 0.47 
10 Have you been bothered by any illness, bodily disorder, 

pains, or fears about your health? 
0.48  

17 How much energy, pep, vitality have you felt? 0.44 0.43 
11 Has your daily life been full of things that were  

interesting to you? 
 0.70 

6 How happy, satisfied, or pleased have you been with  
your personal life? 

 0.70 

1 How have you been feeling in general?  0.68 
13 Have you been feeling emotionally stable and sure of 

yourself? 
 0.63 

3 Have you been in firm control of your behaviour,  
thoughts, emotions or feelings? 

 0.56 

9 Have you been waking up fresh and rested?  0.55 
16 How relaxed or tense have you been? 0.46 0.46 
   

Eigenvalues 5.95 1.40 
Variance explained (percentage) 37.21 8.72 
Cumulative variance explained (percentage) 37.21 45.94
Cronbach’s alpha 0.84 0.78 

The items were scored so that high values implied a positive perception of general 

wellbeing. The mean values, shown in Table 4.11, suggested students saw themselves 

as having positive general wellbeing, though there was some variation in that view. 

Table 4.11    Descriptive statistics for general wellbeing factors   

factor  minimum maximum mean standard 
deviation 

1 Anxiety, depression and health 1.33 7.0 4.30 0.98 

2 Positive wellbeing, vitality  
and self-control 

1.0 7.0 4.46 0.91 
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Work-related satisfaction 

The work-related satisfaction scale was taken from Oliver (1997), with wording 

adapted to make it suitable for a student sample, as explained in Chapter 3 and 

Appendix 1. The extent of the adaptations made it advisable to examine the scale 

using exploratory factor analysis. The measure of sampling adequacy (MSA) value 

was 0.89, suggesting principal components analysis was likely to be useful and three 

factors with eigenvalues greater than one were found, with a distinct drop in the 

scree slope after these factors. The total variance explained was 64% and all of the 

communalities were above 0.50. Although the reliabilities were greater than 0.73, 

the third factor was more reliable when item 3 was excluded. The scree plot when 

the item was excluded suggested two factors might be more appropriate, this 

solution explaining 56% of the variance in the data.  

The two factors were strong, discrete, had loadings that were greater than 0.64 (as can 

be seen in Table 4.12) and had alpha coefficients of 0.88 and 0.73 respectively.  

Table 4.12    Rotated component matrix for the work-related satisfaction scale 

items 1 2 

1 My course is one of the best I could have chosen 0.78  
2 My course is exactly what I need 0.77  
8 I truly enjoy my course 0.70  
13 I truly enjoy being at Curtin University 0.68  
12 I’m sure I did the right thing by coming to Curtin University 0.67 0.47 
6 My choice to study at Curtin University was a wise one 0.66  
10 Being at Curtin University is a good experience for me 0.66  
4 I am satisfied with my decision to come to Curtin University 0.64  
    
9 I feel bad about my decision to study at Curtin University  0.75 
5 I have mixed feelings about coming to Curtin University  0.73 
7 If I could do it over again, I’d go somewhere else to study  0.67 
11 My course isn’t working out as well as I thought it would  0.64 
   
Eigenvalues 5.34 1.42 
Variance explained (percentage) 44.51 11.85 
Cumulative variance explained (percentage) 44.51 56.85 
Cronbach’s alpha 0.88 0.73 
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The positive aspects of satisfaction with the university and the course loaded onto one 

factor, while the negative aspects loaded onto the other. For the sake of simplicity and 

to reflect these aspects, the factors were named ‘satisfaction’ and ‘dissatisfaction’. 

The items were coded so that a higher score (on the six-point scale used) suggested 

satisfaction. The descriptive statistics (shown in Table 4.13) suggested that 

respondents were relatively well satisfied with the university and the course they had 

chosen.  

Table 4.13    Descriptive statistics for work-related satisfaction factors  

 factor  minimum maximum mean standard 
deviation 

1 satisfaction 1.25 6 4.46 0.79 

2 dissatisfaction 1 6.25 3.99 1.05 

Achievement expectations 

The scale to measure academic achievement expectations came from unpublished 

research by Howard (1989) that was recorded in Trawick (1992), as explained in 

Chapter 3 and Appendix 1. The MSA was 0.85, suggesting a principal components 

analysis would be helpful. There was only one factor with an eigenvalue greater than 

one, that explained 47% of the variance in the data.  All items loaded on the factor, 

with loadings of between 0.60 and 0.80, and coefficient alpha was 0.81. The mean 

value of 3.94 suggested that most respondents had reasonably high academic 

achievement expectations. 

Performance 

The performance measures included in the survey were five self-report items that 

asked about various aspects of the student’s study life, including their work load, 

expected completion rate of their course, performance compared with expectations 

and perceived position relative to other students, as well as their average grade for 

the previous semester (obviously not relevant to students in their first semester). The 
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MSA in this case was 0.64, suggesting a principal components analysis might be 

useful but that the interrelationships were weaker in this case than in previous cases.  

Two factors had eigenvalues greater than one, but one was removed as it had only 

two items. The remaining single factor explained 62% of the variance and had an 

alpha reliability of 0.69. The mean value of 3.12 suggested a positive perception of 

academic performance. 

Conclusion 

The present chapter presented information on the background of respondents and 

discussed the exploratory factor analyses used to examine the scales that had been 

significantly amended or did not have a factor structure established from previous 

research. Most of the scales had reliable underlying dimensions that can be used with 

confidence in further analysis. The reliability and descriptive statistics of the various 

constructs was detailed. The following two chapters discuss the confirmatory factor 

analysis procedures used to assess the measurement aspects of all the constructs 

included in the subsequent structural equation model. 
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Chapter 5     Analysis of the single-factor scales 

Introduction  

The previous chapter described the exploratory factor analyses conducted on the 

various scales used in the present study that had been significantly amended or had no 

established factor structure from previous research. This formed the first of several 

stages in the examination of the suggested model. The current chapter describes the 

confirmatory factor analyses undertaken to estimate the various unidimensional 

constructs using the AMOS (Analysis of MOment Structures) computer program 

(Arbuckle & Wothke 1999). The next chapter (Chapter 6) discusses the confirmatory 

factor analyses of the various multidimensional scales. Together, the two chapters 

outline the examination and refinement of the study’s constructs. Following these 

steps, the structural model was examined, as is outlined in Chapter 7. 

Structural equation modelling 

The Structural Equation Modelling (SEM) approach to multivariate analysis was used 

in the present study as it provides a means of dealing with multiple relationships 

simultaneously, while providing statistical efficiency and an ability to assess 

relationships comprehensively (Hair et al. 1998). It provides a statistically appropriate 

way of using information obtained through measurement to examine relationships 

hypothesised to exist between underlying (latent) variables (MacLean & Gray 1998). 

While multivariate procedures are generally descriptive or exploratory in nature, SEM 

takes an hypothesis-testing, or confirmatory, approach to multivariate analysis 

(MacLean & Gray 1998). Structural equation modelling, also known as analysis of 

covariance structures or causal modelling, has been described as an advanced, or 

‘second generation’ multivariate analysis method (Fornell 1982). This approach has 

been used in many academic contexts, including education, marketing, psychology, 

sociology, management, health, organisational behaviour, biology and genetics (Hair 

et al. 1998). Anderson and Gerbing (1988) noted the growing use of SEM in 

psychology and the social sciences, suggesting as a possible reason that these 
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confirmatory methods provide a comprehensive way of assessing and modifying 

theoretical models, thus offering great potential for further theory-building. 

In SEM, two models are estimated. The measurement model examines the 

relationships between observed variables and their suggested latent constructs, while 

the structural model examines the hypothesised relationships between these latent 

variables that form the underpinning causal structure (MacLean & Gray 1998). 

Measurement and structural models can be estimated simultaneously, but this can 

lead to confusion in the case of a less-than-well-fitting model and an inability to 

identify the source of the lack of fit. It also increases the possibility of ‘interpretation 

confounding’ (Anderson & Gerbing 1988) where fit may be maximised at the 

expense of meaningful interpretability of the constructs. By estimating and 

respecifying the measurement model separately, before estimating the measurement 

and structural models simultaneously, such confusion can be removed and 

reconfirmation of both the measurement and structural models can be achieved 

(Anderson & Gerbing 1988). The current study has followed a two-stage approach, 

as suggested by Anderson and Gerbing (1988) and estimated the structural model in 

the simplified form using the one-factor congeneric modelling method suggested by 

Holmes-Smith and Rowe (1994). 

In this approach, confirmatory factor analysis specifies the relationships between the 

observed variables and their latent constructs and determines whether the measured 

variables reliably reflect the hypothesised latent variables (Chang 1998). Composite 

constructs are then created, each acting as a single variable, with the component 

items contributing to the composite scale according to their relative importance in 

the construct, as designated by their regression coefficients. The structural model 

then examines the relationships of these composite constructs with one another, 

enabling a comprehensive assessment of construct validity and testing the 

hypotheses of the study. The two-step approach provides a basis for making 

meaningful inferences about the theoretical constructs and their interrelations while 

avoiding misleading inferences (Anderson & Gerbing 1988). The measurement 

model, in conjunction with the structural model, makes possible a comprehensive 
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confirmatory assessment of construct validity (Bentler 1978, as cited in both 

Anderson and Gerbing (1988) and Jöreskog and Sörbom (1982)). 

Confirmatory factor analysis involves the specification and estimation of factor 

structures, each with a set of latent variables (factors) accounting for covariances 

among a set of observed variables (Doll, Xia & Torkzadeh 1994). “It requires a 

priori designation of plausible factor patterns from previous theoretical or empirical 

work; these plausible alternative models are then explicitly tested statistically 

against sample data” (Doll, Xia & Torkzadeh 1994: 454). These factor patterns have 

been taken, where possible, from earlier studies and, where this was not possible, 

from the exploratory factor analysis discussed in the previous chapter. Factor 

loadings are the equivalent of regression coefficients in the regression of the set of 

observed variables on the latent variable.  

Once a clear and well-fitting model was obtained for each construct, the composite 

score of each construct was determined for use in estimating the structural model. 

This was meaningful because each of the measures was unidimensional, with a 

single trait or construct underlying the set of observed items (Gerbing & Anderson 

1988). Measures satisfying this definition of unidimensionality are termed 

‘congeneric’ factors or ‘point’ variables (Gerbing & Anderson 1988).  

An important issue in structural equation modelling is that of model evaluation 

(Bollen & Long 1993).  There are a variety of measures of fit that can be applied to 

the model to ascertain and evaluate its fit and whether or not it needs to be 

respecified in some way.  The most common fit index is the chi-square statistic (χ2), 

which should not be significant if there is a good model fit (Bagozzi & Heatherton 

1994). It is sensible to examine other fit measures as the chi-square test is very 

sensitive to sample size and can reject a model with only trivial differences between 

it and the data, when the sample is large (Sweeney, Soutar & Johnson 1999; Bagozzi 

& Heatherton 1994; Bagozzi, Yi & Phillips 1991; Jöreskog & Sörbom 1982). 

Bagozzi, Yi and Phillips (1991) noted that this could occur even when the model 

explains most of the variance in the data. The relative or normal chi-square test, 

using the ratio between the chi-square and the degrees of freedom, is an attempt to 

make the test less dependent on sample size and provide information on the relative 
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efficiency of competing models in accounting for the data: a relative chi-square of 

between 2 and 5 is considered to indicate a reasonably fitting model (Doll, Xia & 

Torkzadeh 1994; Bollen & Long 1993). However, other measures of goodness-of-fit 

should also be considered, particularly those that are not as sensitive to sample size 

(Bagozzi & Foxall 1996; Anderson & Gerbing 1988; Jöreskog & Sörbom 1982). 

Many other measures have been developed to examine a specified model’s fit, 

including: 

 The ‘root mean square residual’ (RMR), which measures the amount by which 

sample variances and covariances differ from their estimates obtained under the 

assumption that the model is correct (Arbuckle & Wothke 1999: 415). The 

smaller the RMR the better, with an RMR of zero indicating a perfect fit. Values 

of less than 0.05 indicate a well-fitting model. The RMR is relatively more 

sensitive in detecting lack of fit due to nonsampling errors than some other 

measures (notably GFI and AGFI) (Bone, Sharma & Shimp 1989). 

 The ‘goodness of fit index’ (GFI) (Bollen & Long 1993; Jöreskog & Sörbom 

1982) is a measure of the relative amounts of variance and covariance in the 

sample covariance matrix explained by the hypothesised model (Byrne 2001; 

Hair et al. 1998; Bollen & Long 1993). The index addresses parsimony in the 

model as it penalises the inclusion of additional parameters (Byrne 2001).  

Values range from zero (a poor fit) to one (a perfect fit) and it is generally 

accepted that a GFI greater than or equal to 0.90 indicates a good fit. 

 The ‘adjusted goodness of fit index’ (AGFI) only differs from the GFI in that it 

adjusts for the number of degrees of freedom in the suggested model. Both the GFI 

and AGFI statistics are absolute indices of fit as they compare the hypothesised 

model with no model at all (Byrne 2001). The recommended acceptance level for 

the AGFI is a value greater than or equal to 0.90 (Hair et al. 1998). 

 The ‘normed fit index’ (NFI), was created by Bentler and Bonett in 1980 

(Arbuckle & Wothke 1999). This and the ‘comparative fit index’ (CFI) are 

incremental or comparative indices of fit that compare the existing model fit 

with the null model, rather than with a covariance matrix. It can take values from 

zero to one, with values over 0.90 again indicating a good fit.  
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 The ‘relative fit index’ (RFI) is a derivative of the NFI. Again values range from 

zero to 1, with values close to 0.95 indicating a good fit. 

 The ‘comparative fit index’ (CFI) is a revision of the NFI that takes sample size 

into account (Byrne 2001). Values close to one indicate a good fit and, generally, 

a CFI value greater than or equal to 0.90 indicates a good-fitting model. Models 

with indices of less than 0.90 can usually be substantially improved (Arbuckle & 

Wothke 1999).  

 The ‘root mean square error of approximation’ (RMSEA) was suggested by 

Steiger and Lind in 1980 (Byrne 2001) and, more recently, has been recognised 

as one of the most informative criteria in covariance structure modelling. It is a 

measure of the discrepancy per degree of freedom, making it sensitive to the 

complexity of the model. Values of up to 0.05 indicate a good fit, while values 

between 0.05 and 0.08 suggest reasonable errors of approximation. RMSEA 

values greater than 0.10 suggest a poor-fitting model (Byrne 2001). The AMOS 

program also computes confidence intervals to assess the precision of RMSEA 

estimates, although these can be influenced by sample size. The ‘p for a close fit’ 

is a test for the closeness of fit of the RMSEA value, indicating how ‘good’ the 

RMSEA is in the population. The p-value for this test should be greater than 0.5 

for a good fit. 

 The ‘expected cross-validation index’ (ECVI) measures the discrepancy 

between the fitted covariance matrix in the analysed sample and the expected 

covariance matrix in an equivalent sample (Byrne 2001: 86). The measure is 

particularly useful when models are being compared: an ECVI is computed for 

each model, and the model with the smallest ECVI shows the model with the 

greatest potential for replication. Although there is no appropriate range of 

values, it is helpful when trying to determine the best fit for a series of models, 

as in the consideration of alternative structural models in the present case, 

because it will then be at its lowest level (Byrne 2001: 86).  

In the present study, the fit tests used were the chi-square and relative chi-square, the 

RMR, the GFI, the AGFI, the CFI, the RMI, the NFI and the RMSEA (with p for a 

close fit) tests. In addition the ECVI was used when comparing structural models in 
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the final stage of the analysis. This followed the suggestion that we should use a 

number of tests, from different families of measures, when assessing fit (Bollen & 

Long 1993) as different indices emphasise different aspects of model fit (Tanaka 

1993). Results for these tests are summarised for each construct in a table at the end 

of the chapter. 

Modification indices can be computed in SEM to show how the fit of a model could 

be improved by estimating another parameter in the model (Bell & Weaver 1987). 

Byrne (2001) describes modification indices as chi-square statistics with one degree 

of freedom (for each fixed parameter). The AMOS program estimates a modification 

index whose value represents the expected drop in the overall chi-square value if the 

parameters were freely estimated. Where modification indices are shown between 

items, they suggest an observed item loads onto two or more latent constructs, but 

where they occur between error terms, they suggest error covariance (or correlated 

errors). Large modification indices suggest a misspecification associated with the 

correlated error terms. The measurement error covariances represent systematic 

rather than random measurement error in item responses either from characteristics 

specific to the items or to the respondents (Byrne 2001). Another cause of correlated 

errors is a high degree of overlap in the content of the associated items, such as 

when an item asks the same question as another (Byrne 2001). The use of correlated 

error terms, as suggested by modification indices, is recommended only when it 

makes substantive sense and can be clearly interpreted (Jöreskog & Sörbom 1982). 

Confirmatory factor analyses 

Factor analyses of the model’s scales either in previous research or in the 

exploratory factor analyses outlined in the previous chapter suggested that five of 

the fifteen scales in the model were unidimensional. These were the scales that 

measured cultural novelty, religious belief salience, achievement expectations, self-

perceived performance and general life satisfaction. The confirmatory factor 

analyses for these one-factor congeneric scales are discussed in the current chapter.  
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The cultural novelty scale 

The cultural novelty scale (Torbiorn 1982) as used by Black and his associates 

(Black & Gregerson 1991; Black & Stephens 1989) originally contained eight items. 

The confirmatory factor analysis (CFA) of this eight-item scale did not fit well and 

there was a very low factor loading (0.42). The removal of this item led to the 

reduction of another loading to less than 0.60, so it was also removed. This was 

repeated until a reliable four-item scale remained, which fitted the data well. The 

items were responses to the question ‘How similar or different are the following 

factors compared with at home?’  

All of the standardised regression coefficients for the final scale were greater than 

the recommended level of 0.60 (Bagozzi & Foxall 1996), the reliability was 0.80 

and the total variance extracted was 0.50. The data fitted the model well, with a chi-

square statistic of 2.92 (2 degrees of freedom), giving a χ2 /df ratio of 1.46. The 

other goodness-of-fit indices were also very good (RMR = 0.03, GFI = 0.997, AGFI 

= 0.99, NFI = 0.996, RFI = 0.99, CFI = 0.999, RMSEA = 0.03, p for a close fit 

0.60). The final construct, shown in Figure 5.1, was used as a composite factor in the 

subsequent analysis. 

 

  

 

 

 

 

 

 

Figure 5.1     A confirmatory factor analysis of the cultural novelty scale 
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The religious belief salience scale 

The ‘religious belief salience’ scale, as discussed in Chapter 3 and Appendix 1, was 

constructed from a five-item scale developed by Blaine, Trivedi and Eshleman 

(1998) and from three single-item measures suggested by Sussman and Alexander 

(1999). The scale was shown to be unidimensional in the exploratory analysis, and 

the confirmatory factor analysis also showed this. All of the item loadings were very 

high, as were the reliability and variance extracted. Goodness-of-fit measures were, 

however, not good and attention was directed to the error covariances in an attempt 

to explain this and improve the fit of the model. A consideration of the modification 

indices suggested the inclusion of the error covariances shown in Figure 5.2, 

resulting in a well-fitting model. The revised scale had very high reliability (0.95) 

and variance extracted (0.73).  

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 5.2     A confirmatory factor analysis of the religious belief salience scale 
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It seems that there was overlap in the meaning of the items and the error covariances 

reflected that. This led to the removal of the item ‘being religious is important to me’ 

as, while its standardised regression was high (0.89), it had error covariances with 

three other items, suggesting much overlap. Conceptually the item added little, if 

anything, to the scale and the goodness-of-fit statistics for the model were stronger 

without it. A correlation analysis between the 8-item and 7-item composite scales 

showed there was a correlation of 0.99 between the two, indicating that there was no 

substantial difference between them and that the reduced scale was measuring the 

same construct more parsimoniously and with no information loss (Thomas, Soutar & 

Ryan 2001). There were three remaining error covariances. The first was between ‘I 

would describe myself as a religious person’ and ‘my religion is an important part of 

my life’, which could be explained by closeness in meaning. The second was between 

‘I would describe myself as a religious person’ and ‘I attend worship services 

regularly’. These items are not the same in content but are possibly connected through 

a ‘cause and effect’ relationship. The other error covariance, between ‘my religious 

beliefs affect my whole approach to life’ and ‘I am frequently aware of God in a 

personal way’ are closely linked. All three covariances were included in the model. 

All of the standardised regression coefficients in the revised scale were high 

(between 0.76 and 0.93). The fit measures were all good.  The chi-square coefficient 

was 23 with 11 degrees of freedom, giving a χ2/df ratio of 2.06. The other fit 

measures were also very good (RMR = 0.034, GFI = 0.99, AGFI = 0.97, NFI = 0.99, 

RFI = 0.99, CFI = 0.997, RMSEA = 0.045, p for a close fit = 0.60). Clearly, the 

construct can be used as a single composite factor in the subsequent analysis. 

The achievement expectations scale 

The scale measuring academic achievement expectations was developed by Howard 

(1989) and used by Trawick (1992); it was there labelled ‘academic self-efficacy’ 

but the name was altered to avoid confusion with the antecedent self-efficacy 

variable. The scale had 7 items, which the exploratory factor analysis suggested 

related to a single factor. The confirmatory factor analysis found two items with 

loadings of less than 0.60, which were removed. The remaining factor loadings, 
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shown in Figure 5.3, were greater than 0.60 and the scale had acceptable reliability 

(0.82).  However, the variance extracted was 0.47, which is less than the suggested 

minimum of 0.50 (Netemeyer et al. 1997).  

 

                                     

 

 

 

 

 

 

 

 

Figure 5.3     A confirmatory factor analysis of the achievement expectations scale 
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GFI = 0.99, AGFI = 0.97, NFI = 0.998, RFI = 0.96, CFI = 0.99). The RMSEA value 

of 0.058 was a little higher than the suggested 0.05 figure and the connected ‘p for a 

close fit’ (0.32) was a little less than the preferred 0.50. Nevertheless the reduced 

construct can be used as a single composite factor in the subsequent analysis. 

The self-perceived performance scale 

Figure 5.4 shows the three items used to measure self-perceived performance. 

Although there were five items in the original scale, two did not fit well in the 

exploratory analysis, leaving three items. The model was therefore estimated with no 

degrees of freedom and its goodness of fit cannot be examined. The scale’s 

reliability was 0.70 and variance extracted was 0.45, which were acceptable, and the 

standardised regression coefficients were over 0.55. 

 

 

 

 

 

 

 

Figure 5.4     A confirmatory factor analysis of the self-perceived performance scale 

A possible explanation is that many of the student respondents were in their first 

semester of the course, and had, as yet, no university academic performance to 

comment on. It was originally intended to rerun the questionnaire at the beginning of 

their second semester, in order to gain evidence for comparison of such results as 

this, but this was not possible for a variety of reasons, including the length of the 

questionnaire and gaining faculty cooperation to disrupt their classes again. It was 

decided not to use this scale in estimating the structural model. 

0.30

0.69 

0.35 
Compared with your expectations, how 

well are you doing in your studies 

How well do you perform academically 
compared to other students in your classes?

What was your average grade 
last semester? 

self-perceived 
performance 

0.55 

0.83 

0.59
e1 

e2 

e3 



Chapter Five: Analysis of the Single-factor Scales  102 

 

The general life satisfaction scale 

Previous research has suggested that this scale is unidimensional (Diener 1996; 

Diener & Diener 1995; Diener et al. 1985). Confirmatory factor analysis suggested 

the removal of the item ‘if I could live my life again I would change almost 

nothing’, since its standardised regression coefficient (0.48) was lower than the 

recommended 0.60 (Bagozzi & Foxall 1996). Consequently, the item was removed, 

leading to the scale shown in Figure 5.5.  

 

 

 

 

 

 

 

 

Figure 5.5     A confirmatory factor analysis of the general life satisfaction scale 
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Conclusion 

This chapter discussed the results of confirmatory factor analyses of the model’s 

unidimensional constructs. The results are summarised in Tables 5.1 and 5.2. Table 

5.1 shows the results of the various confirmatory factor analyses in a summarised 

form. The tabulated results show that, of the five unidimensional scales subjected to 

confirmatory factor analysis, only one was unsuitable for use in further analysis. 

Four of the five scales had high goodness-of-fit measures. The RMSEA values for 

the ‘achievement expectations’ and ‘general life satisfaction’ scales were a little 

above the preferred maximum value of 0.05: this was also reflected in the ‘p for a 

close fit’ measures associated with those scales being less than the preferred 0.5. 

Nevertheless, since RMSEA values of between 0.05 and 0.08 are considered to 

demonstrate a reasonable fit (Byrne 2001), it was felt appropriate to retain the scales 

in the analysis of the structural model, which is discussed in Chapter 7. 

Table 5.1     Goodness of fit measures - unidimensional research constructs 
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Cultural 
novelty 

2.98 2 1.46 0.03 0.997 0.99 0.996 0.987 0.999 0.03 0.60 

Religious 
belief salience  23 11 2.06 0.03 0.988 0.97 0.99 0.988 0.997 0.04 0.60 

Achievement 
expectations 8.42 3 2.81 0.02 0.994 0.97 0.998 0.96 0.992 0.06 0.32 

Self-perceived 
performance - 0 - - - - 1.0 1.0 1.0 - - 

General life 
satisfaction 3.4 1 3.4 0.02 0.997 0.97 0.996 0.97 0.997 0.07 0.25 

After the reductions indicated in the confirmatory factor analysis phase described in 

the current chapter, summated scales were created for use in the subsequent analysis. 

The mean scores and other descriptive statistics for the constructs used in the 

estimation of the structural model are shown in Table 5.2.  
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Table 5.2     The research constructs – composite descriptive statistics 

Construct Items Number of 
loadings 

above 0.60 

Mean score
(points on 

scale) 

Standard 
deviation 

Construct 
reliability 

Variance 
extracted 

Cultural 
novelty 4 all 2.51 (7) 0.82 0.80 0.50 

Religious 
belief salience 7 all 4.12  (7) 1.75 0.95 0.73 

Achievement 
expectations 5 all 3.95  (6) 0.80 0.82 0.47 

Self-perceived 
performance 3 1 (0.55, 0.59) 1.96  (5) 0.41 0.70 0.45 

General life 
satisfaction 4 3 (0.58) 2.88  (7) 0.80 0.80 0.51 

Means and standard deviations were calculated differently here than previously. In 

this case the factor score weights were taken into account so that the different 

contributions of specific items to a factor were reflected in the means. Previously it 

was assumed that each item contributed equally to the summated scale, whereas an 

examination of the standardised regression scores shows that this was not so. In using 

the factor score weightings, each item contributes to the summated scale in proportion 

to its standardised regression coefficient. Calculating the mean and standard deviation 

according to this criterion involved computing a new summated factor, taking into 

account the factor score weightings (Holmes-Smith & Rowe 1994).  

This chapter described the confirmatory factor analyses conducted on the five scales 

shown, in previous research or in preliminary factor analysis, to be unidimensional. 

Four of the five were reduced, removing low-loading or duplicated items, and this 

reduction was confirmed by use of correlation analysis. The reduced scales were 

summed for subsequent use, providing a more parsimonious way of presenting the 

results, which is particularly important in view of the large number of indicator 

variables in the model (Babin & Boles 1998). 

Chapter 6 discusses the results of the confirmatory factor analyses of the various 

multidimensional constructs before estimating the suggested structural model and 

seeking alternative models in Chapter 7. 
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Chapter 6     Analysis of the multi-factor scales 

Introduction  

This chapter continues the estimation of the study’s constructs begun in the previous 

chapter by considering those constructs with more than one factor. These were 

estimated using structural equation modelling (SEM) in the same manner as 

previously. Considering the complexity of the model, it became clear that some 

adjustments were necessary, either to the number of scales analysed or to the number 

of factors within them. If each scale could be represented as a single factor, this would 

enable the use of more constructs when estimating the structural model, thus testing a 

comprehensive model. However, there was a risk of compromising the various 

constructs in doing so. 

Each construct was analysed through SEM, using a factor structure identified in 

previous research or, where factor analysis had not previously been used, estimating 

the factor structure identified in the exploratory analyses discussed in Chapter 4. It 

was observed that in many cases the correlation between factors was 0.75 or above, 

suggesting that it might be possible to reduce the number of factors for some of the 

constructs. Many of the constructs were, in this way, reduced to a single factor. In 

order to be sure that this reduction was acceptable, a series of exploratory principal 

axis factor analyses was used. Principal axis factor analysis, in its unrotated form as 

used here, focuses on the first factor, which is the most dominant and significant 

whatever factor analysis method is used. There were ten such scales, and they are 

described according to their placement in the original model as antecedent, 

adjustment or outcome constructs. 

The Antecedent Constructs 

The antecedent section constructs described measured work roles, self-concept 

(measured by self-esteem and self-efficacy), personal abilities and expectations.  

The other two antecedent constructs (salience of beliefs and cultural novelty) were 

one-factor scales and they were described in the previous chapter. 
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Work roles 

The scale was taken from Rizzo, House and Lirtzman (1970), who found two factors 

measuring what they termed role conflict and role ambiguity. However, the present 

study did not support this structure. Factor loadings were low but, even after 

removing the items with the lowest loadings, the best that could be obtained was two  

three-item factors with only two loadings above the recommended 0.60 level 

(Bagozzi & Foxall 1996). The goodness-of-fit indices were disappointingly low, 

even for the reduced construct.  

This result was echoed in the principal axis factoring, which found two factors, but 

only three items with loadings above 0.60. It seems that the ‘work roles’ scale is not 

applicable in the present student context. Perhaps students cannot be likened to 

employees in a working situation, or perhaps because many respondents were new 

students, their work-related attitudes were not yet formed. Further research is needed 

to determine the cause of this outcome, but, for this study, it was decided not to use 

the ‘work roles’ scale in the subsequent analysis. 

Self-concept 

Self-concept was measured by two constructs (‘self-esteem’ and ‘self-efficacy’) as 

detailed in Chapter 3 and Appendix 1. The confirmatory factor analyses of these two 

scales are examined in this section. Self-esteem was measured using a scale 

developed by Bagozzi and Heatherton (1994), who found three factors, measuring 

performance self-esteem, social self-esteem and appearance self-esteem. The SEM 

analysis found 11 of the 20 items had loadings that were less than 0.60. A step-by-

step removal of low-loading items, and a monitoring of the changes in goodness-of-

fit indices, suggested a good fitting three-factor structure that contained 3, 4 and 3 

items respectively. The correlations between the factors were 0.73, 0.74 and 0.82, 

suggesting a close relationship between the factors, so a single factor was examined. 

Low-loading items were again removed in a stepwise fashion, suggesting a  

five-item structure that fitted the data well. 

Principal axis factoring was conducted for this scale. The first factor had an 

eigenvalue of 6.38, dropping for subsequent factors to 1.95, 1.45 and 1.05, showing 
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the dominance of the first factor that explained 32% of the variance in the data. All 

but two items loaded onto this factor, 4 with loadings above 0.60 and a further 4 

with loadings of above 0.55. All items with loadings above 0.60 were contained in 

the SEM factor, confirming that the reductions made were justified. The SEM 

model, shown in Figure 6.1, was adjusted in line with the findings of the principal 

axis factoring, removing the lower-loading item and retaining only items with 

loadings above 0.60. A correlation analysis comparing the 5-item and 4-item scales 

found them to have a correlation of 0.99, indicating that the reduced structure is 

almost identical with the larger scale and can be used confidently as a substitute 

(Thomas, Soutar & Ryan 2001).  

 

 

 

 

 

 

 

 

Figure 6.1     Confirmatory factor analysis of the self-esteem scale 

All of the factor loadings were above the recommended level of 0.60, the reliability was 

0.84 and the variance extracted was 0.57. The data fitted the model well, with a  

chi-square statistic of 4.55 and a χ2/df ratio of 2.28. The other goodness-of-fit measures 

were also very good (RMR = 0.043, GFI = 0.996, AGFI = 0.98, NFI = 0.995, RFI = 

0.98, CFI = 0.997, RMSEA = 0.05, p for a close fit = 0.41), suggesting that the construct 

could be used as a single composite factor in the subsequent analysis. 

Self-efficacy was measured using Sherer et al.’s (1982) scale in the form suggested by 

Harrison, Chadwick and Scales (1996). They found the 23 items formed two factors, 

measuring general and social self-efficacy. The SEM analysis found 12 of the 23 
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items had loadings of less than 0.60 and these were removed in a stepwise fashion 

until all low-loading items were removed, leaving 8 items in factor 1 and 2 in factor 2. 

The correlation between these factors was 0.73, suggesting they had much in 

common, so they were combined into one factor. Two additional low loading items 

were removed, leaving a single scale with 8 items. Modification indices suggested 

there was error covariance between two items (‘If something looks too complicated, I 

will not even bother to try it’ and ‘I avoid trying to learn new things when they look 

too difficult for me’). These items have a clear overlap in meaning, as the two items 

seem almost synonymous. Consequently, the covariance was included in the model. 

Principal axis factoring was used to see whether the reduction was appropriate and it 

was found that the first factor had an eigenvalue of 6.86 that explained 27% of the 

variance in the data. Subsequent factors had eigenvalues of 1.94, 1.33 and 1.27, so 

the first factor can be seen to be strong. Eight items did not have loadings greater 

than 0.40, but the other items loaded on the first factor, nine items with loadings 

above 0.60. Eight were identical with results of the SEM analysis, confirming the 

appropriateness of reducing the construct to a single factor. On examination, the 

item ‘When unexpected problems occur, I don’t handle them well’ seemed out of 

keeping with the rest of the scale, and it was removed. This created an improvement 

in the average variance extracted and fit measures. The item ‘If something looks too 

complicated, I will not even bother to try it’ was also removed as its loading was low 

(0.62), its meaning was duplicated by another item, ‘I avoid trying to learn new 

things when they look too difficult for me’, and its retention demanded inclusion of 

an error covariance. The 8-item and 6-item reduced scale had a correlation of 0.99, 

suggesting they measured the same thing (Thomas, Soutar & Ryan 2001).   

All of the factor loadings were above the recommended level of 0.60, the reliability was 

0.86 and the average variance extracted was 0.50. The data fitted the model well, with a 

chi-square statistic 27.07 and 9 degrees of freedom, giving a χ2/df ratio of 3.01. The 

other goodness-of-fit measures were also very good (RMR = 0.04, GFI = 0.98, AGFI = 

0.96, NFI = 0.98, RFI = 0.96, CFI = 0.98, RMSEA = 0.063, p for a close fit = 0.18), 

suggesting the construct could be used in the subsequent analysis. The  

6-item construct is shown in Figure 6.2. 



Chapter Six: Analysis of the Multi-factor Scales  109 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 6.2     Confirmatory factor analysis of the self-efficacy scale 

Personal abilities 

The scale that measured respondents’ ability to adapt to life and work cross-culturally 

was taken from Hammer, Gudykunst and Wiseman (1978), who found 3 factors 

relating to psychological stress, communication and interpersonal relationships. These 

factors were evident in the SEM analysis as only 5 of the 24 items had loadings that 

were less than 0.60. The lowest-loading items were removed. The correlation between 

the communication and interpersonal skills factors was 0.93, so these were combined, 

creating a good fitting model with 7 items in each factor. However, the correlation 

between the two remaining factors was high (0.77), suggesting that the factors might 

be combined. Low-loading items in the single factor were removed stepwise until a 

ten-item factor remained. All the items had loadings of above 0.60. Two further items, 

with loadings of 0.61 and 0.62, were also removed to improve the parsimony of the 

model and to increase the amount of variance extracted.  

Modification indices suggested three error covariances should be included. The first 

was between the items ‘to understand accurately another person’s point of view’ and 
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‘to deal effectively with different communication styles’. These cannot be said to be 

similar in meaning, but show a connection in perception between communication and 

interpersonal relationships, which appeared to be a feature of this particular group of 

respondents. As Byrne (2001: 106) noted, sometimes error covariances derive from 

characteristics that are specific to respondents. The second error covariance was 

between ‘to maintain satisfying relationships with others’ and ‘to work effectively 

with others’. These items are certainly closely linked, though not synonymous. The 

third was between ‘to understand accurately the feelings of others’ and ‘to empathise 

with others’. These can be seen to satisfy the criterion of close connection through 

similar meaning, a characteristic specific to the items themselves (Byrne 2001: 106). 

The correlation between the 10-item and the 8-item scale was 0.99, suggesting that the 

smaller scale, shown in Figure 6.3, could be used without losing information. 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 6.3     Confirmatory factor analysis of the personal abilities scale  
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Principal axis factoring found the first factor had an eigenvalue of 9.65 and 

explained 40% of the variance in the data, compared to 1.90 and 1.28 for subsequent 

factors, demonstrating the importance of the first factor. All items loaded onto the 

factor with loadings of above 0.40. Seven items had loadings of less than 0.60, 

leaving 17 items as a strong single factor measuring personal abilities. All of the 

items contained in the final SEM structure were within the 17, but 7 were gradually 

removed in the stepwise removal of lower-loading items, even though their loadings 

were close to 0.60. Two others with loadings just above 0.60 were also removed, as 

previously explained. The results of the principal axis factoring strengthened the 

decision to reduce the construct to a single factor.  

All of the factor loadings were above the recommended level of 0.60, the reliability 

was 0.89 and the total variance extracted was 0.49. The data fitted the model well, 

with a chi-square statistic of 45.7 and a χ2/df ratio of 2.7. The other goodness-of-fit 

measures were also very good (RMR = 0.03, GFI = 0.98, AGFI = 0.95, NFI = 0.98, 

RFI = 0.96, CFI = 0.98, RMSEA = 0.058, p for a close fit = 0.24), suggesting the 

construct could be used in the subsequent analysis. 

Expectations 

As previously explained, the ‘expectations’ scale was in two parts, measured by 

identical items. The first part asked respondents how close their experiences were to 

the expectations held before leaving home, and the second part asked about their 

reactions to the differences between their expectations and the reality they 

experienced. The scale was taken from Black and Gregerson (1990). They did not 

use factor analysis in assessing their scale, but an exploratory factor analysis of the 

present data suggested two factors. The factor structure for the second part of the 

scale ‘reactions to expectations experienced’ was stronger than that for the first part 

‘expectations experienced’. This disparity was confirmed by the confirmatory factor 

analysis using SEM. For ‘expectations experienced’, 11 of the 14 items had loadings 

of less than 0.60 on the two-factor structure, and step-by-step removal of the lowest-

loading items was not successful in removing all the low-loading items. Goodness-

of-fit measures showed this model did not fit well. 
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‘Reactions to expectations experienced’ gave a clearer structure. Five items had 

loadings of less than 0.60. A step-by-step removal of low-loading items resulted in a 

reasonably good fitting model with two 5-item factors. The correlation between the 

factors was 0.78, suggesting they had much in common, so they were combined into 

one factor. The single factor had 4 loadings of less than 0.60. Removal of the low-

loading items one by one resulted in a 4-item construct, with one loading still less 

than 0.60. Modification indices suggested there was an error covariance between 

two items (‘performance standards for your course’ and ‘level of involvement in 

your classes’). This covariance is perhaps best explained by the second of Byrne’s 

(2001: 106) criteria for error covariances, characteristics specific to the respondents, 

as there is not a direct overlap in meaning between the two items. The covariance 

was included in the model. 

Principal axis factoring of the constructs confirmed these findings. The ‘expectations 

experienced’ scale had most communalities below 0.40, suggesting a poor factor 

structure. The first factor explained 21% of the variance, and had an eigenvalue of 

3.56 compared to the subsequent factors’ eigenvalues of 1.53, 1.09 and 1.01. The 

factor loadings were mostly below 0.50, with only two items having loadings over 

0.60. The results of the confirmatory factor analysis and principal axis factoring for 

this construct suggested that it should not be used in further analysis. 

Principal axis factoring of the ‘reactions to expectations experienced’ showed few 

items with communalities below 0.40, and 6 items loading onto the dominant first 

factor with loadings greater than 0.60. The eigenvalue of the first factor was 5.17, 

compared with the subsequent factors 1.56 and 1.03. The first factor explained 37% 

of the variance in the data. Eight items were contained within the single factor from 

the SEM analysis, but four were removed stepwise because their loadings were less 

than 0.60. The last such item could not be removed, as it resulted in a model that 

could not be estimated. The results of the confirmatory factor analysis for this 

construct suggested that it should not be used in further analysis. 

This suggested that, for this group of respondents, the construct measuring their 

level of experience of prior expectations and their reactions to that experience was 

not useful for subsequent analysis. In considering a possible reason for this, the way 
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students responded to some items in the demographics section of the questionnaire 

was recalled, showing that a large proportion of new students were relatively 

unprepared for their overseas study time, and had little knowledge or understanding 

of the situation into which they were moving. Perhaps they had very few 

expectations against which to measure their experiences, giving a possible reason for 

the poor results from this construct. 

The Adjustment Constructs 

As discussed in Chapter 3 and Appendix 1, two constructs measured the adjustment 

of students to their life and work in Australia and at Curtin University of 

Technology in Perth. The first was an ‘expatriate adjustment scale’ from the work of 

Black and associates (Black & Gregerson 1991; Black, Mendenhall & Oddou 1991; 

Black & Gregerson 1990; Black & Stephens 1989; Black 1988), and the second a 

newly created ‘student adjustment scale’ based on focus groups and personal 

interviews with international students (see Appendix 2). For the benefit of 

parsimony, it was decided not to use the student adjustment scale in the estimation 

of the structural model, but to focus only on the expatriate adjustment construct. 

Expatriate adjustment 

The ‘expatriate adjustment’ scale has been found in previous research to measure 

three aspects of adjustment, and this was explored in confirmatory factor analysis 

using structural equation modelling (SEM). The outcome was also a 3-factor solution, 

but the third factor, containing only 2 items, was removed. This factor related to the 

study aspects of adjustment. The model now contained two factors, relating to 

‘adjusting to local people’ and ‘adjusting to city systems’, both containing 4 items and 

with a 0.58 correlation between the factors, suggesting clearly differentiated factors. 

The goodness-of-fit measures were reasonable for this solution, though RMR and 

RMSEA values were both higher, at 0.07 and 0.08 respectively, than the preferred 

levels of under 0.05. The construct is shown in Figure 6.4. 
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Figure 6.4     Confirmatory factor analysis of the expatriate adjustment scale 

Principal axis factoring was conducted for this scale. The first factor had an 

eigenvalue of 5.68 and variance explained of 38%, dropping for the subsequent 

factors to 1.85, 1.11 and 1.06. All items except item 5 loaded on this one factor with 

loadings of over 0.40, with 6 items having a loading over 0.60. Four of these items 

constituted the strong first factor, and the others formed part of factor 2 of the 

confirmatory factor analysis model.  

All of the factor loadings for both factors were above the recommended level of 0.60 

with those of factor one ranging from 0.76 to 0.93. The reliabilities of the factors were 

0.91 and 0.76, and the total variance extracted was 0.72 and 0.45. The data fitted the 

model well, with a chi-square statistic of 71.06 and a χ2/df ratio of 4.4. The other 

goodness-of-fit measures were good (RMR = 0.067, GFI = 0.97, AGFI = 0.93, NFI = 
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0.97, RFI = 0.94, CFI = 0.97, RMSEA = 0.08, p for a close fit = 0.004) suggesting that 

this construct could be used as a two-factor scale in the subsequent analysis. 

The Outcome Constructs 

As discussed in Chapter 3 and Appendix 1, there were 5 constructs measuring some 

of the potential outcomes of adjustment for international students. These were  

work-related and general wellbeing, work-related and general satisfaction, and 

performance. The general satisfaction and performance measures were discussed in 

the previous chapter with the single-factor constructs. Confirmatory factor analysis 

of work-related wellbeing, general wellbeing and work-related satisfaction are 

discussed in the current chapter. 

Work-related wellbeing 

Work-related wellbeing was measured using Warr’s (1990) scale in the form 

suggested by Sevastos, Smith and Cordery (1992), who found the 12 items formed 

two underlying components. The SEM analysis found 7 of the 12 items had loadings 

of less than 0.60 and these were removed stepwise until only one low-loading item 

remained in a 2-factor structure with 3 items in each factor. The correlation between 

these factors was 0.78, suggesting they had much in common, so they were 

combined into one factor. The one remaining low-loading item was removed, 

leaving a 5-item structure. Modification indices suggested there was error 

covariance between the items ‘gloomy’ and ‘depressed’, and between ‘worried’ and 

‘tense’. These would each suggest a linked, though not synonymous, meaning in 

accordance with the criteria for inclusion of error covariances of Byrne (2001). Both 

covariances were included in the model. 

Principal axis factoring also showed that 2 factors best explained the data. The 

eigenvalues were 3.92, 2.43 and 1.21, with the first factor explaining 33% of the 

variance in the data. The scree plot suggested 3 factors, but the factor weightings on 

the unrotated solution placed all items loading at above 0.40 into the first 2 factors; 

only 5 items in factor one had loadings above 0.60. The 5 high-loading items of the 

principal axis factoring and the 5 items of the one-factor model resulting from the 
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confirmatory factor analysis were identical. This confirmed, for the current 

respondents, the appropriateness of reducing the scale to a single construct. The 

resultant construct is shown in Figure 6.5. 

 

 

 

 

 

 

 

 

Figure 6.5     Confirmatory factor analysis of the work-related wellbeing scale 

All of the factor loadings except one were above the recommended level of 0.60; the 

0.59 item was retained because its removal distorted the model and reduced the 

goodness-of-fit measures. The reliability was 0.86 and the total variance extracted was 

0.56. The data fitted the model well, with a chi-square statistic of 4.72 and 3 degrees 

of freedom, giving a χ2/df ratio of 1.57. The other goodness-of-fit measures were also 

very good (RMR = 0.02, GFI = 0.996, AGFI = 0.98, NFI = 0.996, RFI = 0.99, CFI = 

0.999, RMSEA = 0.039, p for a close fit = 0.62), suggesting that the construct could 

be used as a single composite factor in the subsequent analysis. 

General wellbeing 

The scale that measured general wellbeing was taken from an unpublished work of 
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data suggested two factors made up of 16 of the 18 items of the original scale – the 

other two failed to load on the factors and were removed.  

The SEM analysis found 8 of the 16 items had loadings of less than 0.60 and these 

were removed stepwise until 11 items remained, though 4 still loaded at below 0.60. 

The correlation between the two factors was 0.79, suggesting they had much in 

common, so they were combined into one factor. The low-loading items were also 

removed, leaving a single scale with 5 items. Modification indices suggested there 

was an error covariance between two items (‘have you been under strain, stress or 

pressure?’ and ‘have you felt down-hearted or blue?’). These items are related, 

though not synonymous in meaning, and the error covariance was included in the 

model. The resultant construct is shown in Figure 6.6.  

 

 

 

 

 

 

 

 

Figure 6.6     Confirmatory factor analysis of the general wellbeing scale 

The standardised regression coefficients shown in the SEM construct were slightly 

different than those found in exploratory factor analysis. The reason for this is that 
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Principal axis factoring of the 18-item scale confirmed the appropriateness of the 

reduction to a single factor. Although the eigenvalues indicated 4 factors, it was 

found that the first factor had an eigenvalue of 6.25 that explained 35% of the 

variance in the data. Subsequent factors had eigenvalues of 1.40, 1.25 and 1.05, so 

the first factor can be seen to be strong. The scree plot suggested one factor best 

represented the data, which was confirmed by all loading items appearing in that one 

factor. Seven items had loadings of above 0.60, and 5 of these were the items 

present in the reduced construct shown in Figure 6.6. The two others had loaded in 

the confirmatory factor analysis with loadings of 0.55 and 0.57 and were removed. 

All of the factor loadings were above the recommended level of 0.60, the reliability 

was 0.83 and the total variance extracted was 0.50. The data fitted the model well, 

with a chi-square statistic of 10.74 and 4 degrees of freedom, giving a χ2/df ratio of 

2.68. The other goodness-of-fit measures were also very good (RMR = 0.043, GFI = 

0.99, AGFI = 0.97, NFI = 0.99, RFI = 0.97, CFI = 0.99, RMSEA = 0.06, p for a 

close fit = 0.33), suggesting the construct can be used as a single composite factor in 

the subsequent analysis. 

Work-related satisfaction 

Work-related satisfaction was measured using Oliver’s (1997) scale in the form adapted 

for the current context as was described in Chapter 3 and Appendix 1. An exploratory 

factor analysis of the present data suggested two factors. The SEM analysis found 4 

items loading on the two factors with loadings of less than 0.60. Three of these were 

removed, but the fourth was retained since its removal would leave factor 2 with only 2 

items. The correlation between the factors was 0.72, suggesting they had much in 

common, so they were combined into one factor. Two additional low loading items 

were removed, leaving a scale with 6 items, which is shown in Figure 6.7. Modification 

indices suggested that there was error covariance between two items  

(‘I am satisfied with my decision to come to Curtin University’ and ‘My decision to 

study at Curtin university was a wise one’). The meanings can be seen to be very 

close, thus satisfying one of the criteria for inclusion (Byrne 2001), so the error 

covariance was included in the model. 
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Figure 6.7     Confirmatory factor analysis of the work-related satisfaction scale 

Principal axis factoring was used to see whether the reduction was appropriate and it 

was found that the first factor had an eigenvalue of 5.58 that explained 43% of the 

variance in the data. Subsequent factors had eigenvalues of 1.42 and 1.27, so the 

first factor can be seen to be strong. One item failed to load, but all other items 

loaded on the first factor, 10 with loadings greater than 0.60. All items within the 

SEM factor structure were amongst the 10, some being removed after combining 

factors because they had loadings less than the recommended level of 0.60. This 

supports the appropriateness of reducing the scale to a single construct. 

All of the factor loadings were above the recommended level of 0.60, the reliability 

was 0.87 and the total variance extracted was 0.53. The data fitted the model well, 

with a chi-square statistic of 8.78 and a χ2/df ratio of 1.10. The other goodness-of-fit 

measures were also very good (RMR = 0.015, GFI = 0.99, AGFI = 0.99,  

NFI = 0.99, RFI = 0.99, CFI = 0.999, RMSEA = 0.014, p for a close fit = 0.92), 

suggesting that the construct could be used in the subsequent analysis. 
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Conclusion 

This chapter discussed the confirmatory factor analyses undertaken on the  

multi-factor scales within the measurement model, finding that most scales could be 

reduced without loss into single-factor constructs. This was ratified by the use of 

principal axis factoring to confirm that such reduction was justifiable. Two scales 

were found not suitable for use in further analysis, the ‘work roles’ and 

‘expectations’ scales. Although these scales have been repeatedly and successfully 

used in prior research, there seemed to be aspects of this particular group of 

respondents that made them ineffective in this specific situation. Thus, from the two 

chapters discussing the estimation of the measurement model, 11 of the 15 scales 

subjected to confirmatory factor analysis were able to be refined by reducing the 

number of items into well-fitting one-factor models, one was retained as a 2-factor 

scale, and 3 were removed from the analysis. The remaining factors were used to 

estimate the structural model, as is described in the following chapter.  

Tables 6.1 and 6.2 show the results of the confirmatory factor analyses in a 

summative way for comparative purposes. Only the scales retained for use in the 

subsequent analysis are shown. Their suitability for such use is clear, since all 

reliabilities and variance extracted statistics are good, only one scale has an item 

with a loading of less than 0.60 (and this is 0.59) and all of the fit measures are 

good. As in Chapter 4, summated scales were created for use in further analysis, and 

their mean scores and descriptive statistics are shown in Table 6.2. 
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Table 6.1     The research constructs – goodness of fit measures 
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Self-esteem 4.55 2 2.28 0.04 0.996 0.98 0.995 0.98 0.997 0.05 0.41 

Self-efficacy  27.07 9 3.01 0.04 0.98 0.96 0.98 0.96 0.98 0.06 0.18 

Personal 
abilities 47.5 17 2.7 0.03 0.98 0.95 0.98 0.96 0.98 0.06 0.24 

Expatriate 
adjustment 71.06 16 4.4 0.07 0.97 0.93 0.97 0.94 0.97 0.08 0.004

Work-related 
wellbeing 4.72 3 1.57 0.02 0.996 0.98 0.996 0.99 0.999 0.04 0.62 

General 
wellbeing 10.74 4 2.68 0.04 0.99 0.97 0.99 0.97 0.99 0.06 0.33 

Work-related 
satisfaction 8.78 8 1.10 0.02 0.99 0.99 0.99 0.99 0.999 0.01 0.92 

 

Table 6.2     The research constructs – composite descriptive statistics 

Construct Items Number of 
loadings 

above 0.60 

Mean score
(points on 

scale) 

Standard 
deviation 

Construct 
reliability 

Variance 
extracted 

Self-esteem 4 all 2.74 (7) 0.86 0.84 0.57 

Self-efficacy 6 all 3.58 (6) 0.88 0.86 0.50 

Personal 
abilities 8 all 3.66 (6) 0.58 0.89 0.49 

Expatriate 
adjustment (1) 4 all 3.50 (7) 0.87 0.91 0.72 

Expatriate 
adjustment (2) 4 all 4.15 (7) 0.85 0.76 0.45 

Work-related 
wellbeing 5 4 (0.59) 2.29 (6) 0.77 0.86 0.56 

General 
wellbeing 5 all 2.72 (7) 0.75 0.83 0.50 

Work-related 
satisfaction 6 all 4.20 (6) 0.79 0.87 0.53 
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Chapter 7     Estimation of the structural model 

Introduction 

This chapter introduces the final stage of the data analysis, namely a consideration of 

the structural model. The hypotheses tested related to a pattern of “causal structure” 

(Byrne 2001) linking several antecedent constructs, adjustment and the outcomes of 

that adjustment for international students studying at Curtin University of Technology. 

In structural equation modelling, the structural model involves relationships between 

latent variables only, so it is vital to establish the viability and psychometric soundness 

of each individual latent variable before an assessment of the extent to which these 

relationships are valid can be made (Byrne 2001). This is done by first testing the 

validity of the measurement model before making an attempt to evaluate the structural 

model. Once the measurement model is viable, we can have more confidence in 

findings related to the hypothesised structural model (Byrne 2001).  

The confirmation of the measurement model was discussed in Chapters 5 and 6 in the 

estimation of the various constructs making up the model. It will be recalled that some 

scales were found not appropriate for further analysis as they did not have a strong 

factor structure or because their goodness-of-fit was inadequate. All of the retained 

constructs had a clear structure and reasonable goodness-of-fit measures. The 

recommended level of 0.60 for their standardised regressions was reached with the 

exception of one item in each of two scales (and they were close to the 0.60 level). All 

construct reliabilities were above the recommended 0.70 and the variances extracted 

were mostly above the recommended 0.50 level. The three scales whose variances 

were below that level were very close, and it was felt they could still be used.  

The structural model estimated was consequently reduced from the original model 

that was shown as Figure 1.6. The revised model that was initially tested is shown as 

Figure 7.1. 
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Figure 7.1     The structural model initially tested 

One Factor Congeneric Models 

The simplest form of estimating a structural model is by using one-factor congeneric 

constructs. As was seen in the previous chapters, each set of indicator variables 

(with the exception of the adjustment construct) was reduced to a single factor, all 

items of which were measuring essentially the same construct, thus producing a  

one-factor congeneric structure to represent each latent variable. One-factor 

congeneric modelling, which is equivalent to a confirmatory factor analysis with one 

dimension for each construct, represents a series of regressions of the observed items 

on a single latent variable (Sweeney 1995). A typical one-factor congeneric model 

can be pictured as in Figure 7.2, where e1 - e4 are the measurement errors of the 

observed items and r1 – r4 are the regression coefficients (weights) of the observed 

items (indicator variables) on the latent variable. 

Each item in the scale has a different relationship with the latent variable and contributes 

to it to a different extent, as evidenced by the differing regression coefficients. This 

gives a more realistic view of the latent variable than when each individual item is 

assumed to contribute identically to the construct (Holmes-Smith & Rowe 1994). 
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Figure 7.2     A one factor congeneric model for a four-item construct 

The calculation of the one-factor composite variable for each of the constructs was 

made by use of a formula (Holmes-Smith & Rowe 1994) taking into account the 

varying factor score weights (fsw) of each item:  

    composite variable = fsw1 x  item 1 + fsw2 x item 2 + fsw3 x item 3 . . .  

The factor score weights were obtained from the confirmatory factor analyses and 

indicated the influence each item had on the composite construct. Usually, each item 

in a scale of n items is assumed to have 1/n share of the weighting in the factor, but, 

by using the factor score weights, their true relative contributions to the factor are 

shown. Thus, in the evaluation of the structural model, it was possible to reduce the 

high number of indicator items to one composite variable for each latent construct, 

while still retaining the effect of the many items by using their relative contributions to 

that latent variable (Hair et al. 1998). 

The reliabilities of the constructs measure their internal consistency, or the degree to 

which the items indicate their measurement of a common latent construct. Hair et al. 

(1998) suggest that 0.70 is a commonly used threshold for acceptable reliability and 

note that more reliable measures provide the researcher with greater confidence that the 

individual indicators are consistent in their measurements. The construct reliabilities for 
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the composite constructs used in estimating the structural model, shown in Table 7.1, 

were computed according to the following formula (Hair et al. 1998): 

 
construct reliability =               (sum of standardised loadings)2    
                       (sum of standardised loadings)2 + sum of indicator measurement error 

The measurement error for each indicator is the same as (1 – the reliability of the 

indicator, which is the square of the indicator’s standardised loading) (Hair et al. 

1998). Thus, another way of writing the equation is the version actually used in this 

instance: 

 

construct reliability =             (sum of standardised loadings)2      
                             (sum of standardised loadings)2 + (1-sum of standardised loadings2) 

The variance extracted measure is another measure of reliability, reflecting the 

amount of variance in the indicator items accounted for by the composite latent 

construct. It is quite similar to the construct reliability measure, differing in that the 

standardised loadings are squared before being summed (Hair et al. 1998). It is 

suggested that the variance extracted should be greater than 0.50 (Hair et al. 1998). 

Variance extracted is a complementary measure to the construct reliability value 

(Hair et al. 1998) and is calculated using the formula: 

 

  variance extracted =                        sum of (standardised loadings2) 
                      sum of (standardised loadings2) + sum of indicator measurement error 

In the one-factor congeneric approach, some parameters must be calculated and factored 

into the structural equation model. These are the loading of each composite variable on 

its latent variable and its associated error term. The loading of each composite variable 

is calculated according to the formula (Holmes-Smith & Rowe 1994): 

 
  loading of composite variable = square root of reliability x standard deviation 
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Most multivariate analysis methods assume there is no error in the variables 

measured, even though it is known, theoretically and practically, that some 

measurement error is always present. One of the strengths of structural equation 

modelling is the recognition of error in all measurements and that these errors are a 

part of the calculations. The error term was calculated according to the formula 

(Holmes-Smith & Rowe 1994): 

 

   error term = (1-reliability) x variance of the composite variable 
 

The results of these calculations, together with the uncorrected figures of the 

measures from which they were calculated, are shown in Table 7.1.  

The initial model (shown in Figure 7.1) was used as the input for the structural model. 

The composite construct created from the relevant indicator variable items from the 

measurement model was linked to its latent variable, together with the composite 

measure’s error term. In addition, each latent variable had a residual error term. 

The calculated values (from Table 7.1) were added to the model as shown in Figure 

7.3, which illustrates the positioning of these values in one strand of the model.  

 

 

 

 

 

Figure 7.3     One-factor congeneric construct values 
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Table 7.1     Parameter measurement values for the structural model 

Construct 
 

Standard 
deviation 

Construct 
reliability 

Variance 
extracted 

Variable 
loading 

Error 
term 

Antecedent constructs 
Self-esteem 0.8646 0.837 0.568 0.7910 0.0926 

Self-efficacy 0.8796 0.855 0.498 0.8133 0.0722 

Personal abilities 0.5837 0.885 0.493 0.5491 0.0567 

Cultural novelty 0.8211 0.799 0.504 0.7340 0.1013 

Religious belief salience 1.7521 0.948 0.725 1.7059 0.0377 

Adjustment constructs 
Adjustment to locals 0.8725 0.910 0.718 0.8323 0.0646 

Adjustment to city systems  0.8533 0.763 0.447 0.7454 0.1059 

Outcome constructs 
Work-related wellbeing 0.7703 0.859 0.557 0.7139 0.0785 

General wellbeing 0.7483 0.832 0.500 0.6826 0.0840 

Achievement expectations 0.8015 0.817 0.473 0.7245 0.0866 

Work-related satisfaction 0.7873 0.870 0.531 0.7343 0.0690 

General life satisfaction 0.8040 0.801 0.509 0.7196 0.1013 

 

Model 1 – the hypothesised model 

Byrne (2001) suggests that the run of an initial structural model be followed by the 

inclusion of addition parameters as indicated by the modification indices linking the 

latent variables, but bearing in mind very strongly the theoretical meaning of the 

pathways and whether these are supported by research findings. These are shown in 

the AMOS output as links between regression weights. After the inclusion of all 

which make substantive sense, one by one, non-significant pathways should be 

removed. Initially, because it was desirable to test the espoused model, this 

procedure was not followed, but non-significant pathways were removed in order to 
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find the best fit for the hypothesised model shown in Figure 7.1. In subsequent 

searching for alternative better-fitting models, Byrne’s procedure was followed.  

An examination of the goodness-of-fit measures showed a very poor fit for the initial 

run of the model (χ2 = 1191.95 with 46 degrees of freedom and a χ2/df ratio of 

25.91, NFI=0.22, RFI=-0.12, CFI=0.21, RMSEA=0.21, ECVI=2.32). The additional 

goodness-of-fit measure, the Expected Cross-Validation Index (ECVI) was used in 

the estimation of the structural models, as explained in Chapter 5, for ease of 

comparison of the fit of structural models, the model with the lowest ECVI measure 

indicating the best fitting model. 

The non-significant paths were removed, until all remaining paths were significant 

at the 0.005 level or better (the pathway between abilities and adjustment to locals 

was significant at the 0.005 level, while all others were significant at the 0.001 

level). This left no paths from the self-efficacy construct, so it was removed from the 

model. An examination of the goodness-of-fit measures showed the model still did 

not fit the data well (χ2 = 924.4 with 44 degrees of freedom and a χ2/df ratio of 21, 

RMR=0.11, GFI=0.75, AGFI=0.62, NFI=0.26, RFI=0.08, CFI=0.26, RMSEA=0.19, 

ECVI=1.79).  

It was noted that, while two paths remained from antecedent variables to ‘adjusting to 

locals’ there were no paths to the outcome variables. This suggests that, while cultural 

novelty and, to a lesser extent, personal abilities in communication, personal 

interactions and stress management have a positive effect on students’ adjustment to 

local people in the new environment, this adjustment factor had no significant impact 

on any of the outcome variables. Four of the antecedent variables had a significant 

impact on general adjustment to the local city systems and this facet of adjustment had 

a significant effect on all of the outcome variables, explaining between 21% and 42% 

of each of the five outcome variables. The paths in the model obtained after this 

process and their standardised regression coefficients are shown in Figure 7.4. 

Cultural novelty had the largest impact on the adjustment variables, explaining 40% 

of general adjustment (adjusting to systems) and 30% of adjusting to locals. The 

other antecedent variables had impacts of 17% or less. 
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Figure 7.4     Model 1 - resultant paths of the hypothesised model  

It seems that the antecedent variables’ impact on the adjustment of international 

students was not great and, even though the impact of general adjustment on 

outcomes was significant, adjustment did not seem to act as a mediating variable. 

Model 2 – additional parameters 

In an attempt to find a better-fitting model, the original model was re-examined, 

putting into effect Byrne’s (2001) suggestion of adding the links suggested by 

regression coefficient modification indices before removing non-significant paths. At 

this point, the only modification indices of interest are those related to the regression 

weights, since the interest is in the paths shown in the model (Byrne 2001:153). 

The inclusion of the links suggested by the modification indices was made one at a 

time and differences in goodness-of-fit measures and the remaining regression 

weight modification indices were noted. This process ensured that each link was 

considered from the perspective of its meaningful sense and that a record was kept 

of the number of remaining modification indices. At times, the number of remaining 
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indices reduced one step at a time, as might be expected, but at other times there was 

a sudden drop in the number. Sometimes this was because links were suggested in 

both directions. For example a link from ‘adjusting to systems’ to ‘adjusting to 

locals’ was indicated at the same time as one from ‘adjusting to locals’ to ‘adjusting 

to systems’. In considering which of these paths to include, it could be seen that 

either path would make good sense, as adjusting to more generic concerns, such as 

food, shopping, health care and entertainment and recreation facilities, would have 

an impact on interacting, socialising and speaking with local people, while the 

reverse could equally be true. In this case it was decided to include the path with the 

higher modification index. After all new suggested paths were included, the 

goodness-of-fit measures improved quite considerably (χ2=72.13 with 32 degrees of 

freedom and a χ2/df ratio of 2.25, RMR=0.04, GFI=0.98, AGFI=0.95, NFI=0.95, 

RFI=0.90, CFI=0.97, RMSEA=0.05 (p close=0.56), ECVI=0.30). 

The non-significant links (those with critical ratios of less than 1.96) were then 

removed, as a critical ratio greater than 1.96 is significant at least at the 0.05 level 

(Arbuckle & Wothke 1999). The paths were removed one at a time, starting with the 

least significant. After all of these links were removed the goodness-of-fit measures 

suggested the revised model fitted the data well (χ2=77.56 with 42 degrees of 

freedom and a χ2/df ratio of 1.85, RMR=0.04, GFI=0.98, AGFI=0.96, NFI=0.95, 

RFI=0.92, CFI=0.98, RMSEA=0.04 (p close 0.89), ECVI=0.28).  

Although the remaining paths were significant, mostly at the 0.001 level, many 

standardised regression coefficients were small, and their impact was also small in 

terms of their direct effects on adjustment and outcomes. It was decided to reduce the 

model by removing the smaller paths in an attempt to clarify the picture of the 

relationships between the various remaining constructs. Once this was done, belief 

salience had no links with other parts of the model except for a small relationship with 

personal abilities, so it was removed. It was noted that there had been small but 

significant paths (significant at the 0.001 level) between belief salience and ‘adjusting 

to systems’ (0.14) and personal abilities (0.23), suggesting that strongly held beliefs 

help a person to cope with general differences in living in a new environment, and 

contribute to their abilities to interact, cope with stress and communicate with others.  
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The resulting model (Model 2) is shown in Figure 7.5. For the sake of clarity, the 

composite constructs measuring the latent variables and the error and residual terms 

have been omitted from the diagram. It simply shows the standardised regression 

coefficients between the latent variables in the structural model. The model’s fit 

measures were very good (χ2=74.66 with 37 degrees of freedom and a χ2/df ratio of 

2.02, RMR=0.04, GFI=0.98, AGFI=0.96, NFI=0.95, RFI=0.92, CFI=0.97, 

RMSEA=0.04 (p close 0.77), ECVI=0.25). 

 

 

 

 

 

 

 

 

Figure 7.5     Model 2 - path structure removing non-significant paths  

It can be seen that the only paths remaining between antecedent variables and 

adjustment variables were from cultural novelty, which has a 26% impact on 

‘adjusting to locals’ and an 18% direct effect on ‘adjusting to systems’, although the 

standardised total effects on ‘adjustment to systems’, through the strong link between 

the two adjustment variables, was 37%. These were of a reasonable size and 

significant at the 0.001 level, indicating that cultural novelty had an effect on 

interpersonal aspects of adjustment (including items measuring interacting, socialising 

with and speaking to local people) and on the general aspects of adjustment (including 

items measuring adjustment to different food, health care, shopping and 

 

self-efficacy 

cultural 
novelty 

adjusting to 
systems 

0.69

adjusting to 
locals 

self-esteem 

0.66 

personal 
abilities 

0.14 0.22

0.23

0.24

0.32

0.18 

0.55 

0.26 

0.52 

0.24 

0.17

-0.14

general 
satisfaction 

work-related 
satisfaction 

achievement 
expectations 

general 
wellbeing 

work-related 
wellbeing 

0.24   

0.22 0.24

0.56



Chapter Seven: Estimation of the Structural Model  132 

 

entertainment/recreation facilities found in the new environment). The suggestion 

from these paths was that the perceived difference between Perth’s culture and that of 

a student’s country of origin was seen very clearly by them in these everyday 

situations, influencing their ease of adjustment to their new environment.  

Cultural novelty had no direct impact on any of the outcome variables, only 

affecting satisfaction and wellbeing indirectly through ‘adjustment to systems’, with 

standardised total effects of 9% on general wellbeing, 10% on work-related 

satisfaction and 13% on general satisfaction. This is reasonable in view of prior 

research which suggests the cultural distance between the home and new cultures 

would impact significantly on people’s general day-to-day adjustment situations, 

such as are contained in the ‘adjusting to systems’ construct, and through that 

adjustment on the outcomes, though these were only minor. It was somewhat 

surprising that adjusting effectively to interaction with local people did not mediate 

between cultural novelty and any outcome variable, suggesting that, for international 

students, the outcome constructs included were considered specifically within their 

course-related lives, and their interaction with local people was not seen as having 

any impact on that.  

The largest standardised total effect of ‘adjustment to systems’ was on students’ 

levels of satisfaction, both in general (35%) and in the work-related environment 

(28%), but there was also an effect upon general wellbeing (22%) and a small 

indirect effect upon work-related wellbeing (12%).  

Model 3 – antecedent to outcome variables directly 

The two structural models suggested that the adjustment variables might not mediate 

between antecedent and outcome variables. It was decided, therefore, to explore the 

links between the antecedent and outcome variables directly to see if a clearer picture 

emerged. In this case, each antecedent variable had five paths, one to each of the 

outcome variables. The goodness-of-fit measures for this initial model were not good 

(χ2=443.20 with 20 degrees of freedom and a χ2/df ratio of 22.16, RMR=0.09, 

GFI=0.87, AGFI=0.63, NFI=0.59, RFI=0.08, CFI=0.59, RMSEA=0.20, ECVI=0.94). 
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Modification indices suggested the inclusion of additional paths. These were added 

one at a time, checking for substantive sense and monitoring changes between 

additions. After three suggested paths were added the goodness-of-fit measures were 

improved somewhat (χ2=101.02 with 17 degrees of freedom and a χ2/df ratio of 

5.94, RMR=0.05, GFI=0.97, AGFI=0.89, NFI=0.91, RFI=0.75, CFI=0.92, 

RMSEA=0.09, ECVI=0.32). The non-significant paths (those with critical ratios of 

less than 1.96) were then removed, starting with the least significant paths and 

monitoring for changes. After seven paths were removed the goodness-of-fit 

measures were reasonable: (χ2=110.24 with 24 degrees of freedom and a χ2/df ratio 

of 4.59, RMR=0.05, GFI=0.96, AGFI=0.92, NFI=0.90, RFI=0.81, CFI=0.92, 

RMSEA=0.08, ECVI=0.32). 

The model had some paths that, while statistically significant, were very small and 

had little impact in explaining the outcome variables. For instance, belief salience 

had small, positive links to achievement expectations and work-related satisfaction 

(each 0.13, significant at the 0.005 level). When standardised direct effects were 

considered, belief salience explained only 13% of each of these outcome variables. 

The paths were removed. This improved the fit measures (χ2=74.45 with 17 degrees 

of freedom and a χ2/df ratio of 4.38, RMR=0.04, GFI=0.97, AGFI=0.92, NFI=0.93, 

RFI=0.85, CFI=0.94, RMSEA=0.08 (p close=0.005), ECVI=0.24). 

Attempts were made to clarify the picture presented by this model by removing the 

lowest loading, small yet significant, links. However, the model’s goodness-of-fit was 

worsened by this process, so the model, which is shown in Figure 7.6, was retained.  

It should be noted, however, that many of the paths had small regression coefficients 

and the standardised effects of some of the antecedent constructs on the outcome 

variables were not very great. Cultural novelty, for instance, explained directly 23% 

of general satisfaction and 13% of work-related wellbeing, but only 8% of 

achievement expectations. It had a greater impact when direct and indirect effects 

were considered, explaining 15% of general wellbeing and work-related satisfaction, 

compared with direct effects of 9% and 8% respectively.  
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Figure 7.6     Model 3 - antecedents to outcomes directly  

Personal abilities had standardised direct effects on most of the outcome variables, 

explaining 29% of work-related satisfaction, 12% of general satisfaction, 14% of 

achievement expectations and 14% of work-related wellbeing. Where indirect effects 

were also considered, it explained 32% of work-related satisfaction. It is surprising 

that the path between personal abilities and work-related satisfaction was larger than 

the link with academic achievement, as measured by achievement expectations. 

However, when it is recalled that the personal abilities examined in the present study 

were in the areas of communication and interpersonal interactions, the links become 

clear, as such attributes would, intuitively, lead to greater satisfaction but not 

necessarily to greater achievement. What is surprising is that the impact of personal 

abilities on work-related wellbeing was negative. Perhaps this also relates to the type 

of abilities that were measured, which has far more to do with personal interactions 

than with work-related abilities, and so may seem irrelevant to students considering 

their progress in a work-related sphere. 
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Self-efficacy was affected by self-esteem, with a regression path of 0.65 (significant 

at the 0.001 level). The largest standardised direct effect of self-efficacy was on 

work-related wellbeing (explaining 23% of work-related wellbeing), but it also 

affected achievement expectations (17%) and work-related satisfaction (12%) 

directly, and general wellbeing indirectly (12%) through the link between general 

and work-related wellbeing. 

The major paths in this model were from self-esteem to the outcome variables of 

work-related wellbeing (0.35), general wellbeing (0.27), general satisfaction (0.20) 

and achievement expectations (0.43), the variable used to indicate academic 

performance. All these paths were significant at the 0.001 level. There was also a 

strong link (0.65, significant at the 0.001 level) between self-esteem and self-

efficacy. Self-esteem directly explained 21% of general satisfaction, 27% of general 

wellbeing, 35% of work-related wellbeing, 43% of achievement expectations and 

65% of self-efficacy, as mentioned previously. When indirect effects were 

considered, it was seen to have marked effects on all the outcome variables (14% of 

work-related satisfaction, 21% of general satisfaction, 50% of work-related 

satisfaction, 52% of general wellbeing and 54% of achievement expectations).  

In view of the negative effects on the goodness-of-fit of the model, it appears that, 

while some of the links were small, all were important to the overall picture of the 

impact of the antecedent constructs on the outcome variables. This demonstrates the 

complexity of relationships bringing about success, satisfaction and wellbeing for 

international students in their study lives. 

Model 4 – academic performance as the ultimate outcome  

In a further attempt to improve the fit of the model, and in view of the theoretical view 

that the other outcome variables may have an impact on a student’s performance, it 

was decided to revise Model 3 by using the four other outcome variables as mediators 

between the antecedent variables and achievement expectations, which was the 

performance proxy in the present study. Initially the model did not fit as well as had 

been hoped (χ2=95.75 with 13 degrees of freedom and a χ2/df ratio of 7.36, 

RMR=0.05, GFI=0.96, AGFI=0.86, NFI=0.91, RFI=0.69, CFI=0.92, RMSEA=0.11, 
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ECVI=0.33. However, with the addition of a path between work-related satisfaction 

and general wellbeing, as suggested by the modification indices, and the removal of 

non-significant paths, the fit was better than for the former model (shown in Figure 

7.6): (χ2=61.01 with 20 degrees of freedom and a χ2/df ratio of 3.05, RMR=0.03, 

GFI=0.98, AGFI=0.95, NFI=0.94, RFI=0.89, CFI=0.96, RMSEA=0.06 (p 

close=0.13), ECVI=0.21), although the paths were not very different. This model is 

shown in Figure 7.7. 

 

 

 

 

 

 

 

Figure 7.7     Model 4 - causal path structure –achievement as ultimate outcome 

Perhaps surprisingly, using the other outcome variables as intermediate to 

performance did not reveal a much different picture than had been found by Model 3. 

Only one outcome variable had a direct link to performance, as measured by 

achievement expectations. Work-related satisfaction had a direct effect on and directly 

explained 16% of achievement expectations. Otherwise, the model did not add 

significantly to what had been established with Model 3, so it was not pursued further. 
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Model 5 – adjustment as an antecedent variable 

Although it was established that adjustment did not act as an intervening variable in 

the manner anticipated, it did have an impact on outcomes, so another model was 

estimated by viewing adjustment as an antecedent to the outcome variables along 

with the other suggested variables. This model did not fit the data very well, but 

after the addition of extra links, as suggested by the modification indices, and the 

removal of all non-significant paths, the fit improved  (χ2=156.97 with 43 degrees of 

freedom and a χ2/df ratio of 3.65, RMR=0.06, GFI=0.95, AGFI=0.92, NFI=0.90, 

RFI=0.84, CFI=0.92, RMSEA=0.07 (p close=0.003), ECVI=0.42).  

This model still included variables that the former models had suggested should be 

removed, namely adjusting to locals and belief salience. Adjusting to locals had two 

significant, but small, links with achievement expectations (significant at the 0.01 

level) and work-related wellbeing (significant at the 0.05 level). It had a small 

impact on three outcome variables (a total standardised effect of 11% on 

achievement expectation, 10% on work-related wellbeing, and 5% on general 

wellbeing). It was decided, in view of its overall small impact to remove it from the 

model. The general adjustment variable ‘adjusting to systems’ explained 73% of  

‘adjusting to locals’, demonstrating that general adjustment is the largest driver 

behind the interpersonal adjustment variable, and providing another argument in 

favour of its removal. Goodness-of-fit measures were improved by its removal 

(χ2=152.32 with 35 degrees of freedom and a χ2/df ratio of 4.35, RMR=0.06, 

GFI=0.95, AGFI=0.91, NFI=0.87, RFI=0.80, CFI=0.90, RMSEA=0.08 (p 

close=0.00), ECVI=0.40).  

Similarly, in spite of the significance of the two paths between religious belief salience 

and work-related satisfaction (significant at the 0.01 level) and achievement 

expectations (significant at the 0.001 level) and its standardised total effects of 13% on 

achievement expectations and 11% on work-related satisfaction, religious belief salience 

was removed from the model, again improving the goodness-of-fit (χ2=107.39 with 27 

degrees of freedom and a χ2/df ratio of 3.98, RMR=0.05, GFI=0.96, AGFI=0.92, 

NFI=0.91, RFI=0.85, CFI=0.93, RMSEA=0.07 (p close=0.003), ECVI=0.30). The 

resulting model is shown in Figure 7.8. 
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Figure 7.8     Model 5 - path structure, adjustment as antecedent  

Cultural novelty can be seen to have had a smaller effect on outcomes than the other 

antecedents as only two small paths linked it to the outcome variables. It had no direct 

impact on performance but a small effect on work-related wellbeing (0.13, significant 

at the 0.005 level) and general satisfaction (0.12, significant at the 0.05 level). It had 

standardised total effects of 13% and 12% on those outcome variables respectively. 

Personal abilities also had small effects on the outcome variables, with three paths 

linking it to outcome variables (all significant at the 0.001 level). It had a small 

direct impact on performance (14%) and work-related wellbeing (15%). Personal 

abilities had no impact on general satisfaction, but had a 30% effect on work-related 

satisfaction, which was its largest effect on another variable in the model. As before, 

the impact of personal abilities on work-related wellbeing, and indirectly on general 

wellbeing, was negative, suggesting increased abilities in interpersonal interactions, 

understanding and communication with others may detract from work-related and 

general wellbeing. This agrees with previous suggestions that more sensitive and 

cross-culturally adept people may begin their expatriation period by experiencing 
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greater levels of personal distress than do those who are less interpersonally aware 

and sensitive (Ruben & Kealey 1979). 

The only direct link between the outcome variables was between work-related and 

general wellbeing, with work-related wellbeing explaining 52% of general 

wellbeing, hardly surprising in a work-dominated environment such as a university.  

Adjusting to systems had significant links with three of the outcome variables (general 

wellbeing, general satisfaction and work-related satisfaction) and also with cultural 

novelty. The standardised regression coefficient for the path linking these two 

antecedent variables was 0.36, suggesting that cultural novelty between their home 

and host countries made a great deal of difference to the adjustment of international 

students to the general environment, directly explaining 36% of adjustment. 

The impact of general adjustment on the outcome variables was that it explained 19% 

of general wellbeing, 33% of general satisfaction and 31% of work-related 

satisfaction. This indicates the importance of adjustment to their general environment 

on satisfaction and wellbeing outcomes in the lives of international students. 

Self-efficacy impacted on work-related outcomes, explaining 15% of work-related 

satisfaction, 17% of achievement expectations and 24% of work-related wellbeing, 

with an indirect effect of 12% on general wellbeing.  

As with Model 3, the largest effects were those of self-esteem, which explained 65% 

of self-efficacy and affected each of the outcome variables except work-related 

satisfaction, directly, explaining 34% of work-related wellbeing, 26% of general 

wellbeing, 44% of achievement expectations and 18% of general satisfaction. When 

indirect effects were added, self-esteem explained 10% of work-related satisfaction, 

49% of work-related wellbeing, 51% of general wellbeing and 54% of achievement 

expectations, with unchanged effects on general satisfaction and self-efficacy. 

Considering the small size of some of the paths, it was decided to remove those with 

low standardised regressions in order to clarify and simplify the model. (This model 

is labelled Model 5A and shown as Figure 7.9).  
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Figure 7.9     Model 5A - adjustment as antecedent, removing smaller links 

The links of 0.15 or lower were removed stepwise; this slightly worsened the fit 

measures, suggesting that, though numerically small, the removed links did have an 

important part to play in interactions between antecedents and outcomes. The fit 

measures for this model were: χ2=151.35 with 32 degrees of freedom and a χ2/df ratio 

of 4.74, RMR=0.06, GFI=0.95, AGFI=0.91, NFI=0.87, RFI=0.82, CFI=0.89, 

RMSEA=0.08 (p close=0.00), ECVI=0.37.  

The goodness-of-fit measures for each of the structural models estimated so as to assess 

the impact of the various latent constructs on each other have been summarised and 

shown in Table 7.2. This demonstrates that, with the exception of the poor-fitting initial 

model (Model 1) all the subsequent models have reasonable goodness-of-fit measures 

and could be relevant for use in further research. 
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Table 7.2     Goodness of fit measures – comparison of structural models 
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Model 1 924.4 44 21.00 0.11 0.75 0.62 0.26 0.08 0.26 0.19 0.00 1.79 

Model 2  74.66 37 2.02 0.04 0.98 0.96 0.95 0.92 0.97 0.04 0.77 0.25 

Model 3 74.45 17 4.38 0.04 0.97 0.92 0.93 0.85 0.94 0.08 0.005 0.24 

Model 4 61.01 20 3.05 0.03 0.98 0.95 0.94 0.89 0.96 0.06 0.13 0.21 

Model 5 107.4 27 3.98 0.05 0.96 0.92 0.91 0.85 0.93 0.07 0.003 0.30 

Model 5A 151.4 32 4.74 0.06 0.95 0.91 0.87 0.82 0.89 0.08 0.00 0.37 

The simplification of Model 5 enlarged the standardised regression coefficients of 6 

of the remaining 13 paths and reduced 2 others (the other 5 links remain unchanged). 

Cultural novelty now explained 37% of adjusting to systems and, indirectly through 

that, 12% and 14% respectively of work-related and general satisfaction, also 

explaining 7% of general wellbeing. Its direct effects on outcomes were lost by 

removal of the small links. Self-esteem, in this amended model, lost its small effect 

on work-related satisfaction, but all other standardised total effects were increased. It 

explained 65% of self-efficacy, as before, and in addition 50% of work-related 

wellbeing, 51% of general wellbeing, 55% of achievement expectations and 18% of 

general satisfaction, demonstrating even more clearly its overwhelming importance 

in the explanation of the outcomes. 

Two of the standardised total effects of self-efficacy were reduced by amending the 

model, with its total explanation of work-related wellbeing decreasing from 24% to 

21% and of general wellbeing decreasing from 12% to 11%. Interestingly, self-

efficacy now explained 19% of achievement expectations, an increase of 2%.  



Chapter Seven: Estimation of the Structural Model  142 

 

Personal abilities lost two of its paths to outcomes variables, and the one remaining 

increased in size so that personal abilities explained 31% of work-related satisfaction 

but had no effect on other outcomes. 

General adjustment (adjusting to systems) had improved influences on all three outcome 

variables with which it was connected, explaining 20% of general wellbeing, 32% of 

work-related satisfaction and 37% of general satisfaction. 

The extent to which antecedent variables explained the five outcome variables are 

summarised (from Model 5A) in Table 7.3.  

Table 7.3     Extent of total explanation of the outcome variables 

                          Variables having the measured effect on the outcomes 

 Self-esteem Self-efficacy Cultural 
novelty 

Adjusting to 
systems 

Personal 
abilities 

Work-related 
wellbeing 

Variables 
effected  

      

Self-efficacy 64.7%      

Adjusting to 
systems 

  36.7%    

Work-related 
wellbeing 

50.0% 20.6%     

General 
wellbeing 

51.3% 10.5% 7.1% 19.5%  50.7% 

Achievement 
expectations 

54.5% 18.7%     

Work-related 
satisfaction 

  11.9% 32.4% 30.6%  

General 
satisfaction 

18.3%  13.7% 37.4%   

It can be clearly seen from this tabulated summary of the results that self-esteem has 

enormous effects on the outcomes of the model, explaining all five outcomes to 

some extent, and four of the five at over the 50% level. Cultural novelty has effects 

on four outcomes, though only through adjustment as an intervening variable. 

Interestingly, it is the only antecedent variable, according to this model, to have 

adjustment as an intermediate stage between antecedents and outcomes, very like 

what was found in an earlier model (Model 2). Adjustment itself explains over 30% 

of both aspects of satisfaction for international students and almost 20% of their 

general wellbeing. This makes good sense, as it can hardly be supposed that students 
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would feel satisfied in their work or general life if they were still battling with 

homesickness and the feelings of disorientation that accompany the pre-adjustment 

stage of beginning a new life in a new country. 

Conclusion 

As a result of working through the originally suggested model and several 

alternative models, it was clear that adjustment, either in general or in people-

specific ways, was not a mediator between antecedent and outcome variables in the 

way that was originally thought, but that it was important to the outcomes of 

international experience for international students. Balancing the different models, it 

seems that the more appropriate view of international students and their life 

experiences is that outcomes are wider than performance, with aspects of 

satisfaction and wellbeing also being vital. The factors contributing to ‘successful’ 

outcomes in these varied ways are complex, with even the variables removed from 

the structural model in order to simplify it having a significant, though small, part to 

play in the creation of a happy and successful international student experience. 

Chapters 4, 5, 6 and 7 have discussed the various stages of the data analysis and 

outlined the findings, drawing some conclusions and making some inferences as the 

analysis progressed. The present chapter, which tested the suggested model, 

confirmed that some of the original hypotheses were not supported and alternative 

models were explored. The next chapter discusses the implications of the findings, 

examines the major contributing factors that provide a good experience for 

international students and makes recommendations for action and for future 

research. 
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Chapter 8    Interpretation, discussion, summary, 

recommendations 

Overview of the chapter 

The present chapter summarises the study’s findings, considers their relevance and 

implications and makes recommendations based on them. It also discusses some 

limitations of the present study, ways in which it has extended previous research, 

and potential avenues for further research. After a brief review of the study, the 

hypotheses discussed in detail in chapters one and three are addressed, examining 

the extent to which they were supported by the results. Following this, variables 

having an impact on the adjustment and success of international students are 

outlined. The implications of the findings as a whole are then discussed, both with 

respect to related theory and to their practical application. Recommendations are 

made to international students themselves, the people who teach them during their 

course of study and the university administration responsible for their recruitment, 

orientation and ongoing care.  

Introduction to the chapter  

The present study considered international students during their university education, 

attempting to find linkages between several possible influences on their adjustment, 

the extent of the adjustment itself and levels of success, satisfaction and wellbeing in 

their international experience. The model tested was developed from a study of 

relevant prior research and was examined using data obtained from survey responses 

of over 500 international students. As a result of some initial findings, revised models 

were suggested and examined. 

Over 1400 students took part in the survey, from which the responses obtained from 

the 542 international students were used in the study. They were studying at Curtin 

University of Technology and were predominantly undergraduates in the early 

stages of their university study life. In order to gain a picture of factors contributing 

to success, they were asked questions about a variety of topics, grouped in the model 
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as antecedents to adjustment, adjustment itself (considered from both a general and a 

specifically study-related perspective) and outcomes of that adjustment. The 

‘antecedent’ constructs included students’ role ambiguity and role conflict in their 

new working (study) life and expectations of living and working in Perth and their 

responses to the extent of match between their expectations and the reality they 

encountered. They were also asked about the cultural distance between their home 

environment and the new one and about the salience of their religious beliefs in their 

everyday life. On a personal front, they were asked about their self-concept 

(specifically self-esteem and self-efficacy) and their own abilities in communication, 

interpersonal relationships and stress management. 

Their adjustment to the new cultural environment was measured using a well-

validated expatriate adjustment measure and adjustment to the study-related situation 

was measured through an original scale created within the study. 

On the ‘outcomes’ side of the model, respondents were asked about their academic 

performance and achievement expectations, about their life satisfaction, both in the 

study-related environment and in their general life, and about their personal 

psychological wellbeing within the study environment and in general. 

Amendment of the model 

At the beginning of the study it was recognised that the number of constructs included 

in the model was large and would become unwieldy in estimating a structural model, 

but since prior research supported their use, it was decided to assess the extent of 

influence of each in order to arrive at a more parsimonious model by the elimination 

of the constructs that appeared not to work well for this group of student respondents.  

Some constructs were progressively removed from the model during the early stages 

of examination of the measurement model, until the original 16-construct model was 

reduced to one with 10 constructs (one of which had two factors). This was the 

model examined as the initial structural model in the final stage of analysis. 
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Work roles and related hypotheses 

A confirmatory factor analysis of work roles (measured as role conflict and role 

ambiguity) as determined in earlier research did not produce the anticipated factors. 

This was unexpected in view of the strong connection established between work roles 

and job-related adjustment and success in an international context. It had been 

assumed that ‘work’ for expatriate employees would equate with ‘study’ for 

international students, perhaps because this is the view the researcher tries to foster 

with her own students. Apparently, at least for this group of respondents, that 

conceptual connection had not been made. This may be because the majority of the 

students were young (17 to 29 year old) undergraduates in the early stages of their 

tertiary education. On the other hand, it may be that the students did not view study as 

employment-type work, so parallels were not seen. Their relative inexperience of 

tertiary education may also have played a part in this. The students may have had 

insufficient understanding of their new roles to enable them to recognise their 

ambiguity and conflict. Asking the same questions later in their study career may have 

produced different outcomes.  

Consequently, whatever the cause, and this is only subject to conjecture, measures of 

work roles were excluded from subsequent analysis. It seems that further research is 

needed into the perception students have of their study lives and the extent to which 

study is viewed as work. Perhaps the wording of items used to measure the construct 

needs to be amended so as to appear more immediately relevant, giving a clearer 

picture of role conflict and role ambiguity within a study-related context. Thus, the 

current project failed to show that international students can be equated with 

expatriates in this area of their lives and the group of hypotheses relating to work 

roles and adjustment, performance, satisfaction and wellbeing were not tested. The 

following hypotheses, which were outlined earlier, were not examined. 

H1 As role ambiguity increases, work-related adjustment decreases.  

H2 As role conflict increases, work-related adjustment decreases. 

H3 As role ambiguity increases, academic performance decreases. 

H4 As role conflict increases, academic performance decreases. 

H5 As role ambiguity increases, work-related satisfaction decreases. 
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H6 As role ambiguity increases, work-related wellbeing decreases. 

H7 As role conflict increases, work-related satisfaction decreases. 

H8 As role conflict increases, work-related wellbeing decreases. 

Expectations and related hypotheses 

Another area removed after exploratory and confirmatory factor analyses proved 

inconclusive was the construct measuring prior expectations about life in a new 

country and the level to which they were met in reality. This construct had a second 

part, using exactly the same items to measure emotional responses to the extent of 

the mismatch between expectations and reality. Perhaps surprisingly, the second 

section produced a better factor structure than the first.  

Again, this was an unexpected result in view of the strong connection found in earlier 

research between accurate expectations and levels of adjustment and success in 

international assignments. Reasons for this in the current context can only be guessed at 

and tentative inferences made from other parts of the survey. One connection made was 

by considering responses to items asking about students’ prior knowledge about 

Australia and about Curtin University (shown in Table 4.1). The mean responses on 

these items were below the midpoint, showing that, in general, students did not know a 

great deal about the new environment they were to enter at the beginning of their study 

life in Australia. Similar results were found for the items asking about the extent to 

which students thought about coming to Australia to study, prepared themselves for the 

new life, and the time they had in which to prepare. Only the item concerned with actual 

preparation had a mean response above the midpoint of the scale and this was only 

marginally above that point. This showed, on average, a disturbing lack of prior 

consideration and preparation before entering into a long course of study in an 

unfamiliar overseas location. 

There was, however, on all these items, a large range of responses, showing that some 

students were very knowledgeable, had given a great deal of thought to the changes 

and were very well-prepared, while others seemed very casual about the experience, 

had thought very little about it and knew very little about their new country or the 

university. The link between these findings and the poor results on the measures 
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concerning expectations is clear. It would be difficult for the students to have accurate 

expectations about situations that they had not considered greatly beforehand. 

Expectations they did have would be likely to be based on stereotyped impressions or 

public media exposure, as several of the students interviewed in the qualitative phase 

of the study reported. One student interviewed said she felt preparation for an overseas 

experience was not a good idea as it was much better just to go and to learn about the 

situation by experience. She said needed skills could not be taught, but had to be 

experienced and learned first-hand. On the other hand, she also said that during her 

first semester in Australia she cried all the time, giving rise to conjecture that better 

preparation might have made her adjustment easier and less painful. 

The removal of the expectations section from the model meant that the hypotheses 

concerned with relationships between accurate expectations, or personal responses to 

the fulfilment of those expectations, and adjustment, satisfaction and wellbeing 

could not be verified and the following hypotheses were not examined. 

H19 As accuracy of expectations increases, adjustment increases. 

H20 As response to the meeting of expectations increases, adjustment 

increases. 

H21 As accuracy of general expectations increases, general satisfaction 

increases. 

H22 As accuracy of work-related expectations increases, work-related 

satisfaction increases. 

H23 As response to the meeting of general expectations increases, general 

psychological wellbeing increases. 

H24 As response to the meeting of work-related expectations increases,  

work-related psychological wellbeing increases. 

Performance measures 

One of the measures of performance was also removed after exploratory factor 

analysis failed to establish a defined structure. This was the self-reported 

performance scale. Many of the students (39%) were new to the university and had 

not completed their first semester, so were not in a position to comment on their 
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academic results. Over 70% of the respondents had completed less than three 

semesters, and perhaps felt unable to comment on rankings within classes because a 

discrete group of students would have been encountered with each class. As 

mentioned earlier, it had been hoped to rerun the questionnaire after the end of the 

first semester, so as to make meaningful comparisons between responses as each 

individual student moved through the adjustment process, but this proved impossible 

for many reasons.  

The achievement expectations scale was retained for estimation of the structural 

model, and gave a view of academic achievement, due to the well-established strong 

correlation between achievement expectations and performance (Cubeta, Travers & 

Sheckley 1999; Wilhite & D'Onofrio 1993; Trawick 1992). 

Academic adjustment and related hypotheses 

The work-related (academic) adjustment scale was also removed before the estimation 

of the structural model, but not because of a failure to achieve a valid factor structure, 

since it had a clear and well-fitting factor structure, suggesting it would be a useful 

avenue for further research. It was removed for reasons of parsimony. The original 

intention of the study was to demonstrate the extent to which international students are 

similar to expatriate employees and, on consideration, inclusion of this measure might 

confound the picture regarding adjustment. This meant that hypotheses directly 

concerned with work-related (academic) adjustment could not be examined and the 

following hypotheses were not examined. 

H10 As self-esteem increases, work-related (academic) adjustment increases. 

H13 As self-efficacy increases, work-related (academic) adjustment increases. 

H27 As personal abilities increase, work-related adjustment increases. 

H34 Students who are better adjusted in university (work) related areas will be 

more satisfied with university related factors.  

H37 Students who are better adjusted in university (work) related areas will 

have higher work-related wellbeing. 
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The operational hypotheses 

Turning to the extent to which the operational hypotheses detailed in Chapter 3 were 

confirmed or not supported in the current study, the listed hypotheses are discussed 

in the order they were delineated in Chapter 3; that is, in the order of the model 

(antecedents, adjustment and outcomes). 

Antecedent variables 

Work roles 

The first variables on the antecedent side of the model concerned work roles and 

these were removed before the structural model was run, as explained earlier, 

making it impossible to verify the hypotheses related to work roles in the 

international student context for this group of respondents. 

Self-concept 

Self-concept, measured in this study by self-esteem and self-efficacy, had an 

important role in the final analyses and the largest impact on the outcome variables. 

The hypothesised links between self-concept and adjustment were removed from 

later stages of the structural model (shown as Models 2 to 5) because their 

magnitude was very small and they were not significant. Thus the hypotheses 

concerned with relationships between self-concept and adjustment were not 

supported by the results of this study. 

H9 As self-esteem increases, general adjustment increases. 

H11 As self-esteem increases, interaction adjustment increases. 

H12 As self-efficacy increases, general adjustment increases. 

H14 As self-efficacy increases, interaction adjustment increases. 

Consideration of the links between these two aspects of self-concept and the 

outcome variables showed a marked relationship between self-concept and 

wellbeing, satisfaction and performance (as measured by achievement expectations). 

Self-efficacy had a marked impact on work-related satisfaction, but its impact on 



Chapter Eight: Interpretation, Discussion, Summary and Recommendations 151 

 

general life satisfaction was not significant, suggesting that Hypothesis 16, shown 

below, was not supported by these data.  

H16 As self-efficacy increases, general life satisfaction increases. 

The other hypotheses concerned with self-concept and shown below were well 

supported by the data. 

H15  As self-esteem increases, general life satisfaction increases. 

H17 As self-esteem increases, academic performance increases. 

H18 As self-efficacy increases, academic performance increases. 

Expectations 

The hypotheses concerned with expectations and responses to expectations could not 

be verified as they were removed in earlier stages of the analysis, as detailed earlier. 

Personal abilities 

In the earlier stages of the analysis, items contained in the measures for personal 

abilities were brought together into a composite variable, so the separate aspects of 

personal abilities (interpersonal, communication and stress-management abilities) 

could not be examined. Strong links were found between the composite ‘personal 

abilities’ variable and both aspects of adjustment remaining in the model. Thus 

Hypotheses 25 and 26, shown below, were supported. Hypothesis 27, as previously 

mentioned, could not be verified due to the removal of ‘work-related adjustment’. 

H25 As personal abilities increase, general adjustment increases. 

H26 As personal abilities increase, interaction adjustment increases. 

Religious belief salience 

The salience of religious beliefs was found to have a significant impact on the 

general aspects of adjustment and, indirectly through that construct, to general and 

work-related wellbeing, supporting Hypothesis 28, shown below.  

H28 As religious belief salience increases, adjustment increases.  
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However, by the time the direct links between antecedent and outcome variables 

were quantified in the model, the ‘belief salience’ construct had been removed, so 

the direct link between it and general wellbeing was not measured. Thus there was 

partial support for Hypothesis 29, shown below. 

H29 As religious belief salience increases, general wellbeing increases. 

Cultural novelty 

As was noted in the literature review, there have been conflicting results about the 

effects of cultural novelty on the adjustment of expatriates. It seems intuitively right that 

greater differences between home and new cultures would create greater difficulties in 

adjusting because so much more would be unfamiliar, but there has been some evidence 

to suggest novelty itself helps people to adjust. The intuitive relationship was supported 

in the present study, with students from countries with greater cultural similarity (or 

lesser cultural novelty) adjusting better in both the general and interactive aspects of 

adjustment. Thus the hypothesised relationship between cultural novelty and 

adjustment, shown below, was supported by the present data.  

H30 As cultural novelty increases, adjustment decreases. 

Adjustment and outcome variables 

Work-related adjustment (academic adjustment) 

Hypotheses involving work-related (academic) adjustment were not examined 

because the construct measuring work-related adjustment was removed in the earlier 

stages of analysis to simplify the model, as mentioned earlier.  

Interaction adjustment 

‘Adjusting to locals’ (the interaction adjustment aspect) did not have a significant 

effect on any of the outcome variables. Consequently, Hypotheses 36 and 39, shown 

below, were not supported.  

H36 As interaction adjustment increases, general satisfaction increases. 
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H39 Students whose interaction adjustment is better will have higher  

general wellbeing. 

General adjustment 

All other hypotheses relating to the relationships between aspects of adjustment and 

the outcome variables and shown below were supported in the present study. 

H31 Better adjusted students perform better academically. 

H32 Better adjusted students are more satisfied. 

H33 Better adjusted students have better wellbeing. 

H35 Students who are generally better adjusted will be generally more satisfied. 

H38 Students who are generally better adjusted will have higher general 

wellbeing. 

A summary of the hypotheses is provided in Table 8.1, showing the extent to which 

the various hypotheses were supported in the current study. The summary shows that 

13 of the 39 hypotheses were supported (one partially), 7 were not supported and 19 

could not be examined because constructs were removed in earlier stages of the 

analysis. 
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Table 8.1     Summary of the hypotheses 

Hypotheses that could not be examined 

1 As role ambiguity increases, work-related adjustment decreases 
2 As role conflict increases, work-related adjustment decreases 
3 As role ambiguity increases, academic performance decreases 
4 As role conflict increases, academic performance decreases 
5 As role ambiguity increases, work-related satisfaction decreases 
6 As role ambiguity increases, work-related wellbeing decreases 
7 As role conflict increases, work-related satisfaction decreases 
8 As role conflict increases, work-related wellbeing decreases 

10 As self-esteem increases, work-related (academic) adjustment increases 
13 As self-efficacy increases, work-related (academic) adjustment increases 
19 As accuracy of expectations increases, adjustment increases 
20 As response to the meeting of expectations increases, adjustment increases 
21 As accuracy of general expectations increases, general satisfaction increases 
22 As accuracy of work-related expectations increases, work-related satisfaction increases 
23 As response to the meeting of general expectations increases, general wellbeing increases 
24 As response to the meeting of work-related expectations increases, work-related wellbeing 

increases 
27 As personal abilities increase, work-related (academic) adjustment increases 
34 Students who are better adjusted in university (work) related areas will be more satisfied  

with university related factors 
37 Students who are better adjusted in university (work) related areas will have higher  

work-related wellbeing  

Hypotheses that were not supported by these data 

9 As self-esteem increases, general adjustment increases 
11 As self-esteem increases, interaction adjustment increases 
12 As self-efficacy increases, general adjustment increases 
14 As self-efficacy increases, interaction adjustment increases 
16 As self-efficacy increases, general life satisfaction increases 
36 As interaction adjustment increases, general satisfaction increases 
39 Students whose interaction adjustment is better will have higher general wellbeing 

Hypotheses that were supported by these data 

15 As self-esteem increases, general life satisfaction increases 
17 As self-esteem increases, academic performance increases 
18 As self-efficacy increases, academic performance increases 
25 As personal abilities increase, general adjustment increases 
26 As personal abilities increase, interaction adjustment increases 
28 As religious belief salience increases, adjustment increases 
29 As religious belief salience increases, general wellbeing increases (partially supported) 
30 As cultural novelty increases, adjustment decreases 
31 Better adjusted students perform better academically 
32 Better adjusted students are more satisfied 
33 Better adjusted students have better wellbeing 
35 Students who are generally better adjusted will be generally more satisfied 
38 Students who are generally better adjusted will have higher general wellbeing 
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Students as expatriates 

The original premise of the present study, as stated in Chapter 1, was that the 

adjustment of international students to their new environment would have a 

measurable impact on their success as students, with better adjustment leading to 

better outcomes. This was explored from the following conceptual assumptions: 

 It is justifiable to consider international students as expatriates. 

 The expatriate literature can be applied to international students. 

 Successful adjustment positively influences student outcomes. 

It can be seen that each of these assumptions was supported by the findings of the 

current study. 

The generalised hypotheses from the major premise were: 

 The adjustment process of international students to their work and general life 

in a new country closely resembles that of other expatriates.  

 Many factors in the individual and in the working (student) life contribute to 

an international student’s adjustment, including: 

 Self-concept, as measured by self-esteem and self-efficacy; 

 Abilities in managing stress, communication and interpersonal relationships; 

 Accuracy of expectations held by the individual student; 

 Role ambiguity and role conflict experienced; 

 The ‘cultural novelty’ between the home country and the host country;  

 The influence of the religious beliefs of individual international students.  

 Successful adjustment of international students will positively influence: 

 Their general life satisfaction; 

 Their work-related life satisfaction; 

 Their general wellbeing; 

 Their work-related wellbeing; 

 Their academic performance as students. 

The results concerned with the matching of international students with employees 

working as expatriates was mixed. While there are many common elements and results 

were similar to ‘expatriate’ research results in areas such as self-concept, personal 

abilities, cultural novelty and the expected outcomes in the lives of the individuals, two 
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concepts very strongly present in the expatriate literature (work roles and accuracy of 

expectations) could not be examined as their measurement properties were not 

acceptable in the present student sample. In addition, it was found that adjustment did 

not directly influence academic performance or work-related wellbeing, although it did 

impact significantly on each of the other three outcomes. 

It has been suggested earlier that students (at least those surveyed in this study) did 

not appear to have a perception of their work-related student roles in a manner 

resembling that of employees’ views of their work roles. This was not a fruitful 

avenue of research and suggests one of two things: either students and employees 

are too different in outlook to be usefully compared, or a scale more accurately 

reflective of students’ perceptions of their “work roles” needs to be developed. It 

seems unlikely that the work roles of students would not have an impact on their 

adjustment and outcomes and this is a potential research area for the future. 

The preliminary review of the data collected from the students revealed that their 

levels of expectation, on average, about Australia, Perth and their prospective 

university were very sketchy, and questions about their expectations and response to 

their new environment did not have acceptable measurement properties. Perhaps it 

could be said that where there were no definite expectations, there were none to be 

disappointed, and hence student adjustment may have been helped (or at least not 

hindered) by this situation. However, this was not measured, so it is only subject to 

conjecture. On the other hand, having few accurate expectations could have rendered 

the entire adjustment situation more fraught with difficulty, pain and culture shock, 

because there could be no preparation, physical, emotional or cognitive, for the 

changes encountered. From knowledge of the situation and feelings of international 

students, based on experience of them and from the qualitative interviews included 

in this research, the latter explanation seems to be the more plausible. However, 

further research is needed to explore comparisons between students with the 

opportunity to develop more accurate expectations of their new life and all its 

challenges with those with little or no prior knowledge. Preferably, their 

expectations about life in their new host country should be explored before leaving 

their home county, as retrospective views on their expectations are likely to be 
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different from those actually experienced prior to departure from their home (Rogers 

& Ward 1993). 

The other major difference noted from present results and others in the expatriate 

area is in the impact of interpersonal adjustment on the outcomes. In expatriate 

research this has been important to the whole process but, in the present study, it 

seemed to be of less importance than general adjustment to the new and different 

local environment, although, as shown in Model 2, it did have a pronounced effect 

upon general adjustment. It was suggested that this might be because most of the 

students were relatively new and were perhaps focusing almost exclusively on 

getting used to their new study environment and not spending much time, energy or 

consideration in getting used to the local people. This echoes Smart’s and Burns’ 

research (Smart, Volet & Ang 2000; Burns 1990) that showed international students 

tended not to mix very much with locals and returned home without appreciating the 

opportunities for interaction and cultural appreciation that their international study 

might have given them. 

In other ways, the present findings were similar to others in the ‘expatriate’ area, and 

it can be seen that an expatriate adjustment model was an appropriate and useful 

point of departure in identifying similarities and differences between international 

students living and studying in a foreign environment and employees living and 

working overseas. Thus, the expatriate literature can, with some reservations, be 

applied to international students, and in very many, but not all, ways, international 

students can be considered as expatriates. The model posited for expatriate 

employees did not work in the same way for the present sample of students as, while 

the same variables are important, they related differently. 

The constructs chosen to measure the antecedents, adjustment and outcomes of 

international student adjustment were valid and showed there were common links 

between students and expatriate workers. The interactions between the constructs 

were somewhat different in the case of international students, with adjustment not 

acting as a mediator but assuming an antecedent role. In common with the research 

on expatriate adjustment, the present study demonstrated the complexity of the 
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interactions of a whole range of factors, with even those making a small difference, 

such as salience of religious beliefs and adjustment to local people, being significant. 

Having summarised the relationships between the original hypotheses and premises 

of the study and the results, the chapter discusses the relative importance of the 

various constructs, beginning with those with the smallest, yet significant, impact on 

particular outcomes. These have been grouped in the following sections into 

discussions on minor contributors, adjustment and major contributors. 

Minor contributors 

Beliefs 

The salience of religious beliefs in the lives of international students had a small but 

significant impact, which led to its eventual removal in the later stages of the 

analysis in order to simplify already complex models. Nevertheless, judging from 

the range of responses, it would appear that, for some students, beliefs play a large 

role in their adjustment and outcomes, while, for others, they are irrelevant. This 

correlates with prior research on this issue. For instance, while Klineberg and Hull 

(1979) found the construct to be unimportant and Mamman suggested more research 

was needed (Mamman & Richards 1996; Mamman 1996; 1995a; 1995b; 1995c), 

others found it was very important (Burns 1990; Pruitt 1978; Bochner & Wicks 

1972). Observations of international students in a university setting have indicated 

that those with a strong belief system gravitate towards others with the same beliefs, 

and their adjustment and life outcomes are greatly helped by this, agreeing with 

earlier findings (Pruitt 1978). For instance, international student Christian groups 

within the university are, interestingly, considerably stronger than local Christian 

groups, and provide not only spiritual but also social support to their members. It is 

notable that, although matters of faith would suggest that such groups would be 

multicultural, the national identity of the groups assumes a great importance in this 

context, supporting the idea that such religious groups also play a role of cross-

cultural support in adjustment and the reduction of culture shock by giving students 

a group of likeminded compatriots with whom to interact.  
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Of the students interviewed, only one made mention of the difficulties associated 

with ease of practice of her religious beliefs and having a feeling of not being 

understood with respect to the worship rituals of her faith. It seemed to make her feel 

there was more of a distance between herself and the other students with whom she 

was sharing accommodation. Others mentioned not getting along with Australian 

students well because of drinking habits and attitudes to work and leisure 

occupations, which, for some, reflected religious belief practices.  

As was noted in Model 5, beliefs explained 13% of achievement expectations, so it 

appears salience of religious beliefs does have an impact on student performance and a 

lesser one (11%) on work-related satisfaction. This agrees with Blaine, Trivedi and 

Eshleman’s (1998) research that found belief salience increased life satisfaction and 

decreased anxiety and depression, which are obviously related concepts. Although the 

construct was removed from the final versions of the model, a consideration of the 

impact of beliefs on students’ life, adjustment and work-related and social outcomes is 

worthy of note, and suggests a useful area for future research. 

Abilities 

The ‘abilities’ variable in the model tested in the present study asked about abilities in 

establishing and maintaining good personal relationships, working well with others, 

understanding and empathising with others, understanding others’ points of view and 

communicating well, as well as being able to deal with different communication styles 

and manage misunderstandings. The construct had its major effect on students’ 

work-related satisfaction, explaining just over 30% of that outcome variable in the 

last model estimated. It had smaller effects on the two aspects of wellbeing that, 

while significant, were removed in the latter stages of the analysis because of their 

small size. It is interesting that abilities in such interpersonal areas would have so 

large an effect on work-related satisfaction. It would seem more likely that academic 

abilities would play this part. However, when studying topics in social sciences, 

health sciences or business, as many of the students surveyed did, interaction and 

communication with others in a classroom environment play a large role in the 

successful achievement of study-related outcomes, so this is perhaps not so 

surprising as it seems at first glance. All the students interviewed in the qualitative 



Chapter Eight: Interpretation, Discussion, Summary and Recommendations 160 

 

phase placed great emphasis on how well they interacted with others, feeling that 

this was a major contributor to their happiness and also to their success in their 

studies. As one student interviewed said: 

For my friends they have found, who came from overseas, that what makes them 
a good candidate for studying and fitting in well was that they have to be prepared 
to mix around . . . those people who failed to work well as an international student 
didn’t associate themselves at all with Australians. 

Another correlated how well she performed in a particular subject with her own 

feeling of being comfortable in the class, saying “when I feel comfortable and am 

interested in the area I get high marks,” a comment relating to her interaction with the 

lecturer and other students. Yet another recalled how important it was to make the 

effort to communicate with others at an early stage of the semester, especially as 

classroom participation was such an unknown experience for her, by saying:  

Back home . . . whatever the teacher said, that is right and we wrote it down, 
and we never had participation and all that. So when I came here I found it 
very challenging . . . If I don’t talk in the first class I can never talk throughout 
the class . . . if in the first or second class I talk, then I can feel comfortable 
that I have already talked there – so it’s not a great deal. 

Novelty 

Cultural novelty was the only antecedent construct found to have a consistent effect on 

both aspects of adjustment. Even in the final structural models, where adjustment was an 

antecedent variable, the strong link between cultural novelty and general adjustment 

remained. The findings strongly supported, in common with much of the reviewed 

literature, the intuitively logical premise that greater cultural distance implies greater 

adjustment difficulty. The international students surveyed had greater difficulty in 

adjusting when they perceived the differences between their home culture and that of 

Western Australia were very different.  

Strategies to try to make adjustment easier for such international students cannot 

alter the cultural distance between their home and host country, but increased prior 

knowledge might assist in preparing students for the cultural gap to be experienced 

in coming to Australia. In the qualitative interviews it was noticeable that many of 

the differences in culture that students found hard to adjust to were what might seem 

to be minor general living issues that a little more prior knowledge and preparation 
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could have helped make less distressing. These included the surprise experienced by 

many students at public transport being much less frequent than in, for instance, 

Singapore, and the need, when living in Perth, to schedule travel according to a local 

transport timetable. Other main differences were the weather, more limited shopping 

hours than they were accustomed to in their home country, and the relative quietness 

of Perth streets in the evenings. Such differences as these would be easy to learn 

about before venturing to Perth, though their emotional impact on day-to-day living 

would still need to be managed.  

While studying overseas is often undertaken, at least partly, in order to experience a 

new and different way of life, and the excitement of the differences are some of the 

most interesting and rewarding aspects of international study, ways of reducing the 

debilitating effects of cultural distance between the home and host countries need to 

be considered in order that international students are not unduly hindered by the 

strangeness they encounter and can focus their attention and energies on getting the 

most out of their experience.  

Good information for students before arriving in Perth is a vital necessity. Brochures 

and recommended reading about the country, its history, habits, mores and peoples 

are commonly suggested, but, listening to the accounts given by the students 

interviewed about the sorts of difficulties they encountered, it would seem that few 

availed themselves of the opportunity of prior learning; perhaps because the time 

between acceptance into a course and the actual journey was too limited to make this 

a priority. A short video showing the university, a little of the locality and enacting 

some of the problems of a new international student might be a more readily 

assimilated form of learning experience and might help to acclimatise students to 

some of the differences they may not have considered.  

Another form of help with becoming accustomed to the cultural differences would 

be more experienced student mentors, from the same source country, who could 

assist new students in the preparation for and initial stages of their new life. Several 

students interviewed mentioned this, either as having been extremely useful to them 

in their early days in the country, or as having been something they wished they had 

experienced. Several had contacted students who had studied previously in Perth to 
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ask about the general living issues of coming to a new country, such as climate, 

clothing and food. As one student said: 

When I came here the first time I didn’t even know what kind of clothes I had 
to put on, clothing, also food and other social things. Then I asked . . . she 
graduated from Curtin, and she told me about clothing and how to prepare for 
studying – that was helpful for me, someone who had been in this area. 

Others had friends who had started the course earlier than they had and acted as 

guides and advisors about general living. It seemed from talking to them that they 

found it much easier to learn about life in Australia by being shown than by reading. 

One student spoke of the extensive information he had gathered before coming to 

Perth, but he was still dependent on friends from home to ‘show him the ropes’ and 

familiarise him with local idiosyncrasies: 

One friend . . . he’s been here for a year . . . he knew Perth and how it’s run. 
He knew what one should do, what one shouldn’t do, what precautions to take, 
what precautions one need not take, what to eat – what you can eat, what you 
can’t eat . . . availability of certain foods which are a necessity to me but might 
not be a necessity to Australians. 

This suggests that however comprehensive the written information sent out to 

students in advance of their journey to Australia, many will still find it preferable to 

have someone show them how to get about and guide them with the newness of 

things, at least in the initial stages. When considering that loneliness and 

homesickness are common in the first stages, this is not surprising. Another student 

suggested this would help new international students:  

The first time when you reach a new country you are more vulnerable. I think 
that period is very important. If you have a friend along, at that time, I will 
suppose if I am an expatriate and go to some different place, a person has to be 
there for me, for that first period to accompany me or something. (Someone 
from your own country) would be more helpful, but if there is no people 
around, but someone else is there, to be by you, to help you, to show you. I 
think that’s very important. 

Adjustment 
Model 1, which is shown in Figure 7.4, suggested that general adjustment (adjusting 

to systems) had a marked effect on each of the outcome variables, although the 

interpersonal aspect of adjustment had no such significant effects. Kim and Sedlacek 

(1995) also found social interaction with locals was unrelated to academic 
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achievement, which suggests it may be common for students to see their study-

related lives as separate from their social lives and interactions with local people. 

Comparing the strength of the relationships between the antecedent constructs and 

general adjustment with those between general adjustment and outcomes it seems 

adjustment had an impact in and of itself, rather than as a mediator between the 

antecedents and the outcomes as had been suggested in prior expatriate research.  

In moving from Model 1 to Model 2, it was noticeable that the effects of the 

antecedent variables were much stronger when linked directly to outcomes, bypassing 

the adjustment variables. Only cultural novelty retained its links directly with 

adjustment. An unexpected result of the estimation of the various models was that 

good-fitting models were obtained when adjustment was omitted, as in Models 3 and 

4, but these seemed unsatisfying when the extent of the influence of general 

adjustment on the outcome variables (as seen in Models 1 and 2) was considered. This 

was part of the reason for estimating Model 5, which included adjustment as an 

antecedent variable. The other part of this reasoning was, as noted earlier, that Models 

1 and 2 indicated that the strength of the links from general adjustment to outcomes 

were greater than those from the antecedent variables to adjustment, suggesting 

adjustment itself, independent of other constructs influencing it, had important impacts 

on the ‘outcome’ variables included in the study.  

Model 5, shown as Figure 7.8 (and Model 5A in Figure 7.9), suggested that this 

reasoning was justified and that general adjustment was an antecedent to successful 

student outcomes, being affected itself by the cultural novelty of the new country. Its 

effects on student satisfaction were particularly striking, showing that adjustment 

explained about a third of both aspects of satisfaction. Evidently, students’ 

satisfaction with their general experience in their new country (general satisfaction) 

and with their studies (work-related satisfaction) is influenced by the adjustment 

they reach to their new environment. 

Here is a very striking difference between the results of this study and those on which 

it was based that were taken from the expatriate literature. While expatriate 

researchers explored various outcomes of adjustment, they consistently placed 

adjustment as an intermediate stage between antecedents and outcomes. The current 
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findings suggest that only cultural novelty is an antecedent to adjustment, with the 

other constructs having direct effects on outcomes. Perhaps the methodology used in 

the study tested these relationships more comprehensively than was the case in some 

prior studies and it would be interesting to re-analyse expatriate data using structural 

equation modelling procedures. 

Since adjustment seems to be a driver for at least some of the outcomes, rather than, as 

expected, an intervening variable, it is important that students are helped to adjust 

easily and quickly to the general areas of their new environment in order to improve 

their outcomes and the quality of their student experience. Contrary to expectations, 

adjustment had no direct effect upon achievement expectations, except in the original 

structural model (Model 1). 

Major contributors  
In comparing the various structural models (Models 2 to 5, which are shown in 

Figures 7.5 to 7.9), it was noticeable that the constructs of most importance were 

self-esteem and self-efficacy, with self-esteem being the major driver. It was 

interesting in the process of refining the model to note that constructs removed for 

lack of a strong factor structure were concerned with ‘situational’ aspects of the 

students’ lives (i.e. role ambiguity, role conflict, expectations and their responses, 

performance), while those remaining were, for the most part, personal aspects of 

their lives (i.e. self-esteem, self-efficacy, personal abilities, salience of beliefs). The 

only exception was cultural novelty, which, consistent with prior research, had a 

strong impact on adjustment.  

Self-esteem and self-efficacy 

It will be recalled from the review of relevant literature that there is considerable 

support for the importance of self-concept (including both self-esteem and self-

efficacy) to academic achievement (e.g. Cubeta, Travers & Sheckley 1999; Lau et al. 

1999; Wida 1997; Anazonwu 1995; Wilhite & D'Onofrio 1993; Wilhite 1992; Marsh 

1990; Kelly & Jordan 1990; Sedlacek & Adams-Gaston 1989; Freeberg, Rock & 

Pollack 1989). This study found it to be the major driver in explaining outcomes, 

only one of which related, per se, to academic achievement. Self-esteem explained 



Chapter Eight: Interpretation, Discussion, Summary and Recommendations 165 

 

more than half of performance, as measured by achievement expectations, and self-

efficacy explained almost a fifth of performance. 

It appears that new international students’ self-esteem of is of great significance in 

determining their wellbeing, satisfaction and academic performance. It also influences 

self-efficacy, which 0has a substantial impact on outcomes. Interestingly, adjustment 

was not directly influenced by self-esteem or self-efficacy, contrasting with Anderzen 

and Arnetz’s (1999) research that found high self-esteem, a strong sense of coherence 

and good social support were significant predictors of adjustment and Harrison, 

Chadwick and Scales’ (1996) research that found high self-esteem led to better 

adjustment. In the current study, the effects of self-esteem and self-efficacy seemed to 

bypass adjustment and influence the various outcomes directly. 

The four-item construct used to measure self-esteem was reduced from the original 

three-factor structure suggested by Bagozzi and Heatherton (1994) that measured 

performance, social and appearance self-esteem. Two of the items (“I feel that I have 

less academic ability than others” and “I feel like I am not doing well”) related to 

performance self-esteem, one (“I feel unattractive”) related to appearance self-esteem, 

and the other (“I am worried about looking foolish”) was originally designated a social 

self-esteem item but might, in this context, also relate to performance. 

Three of the items measuring self-efficacy were concerned with “giving up” (“I give 

up easily” and “I give up on things before completing them” and “When trying to 

learn something new, I soon give up if I am not initially successful”). One concerned 

fear of not being able to achieve (“I avoid trying to learn new things when they look 

too difficult for me”). Another expressed lack of confidence in ability (“I feel insecure 

about my ability to do things”) and the last was more general (“I do not seem capable 

of dealing with most problems that come up in life”), perhaps indicating a lack of 

confidence in life in general and not only in study-related situations. 

As can be seen, all but one item in each of these scales related to the performance 

aspects of life for students, the self-esteem items in a more general way and the self-

efficacy items in very specific ways. In the final version of the model (Model 5A in 

Figure 7.9) it was found that the two concepts were closely linked, with self-esteem 
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explaining 65% of self-efficacy, and, through that link, increasing its own influence 

on some outcome variables 

Self-esteem had a greater influence on outcomes than any of the other antecedent 

variables, with a strong direct influence on all outcomes except work-related 

satisfaction. Its total standardised effect on general satisfaction was 18% and its effects 

on the other three outcomes were greater than 50%, showing it is a major contributor 

to these aspects of life for international students. It explains 50% of work-related 

wellbeing and 51% of general wellbeing, confirming findings in previous research that 

suggested a strong link between self-esteem and wellbeing (Sam 2000).  

As psychological wellbeing is concerned with the emotional and psychological 

stability and feelings of being able to cope with the many dimensions of the new life 

and its demands, it is a useful indicator about how good students are feeling about 

themselves in their new life. The items used to measure work-related wellbeing 

concerned the extent to which students felt gloomy, depressed, miserable, worried or 

tense regarding their studies and items measuring general wellbeing by feelings 

experienced in their everyday life concerning anxiety, worry, sadness, cheerfulness, 

depression, strain, stress or pressure, and discouragement and extreme hopelessness. 

It is interesting that the findings of this study did not support the expected influence 

of adjustment on wellbeing, as prior research suggested a strong connection 

(Anderzen & Arnetz 1999) and it seems, intuitively, that strong positive wellbeing in 

both work-related and general areas would indicate a well-adjusted person. 

Self-esteem’s strongest impact was on achievement, as it explained 55% of 

achievement expectations (the measure used in place of actual performance 

measures in this study). Self-efficacy had smaller, though still substantial, effects on 

wellbeing and achievement, explaining 21% of work-related wellbeing, 11% of 

general wellbeing and 19% of achievement expectations. Previous research indicated 

that, although a combination of personal and social factors predicts academic 

performance, the self-efficacy beliefs of students are the strongest predictor of their 

academic achievement (Cubeta, Travers & Sheckley 1999).  

It is evident that having a good self-concept plays a vital part in the success of 

international students, both in their academic performance and in their life in the 
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new country. As has been mentioned previously, it is rather limited to think of the 

success of an international sojourn merely in terms of the academic outcomes, but it 

is hoped that the entire experience would be profitable, enjoyable and meaningful. It 

has been found that adjustment to a new educational system and other socio-cultural 

factors destabilises a student’s established self-perception (Luzio-Lockett 1998) and 

hence it is important that this self-concept be restored, and preferably enhanced, in 

the early days of an international student’s experience, if outcomes, both in their life 

and academically, are to be successful. 

Implications 

The analyses undertaken were unable to demonstrate what causes international 

students to adjust to their new life in Australia, but they showed how important it is 

that they do adjust, particularly in respect to their satisfaction and wellbeing during 

the course of their international studies.  

Their adjustment does not affect their performance directly and, hence, may seem to 

be of less importance, since the purpose of their Australian experience is 

performance – the achievement of a degree. However, a true university experience is 

much broader than the accomplishment of academic objectives, and students 

returning home with a degree having spent the time of its achievement unhappy, 

depressed, feeling out-of-place, uncomfortable, homesick, lonely, ill-at-ease and 

often unwell also (Mori 2000; Burns 1990; Oei & Notowidjojo 1990; Klineberg & 

Hull 1979) are indeed impoverished and will certainly not look back on their student 

experience as “the best years of their life” – the attribution often given to the student 

years. What such students achieve is survival only, which is a minimal form of 

success, yet truly a success in that they completed their course and went home with 

what they came for. If the commonly used criterion of the expatriate literature, 

completion of the assignment, is used, such students have been successful, but the 

cost of their success in terms of isolation, unhappiness and disorientation must be 

enormous, and, in terms of a well-rounded international experience, a great 

disappointment. 
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By contrast, international students who adjust well to their new life (and do not get 

so wrapped up in it that they neglect their studies altogether) achieve their degree, 

but are also permanently enriched by a full and varied experience. In learning how to 

adjust to a new environment and the unfamiliar ways of its people they also learn a 

great deal about themselves, their habits, preferences and prejudices, and become 

stronger and more versatile people who are more confident of succeeding in other 

unfamiliar contexts. They will have made friends in another country, extending their 

spheres of influence and networks across national borders. They will have been 

exposed to different ways of doing things and assessed their own life experiences in 

that wider context. They may, and often will, choose to retain their familiar, home 

grown patterns of life, but now as a matter of informed choice, not because they 

have known nothing else. 

The current study, generally, confirmed other research about the adjustment and 

success of people in international situations, whether expatriate employees or 

students studying in an international context. The multifaceted nature of the 

adjustment process, as well as its antecedents and outcomes, and the difficulty of 

making conclusions about which is of greatest importance was confirmed in the 

present study (e.g. Thomas 1998; Harvey 1997b; McEvoy & Parker 1995; Black & 

Gregerson 1991; Searle & Ward 1990; Church 1982). 

The complexity of the relationships between personal and situational variables has not 

been clarified, just confirmed as being true in the current situation. It appears there is 

no simple answer to the question “What causes people on international assignments to 

adjust and succeed?” This is perhaps not surprising, bearing in mind the range of 

personal, situational and cross-cultural factors that impact on adjustment and success. 

Limitations of the study 

The generalisability of the results of the present study need to be treated with caution 

in view of some limiting factors: 

 International students coming to Curtin University in Perth may not have 

the same adjustment experiences as those coming to other universities in 

Australia, or to universities in other parts of the world; 
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 Students in a business faculty may respond differently from those in other 

faculties; 

 Largely undergraduate students may respond differently and have 

different adjustment experiences than would a postgraduate population, 

particularly in relation to the increased possibility of a student’s having an 

accompanying spouse and family members; 

 International students in the present study were predominantly from 

countries of South East Asia: students from other originating countries 

may have different adjustment experiences. 

Further studies using different student populations, faculties, universities, university 

locations and originating countries are needed to ensure that the findings of this study 

hold across contexts. 

Novelty of this study 

The present study extended prior expatriate research by using it within the context of 

international students attending university in a foreign country and found that there are 

many ways in which international students can be regarded as expatriates. 

The study made use of structural equation modelling, which quantified both the direct 

and indirect effects of the constructs on each other, enabling comparisons of their 

relative importance to be assessed. It also enabled refinement of the model by removal 

of small, while significant, links between constructs for the purpose of finding a model 

with fewer, stronger links. 

Future research 

The current study raised many questions and has given rise to suggestions for further 

avenues of research that merit exploration. Some of those are considered here. 

Is it any different for local students? 

The present study only considered the situation for students studying in an 

international context, and the question arises: Is the situation any different for local 

students? Students going to university within their own country also face upheaval, a 
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change in organisational culture (from school or work to the university context) and 

perhaps a form of cross-cultural change (from state to state or rural to city, perhaps 

even suburb to suburb in some cases). It may be that there are greater similarities, in 

many ways, between students from a city background, such as Singapore, Hong 

Kong or Jakarta and those in Perth, than between such students and those from small 

rural communities with a very small population where everyone knows everyone 

else, who come to the city to study. It would be useful to compare the antecedents, 

adjustment and outcomes for local and international students, and also for interstate 

or rural and city students. One hoped-for outcome from such a study would be an 

understanding of the links that are common to all students as this could suggest 

strategies that could help all new students in their adjustment to their new life and in 

attaining successful outcomes from it. It might also suggest subgroups of students 

who need different forms of assistance to get the best out of their study experience, 

and suggest strategies to meet those needs. 

The testing of new models 

Beginning from a model largely based on previous research (shown as Model 1.6 in 

Chapter 1 and in Chapter 3), the present study had to remove some constructs and  

re-order some of the paths originally hypothesised. It would be useful to explore 

these amended models with other groups of students, preferably fulfilling a 

comparative purpose by comparing the same students at different stages during their 

course of study. This would enable a tracking of the process of adjustment and its 

consequent impact on students’ performance, satisfaction and wellbeing. It would 

enable conclusions to be drawn about such things as the ‘normal’ duration of 

feelings of disorientation and culture shock, as well as a calculation of how long it 

takes for students to be able to perform at their most favourable level. It may suggest 

better ways of assessing students’ work in the early days of their university career so 

as to encourage a more settled outlook as early as possible and to increase student 

self-efficacy about their academic achievement. 

It would also be useful and interesting to use the developed models in other contexts 

to see if there are similar results in other areas, such as considering the adjustment 

and outcomes for expatriate employees in the public and private sector, both in 
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Australia and in international locations. This would enable confirmation of the 

findings of previous studies using a somewhat different model and a different 

research approach, thus consolidating what is known and understood about the 

antecedents, adjustment and outcomes for those working in international locations. 

The use of structural equation modelling 

 It would be interesting to revisit some of the prior research undertaken in the 

expatriate area and analyse the data obtained using structural equation modelling, a 

relatively uncommon approach in this area so far. This would enable the refinement 

of proposed models and suggest alternative models that might better explain the 

various suggested relationships.  

The refinement of work roles for the student context 

One of the surprising results of the present study was its inability to assess the 

contribution of students’ work roles. It was suggested earlier that this was possibly 

because students did not relate to the idea of study as work and could not relate 

employment-related work roles to their study roles. It would be interesting to 

develop a measure for work roles to which students could relate, thus opening the 

way for understanding of the connections between role ambiguity and role conflict 

within the study environment and the various stages of the adjustment model. This 

measure could be compared with the existing measures on work roles, and 

similarities and differences compared. It would also be interesting, in a longitudinal 

study, to assess the extent to which students’ view of their work roles changed over 

time and whether their perceptions moved towards viewing study as work during the 

course of study in which they were engaged. 

The accuracy of prior expectations 

The other area to give disappointing results was that of the expectations held by 

international students prior to their travel to Perth to take up their course of study. The 

expatriate literature has consistently found accurate expectations to effect adjustment 

and outcomes in performance, satisfaction and wellbeing terms (e.g. Martin, Bradford 

& Rohrlich 1995; McEvoy & Parker 1995; Black, Mendenhall & Oddou 1991; Black 
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& Gregerson 1990). It would be useful to compare students with minimal expectations 

about Australia, Perth and Curtin University and its courses with those who had found 

useful, relevant information and taken time and care in preparing themselves for their 

overseas sojourn, to determine the extent and significance of any differences found 

and whether the similarity with other expatriates becomes stronger when such 

measures are taken. 

Source country comparisons 

The country of origin of international students has a large influence on how easily 

and how well they adjust to living and studying in Perth. Indeed, Mamman and his 

co-researchers argued country of origin was more significant in the adjustment 

equation than was the country of sojourn (Mamman 1996; Mamman & Richards 

1996; Mamman 1995c; Mamman 1995b; Mamman 1995a). It would be interesting 

to divide respondents on this basis and compare the results for students from 

different countries and/or from different ethnic origins. The present study found that 

larger cultural differences between home and host countries made for more difficult 

adjustment and the cultural distance between some of the major source countries was 

shown in a chart (Figure 2.1) to demonstrate some of the differences using 

Hofstede’s cultural dimensions. It was also evident that students from some 

countries have greater difficulty with the English language and this must have a 

negative impact on their ability to ‘fit in’ easily. These issues would be interesting to 

trace, but there may be other research avenues that could highlight ways in which 

particular students are likely to experience difficulties and suggest strategies to help 

them adjust more readily. 

The influence of religious beliefs 

Salience of religious beliefs was removed from later stages of each of the structural 

models to clarify the links remaining, provide greater parsimony and strengthen the 

models as a whole. However, it was found significant in each of the versions of the 

structural model and merits further research to determine its impact in the lives of 

students. 
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Students’ issues in the expatriate arena 

Since so much of the ‘expatriate’ literature was applicable to international students, it 

would seem logical to wonder if international students’ issues could equally merit 

investigation in the expatriate arena, and this suggests another avenue of research. It 

was noted in the literature review chapter that the problem area of the mental and 

physical health of international students area has attracted much attention in studying 

international students (e.g. Mori 2000; Burns 1990; Oei & Notowidjojo 1990; Smith 

1989; Klineberg & Hull 1979). However, it seems to have had scant attention in the 

expatriate research arena and could possibly provide useful research potential. 

Recommendations 

It is evident, from the number of international students in Australia, that universities 

have been successful in managing their international students, enabling them to adjust 

and succeed, graduate and return home to pursue interesting and varied careers. The 

results of the present study have shown that the process of student adjustment, its 

possible contributory antecedents and its varied outcomes, is complex.  

The following section outlines some recommendations that might assist in 

improving the international experience of ‘expatriate’ students. They are considered 

according to the different groups whose input has a bearing on the students’ 

adjustment and success (i.e. the students themselves, the lecturers, and the 

university) and are discussed in fuller detail in Appendix 5. 

Recommendations to students 

If it were possible to advise newly recruited students before they come to another 

country to study and in the early stages of their new life, there are probably many 

pieces of practical advice that could help to alleviate the stresses of culture shock 

and prepare them for the varied aspects of that new way of life. The main effects 

upon students’ adjustment and success, from the findings of this study, are the cultural 

novelty of the new country in relation to their own and their personal characteristics of 

self-esteem and self-efficacy, together with abilities in interpersonal interactions, 

communication and relationship-building. Some possible strategies are outlined here 
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(and discussed in greater detail in Appendix 5) to help their own adjustment and 

chances of success in their new life. 

 Reduce the impact of cultural novelty by increasing prior knowledge. The cultural 

novelty of the entirely different environment students will be moving into cannot 

be changed, but its impact could be reduced by making some preparation in 

gathering information about their new country, so they know what to expect. 

Preferably, such information would include a little about the geography, climate 

and current social and political conditions at the very least. Personal contact with 

current or former students, or those who have lived in their new country could also 

provide much practical everyday knowledge and lead to an increase in confidence 

about approaching the experience of expatriation. 

 Improve interaction and communication by improving English competency. The 

importance of being able to communicate effectively in English cannot be 

underestimated. It is the language of lectures, assignments and all reading 

materials and also the language of day-to-day interactions both inside the 

university and in everyday life. Students whose language skills are not strong 

will be hindered in every sphere of their new life, and may find it a huge 

deterrent to feeling comfortable and coping successfully with the demands of a 

strange environment. It would be profitable to spend a lot of time reading and 

speaking English before arriving in the country, to become as familiar as 

possible with the language. Facility in the language will both reduce the 

strangeness and improve the opportunities for easier adjustment and comfort. 

Students should be alerted to the possibility of extra English classes in the 

university once they arrive, and encouraged to become involved in them. Rather 

than regarding such extra help as an indication of poor skills, they should see the 

classes as opportunities to develop their skills and confidence and to meet other 

students in a similar situation, thus developing contacts and friendships. 

 Be proactive in attitude to the new and strange experiences. International 

students’ own personal attitudes to the new experience are vital to success. If 

they are able to approach experiences and differences encountered as challenges 

and learning experiences they are more likely to manage the differences well. An 
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attitude of being determined to ask about things not understood, a willingness to 

make mistakes and laugh at one’s own mistakes, and a recognition that mistakes 

and not knowing are inevitable accompaniments to living in new country are all 

great helps in adjusting. 

 Choose some course that will help put the new experiences into perspective. 

Undertaking study courses involving sharing of such experiences and that 

introduce students to theoretical concepts behind adjustment, culture shock and 

aspects of cross-cultural differences can be very beneficial to new students in 

providing a forum for questions and experiences, an understanding that they are 

not alone and an appreciation of the ways in which their experience fits into a 

conceptual framework. Students’ confidence is improved by knowing that they 

are going through a process of adjustment and that their culture shock will pass. 

Recommendations to lecturers 

As lecturers are the main non-student group with whom international students come 

into contact, they have a vital role in enabling new international students to settle 

and adjust, becoming confident and successful in their new environment. Again, 

bearing in mind the findings of the study that cultural novelty, self-esteem, self-

efficacy and adjustment are the main contributors to successful outcomes, both in 

terms of academic achievement, satisfaction and wellbeing, there are many ways in 

which lecturers can facilitate better outcomes, some of which are outlined here and 

found in greater detail in Appendix 5. 

Personal interactions 

 Cultural sensitivity and knowledge. Lecturers who know even a little about the 

originating countries of their students (possibly even being able to greet them in 

their own language) will be better able to make international students feel at 

home, and help them to settle. An understanding of different teaching and 

interaction styles would help them to appreciate the comfort (or discomfort) 

students might feel in their classrooms. 

 An attitude of concern and helpfulness. Establishing good relationships with 

their lecturers is very important for all students, but perhaps particularly for those 
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with different cultural expectations of authority figures. A helpful and concerned 

lecturer, especially in the early stages of international students’ study lives, can 

be of great help in restoring confidence and enabling the students to feel able to 

cope with the new demands – in other words improving their academic self-

efficacy, which is so closely linked with their academic success. An observant 

lecturer who identifies particular difficulties of individual students and shows 

them where to find the help they need can make a significant difference in a 

newcomer’s life, not just because of the help, but because of the care, concern 

and understanding illustrated. 

 Awareness of language difficulties and appropriate adjustment to language 

usage. One way in which lecturers can, without too much difficulty, make 

international students’ adjustment much easier is by careful attention to the way 

they speak and the words they use. Even students with great facility in the 

English language experience great difficulty with Australian use of slang and 

colloquialisms. It demands conscious effort by teachers to ensure that they use 

straightforward language, without the sayings, proverbs and colloquial terms 

familiar enough to native English-speakers, but bewildering to others, tending to 

make them feel excluded from the group and reducing their confidence in their 

own language abilities. Accents are also difficult for international students, and 

with universities enjoying the richness of lecturers drawn from all parts of the 

globe, are challenging for second-language speakers. To ensure the best possible 

understanding lecturers need to speak slowly, with simple but not condescending 

language and, if possible, go over the same ground in different ways.  

Teaching strategies 

Different subjects, and different lecturers, have different preferences about the way 

they teach, and it would be presumptuous to suggest that each subject and each 

lecturer should approach teaching to multicultural classes, containing a large 

proportion of new students, in the same ways. The recommendations that follow 

may be unsuitable for some classes, and uncomfortable for some teachers, but may 

be relevant to others. Even those who find them inappropriate may find them useful 
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to trigger ideas. The full description of these practical strategies, given in outline 

here, are to be found in Appendix 5, and represent a few tried and tested methods 

used by the researcher and others with success in facilitating adjustment and success 

for international students. 

Since the present study showed that self-esteem and self-efficacy are major triggers 

behind desirable student outcomes, it is important to search for ways in which to 

develop new international students’ self-esteem and self-efficacy. Their confidence, 

on arrival in a new and unfamiliar environment, probably with a totally new and 

unfamiliar educational system also, is likely to be lower than usual, and an early 

experience of success and competence in the new situation is likely to be a good way 

to restore it to its former level. 

 Awareness of different teaching styles experienced by the international students. 

Australian university teachers are aware that their teaching practices and the 

learning styles of their students may be very different. Some teachers respond to 

this by attempting to teach more in the style to which the international students 

are accustomed, but this has the disadvantage of then becoming uncomfortable to 

other students, since one particular teaching style will not be familiar to all 

students. Clear expression of the approach and expectations of particular 

lecturers in their own subject area and classes can be helpful in alleviating some 

of this difficulty. If students know what to expect, they are much less likely to 

become confused, disoriented and upset, and will meet the challenge of adapting 

to their lecturers far better than by guesswork. It has been shown that ambiguous 

roles are very hard for international students to cope with and that they respond 

better to structured experiences, clear expectations and demands (Church 1982).  

 A ‘study buddy’ or mentoring system. A system of ‘study buddies’ within the class 

(Hogan 1997) can help to alleviate loneliness and provide new students with a 

mentor to help them through the bewildering early stages of their course. Westwood 

and Barker (1990) found that social adjustment and performance increased, dropout 

rates fell, and general wellbeing rose when local and international students were 

paired for most of one academic year. Mentoring has been shown to accelerate the 

socialisation of newcomers by providing them with information about the specific 
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organisation and feedback about appropriate behaviour (Harvey & Wiese 1998b). It 

also helps to develop the self-efficacy of the newcomer in the new situation and 

accelerates adjustment (Harvey & Wiese 1998b).  

 Multicultural small group work. Establishing small multinational working 

groups within the classroom, such as semi-autonomous study groups (Hogan 

1999; Hedges & Pedigo 1996), explained more fully in Appendix 5, can greatly 

assist in many aspects of achieving success in study. Working in small groups 

helps students to relate well to other students, giving them opportunity to interact 

with local students and those from other locations. This strategy has proved 

profitable in many subject-specific ways but, relevant to the discussion here, 

particularly in regard to giving students a sense of autonomy over their own 

study and enhancing their self-esteem and study-related self-efficacy. The 

mutual support of group members and their commitment to each other is 

powerful in its effects on each individual and produces long-term increases in 

confidence, self-esteem and self-efficacy. The sense of belonging developed in a 

good small group is of particular value to new international students, perhaps 

acting as a simulated ‘family’ in providing a supportive base. It is important for 

local students also: universities are large and students can become very lonely 

and isolated within them. 

 Creation of opportunities for appreciating the differences. Providing 

opportunities, where this is appropriate to the subject being studied, for 

international students to share their knowledge and expertise with others in the 

class can be a helpful strategy in aiding their adjustment. It can reduce their 

feelings of loneliness, disorientation and distance from all that is familiar, 

increasing their self-esteem and confidence by reassuring them that their 

experience and knowledge is of value in their new situation and of interest to 

their peers and lecturers. 

 Encouragement of oral contributions to classroom discussion. Many 

international students are not accustomed to participation and find it very difficult 

at first, needing encouragement and the right kind of openings to enable them to 

participate. They are sometimes disconcerted by the conversational or discussion 
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pattern of interactions in Australia. Local people are comfortable with interjecting 

comments while someone else is still speaking. Usually, the continuity between 

speakers is instantaneous, with no real gaps. In some cultures such interactions 

would be considered disrespectful to the previous speaker and rather ill-mannered. 

This makes many new international students hesitant to participate in discussion 

because they cannot find an opening to speak and are unable to interrupt in order 

to make their point. Strategies have to be considered to enable them to find a gap 

in which to speak, if their contribution to the discussion is truly valued.  

 Provision of appropriate guidelines for assignments. Tailoring of assignments to 

give guidance about what is expected and early feedback can help provide 

experience of success and restore self-esteem early in the new study life. Giving 

very clear directions, early assignments carrying few marks and different styles 

of assignment can all help new students to adjust and improve their self-efficacy 

in the study arena. Although it creates more work for the lecturer, interim 

versions of assignments or detailed assignment plans can provide an opportunity 

of setting right incorrect interpretations of specific assignment objectives and 

enable the lecture to give useful feedback, discover difficulties needing attention 

and give the student confidence that the final version of the assignment is more 

likely to be acceptable.  

 Use of a mix of assessment methods. It has been shown that students from 

‘individualistic’ cultural backgrounds prefer to be assessed as individuals, while 

those from ‘collectivist’ backgrounds prefer to be assessed based on group work 

(Christopher & Soutar 1999). While it is impossible to satisfy everyone from 

both extremes, some measure of compromise is often possible and a combination 

of individual and group assessment often useful and valid. 

There are many ways in which lecturers and their teaching strategies can assist 

students, and particularly new international students, to settle into the university 

environment and improve their self-esteem and self-efficacy, which, in turn, will have 

considerable influence on their success in their course of study and on satisfaction and 

wellbeing outcomes. This section has suggested just a few, which are detailed more 

fully in Appendix 5. It is acknowledged that the strategies outlined are limited, and in 
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some cases may be discipline-specific. Just as it was noted earlier that many of the 

student difficulties causing adjustment problems appear to be over seemingly small, 

even insignificant, aspects of life, so it is possible to develop classroom strategies to 

manage them which are, in themselves, quite simple and easy to implement. 

Recommendations to universities 

University infrastructure can be of great assistance in accelerating international 

student adjustment and all universities with large numbers of international students 

have departments whose function is to cater for them. In addition there are 

university-based courses to help students with English and study skills, counselling 

and health services to help manage possible psychological and physical issues, in 

addition to facilities within specific faculties. This section considers two possible 

means of improving the situation for new international students: recruitment and 

induction programmes.  

Recruitment 

In the expatriate arena, there has been much comment that employees are usually 

recruited based on their technical expertise, without due consideration being given to 

their adjustment potential and cross-cultural adaptability in an international 

environment (e.g. Sanchez, Spector & Cooper 2000; Stening & Hammer 1992; 

Ronen 1989). One suggestion receiving consideration was to look at an individual’s 

profile on some sort of assessment of personal and attitudinal variables, such as the 

taxonomy established by Mendenhall and Oddou (O'Sullivan 1999; Katz & Seifer 

1996; Mendenhall, Dunbar & Oddou 1987; Mendenhall & Oddou 1986; Mendenhall 

& Oddou 1985) which considers self-orientation, others-orientation and perceptual-

orientation factors. In the selection of international students to move from their own 

countries to live and study in Australia, the ‘technical expertise’ parameter is 

equivalent to academic ability, suggesting the potential to be able successfully to 

undertake a demanding degree course. Other than that, the only selection criterion of 

note is facility in the English language, since that is the language of study. Noting 

the similarity between expatriates and international students in so many ways, and 

bearing in mind the multifaceted nature and complex interactions involved in 
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adjustment to a new country and successful accomplishment of desired outcomes, a 

strategy such as that suggested for expatriate employees might be beneficial and 

enable the selection of students who would be more likely to succeed.  

However, from a pragmatic viewpoint, it is difficult to see how this could be 

accomplished without giving rise to accusations of discrimination and unfairness. 

Perhaps a written test could be devised, using something like Mendenhall and 

Oddou’s taxonomy as a basis, on which all international students without exception 

would be expected to achieve a required standard, in much the same way as they are 

currently required to achieve a set standard in written and spoken English.  

Induction programmes 

The expatriate literature has consistently argued for training programmes as being an 

important way of improving expatriate adjustment and success but has also noted 

that these are often inadequate or non-existent (Selmer 1999b). The present study 

found many similarities between the situations of international students and of other 

expatriate employees, and this is a lesson that could, with benefit, be applied to 

them. Some students spoke enthusiastically about the help of programmes conducted 

in their home country before their international study course began. However, not 

many were mentioned, and it is possible that this is a rare experience. 

Some possible training programmes are outlined here, and discussed in more detail 

in Appendix 5: 

 Predeparture training programme. A short programme to help prospective 

students become more aware of what to expect in the new country and to prepare 

more adequately for their stay could be of great benefit. Graduates from the 

intended university would be particularly useful as sources of relevant 

information and possible contacts, and alumni associations could be a source of 

such graduates. The university itself could conduct such a programme, providing 

a bridge between the known and the unknown, and use the programme as an 

opportunity to provide more specific local information than is possible through 

advertising and enrolment materials.  
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 Post-arrival training programmes. It has been established that post-arrival 

training is more likely to have long-term effects, because it is immediately 

applicable to the situation (Selmer 1998). This could be accomplished by an 

orientation programme at the commencement of the course of study, or by a 

programme involving a series of ongoing sessions for a more extended period of 

time during the first year. Some useful things to include could be: 

 Problem-based strategies for coping with problems encountered (Selmer 

1999a). These involve learning to face problems and finding ways to 

change the situation causing them. Strategies enabling people to do this 

are more effective than the symptoms-based strategies often employed 

by new expatriates that try to manage stressful emotions by reducing the 

accompanying anxiety through physical or mental withdrawal. 

 Training in study strategies. Such knowledge reduces anxiety, as well as 

increasing competence. It is vital as a way of helping improve student self-

efficacy and to reduce the high rate of student depression during their 

overseas course (Oei & Notowidjojo 1990; Klineberg & Hull 1979).  

 A combination of predeparture and post-arrival programmes.  The ideal solution 

for new international students would be a combination of both strategies, with a 

short preparatory programme after recruitment and before embarking for the new 

country, followed by an orientation programme or induction course when they 

arrive in the new country. One pervasive difficulty with running orientation 

programmes before classes begin is that many students who would gain from 

such programmes arrive too late to join. There may be many reasons for this, but 

the optional nature of such programmes is probably a significant one. Perhaps 

they should be made mandatory, yet this could give rise to the risk of resentment 

and poor attitudes to the programme, thus threatening its potential value and 

success. 

 Dissemination of information. There is a great deal of information within a 

university to help new students. However, because so many aspects of their new 

life overwhelm students, they are unable to absorb all the available information. 

Many seem not to know what is available or how to make the best use of it. 
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Clearly, students would benefit from being aware of available information, 

facilities and sources of help, and universities need to find simple and effective 

ways of ensuring that students know about the good services they have invested 

a great deal of time, trouble and expense in providing.  

This section has considered the findings of the present study and how they might be 

applied in the practical environment of university life, making recommendations 

particularly applicable for students, lecturers and the university system as to how the 

findings might be used to assist the adjustment of new international students, to 

enhance their adjustment, self-esteem and self-efficacy and enable them to enjoy a 

full and effective student experience with successful outcomes in academic 

achievement, satisfaction and wellbeing. 

Conclusions 

This present study considered the adjustment of international students to their life 

and work in the business faculty of a large Australian university, using as its basis 

prior research into expatriate adjustment and developing a model for analysis from 

that research literature. Although some aspects of the parallels with expatriate 

employees were not demonstrated, generally the similarities were strong and the 

features of an expatriate employee’s experience and that of an international student 

seem to be very alike.  

Over 500 international students completed a survey based on well-validated 

measures from the research literature, predominantly in the expatriate area. The 

results were analysed using structural equation modelling. The hypothesised model 

did not fit very well in its original form and alternative models were suggested and 

tested in order to identify a better-fitting model.  

Cultural novelty, personal abilities in interpersonal interactions and communication 

skills, self-esteem and self-efficacy, as well as general adjustment, were found to be 

the most significant variables in explaining the outcomes of academic achievement, 

work-related and general wellbeing and work-related and general satisfaction, with 

self-esteem, self-efficacy and general adjustment having the greatest influence on 

outcomes. While it was shown that self-concept, with its contributory aspects of self-
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esteem and self-efficacy, had the greatest influence on outcomes, adjustment itself 

was of great importance because of its impact on achievement and satisfaction. 

Cultural novelty was also important in its effects on adjustment, general wellbeing 

and both aspects of satisfaction. The interpersonal and communication abilities 

measured were important because of their effects on work-related satisfaction. 

Work-related wellbeing had a significant influence on general wellbeing, indicating 

that success and comfort in the work-related (study) area was important to students’ 

general level of wellbeing. Salience of religious beliefs had significant (but small 

and thus less important overall) impact upon academic achievement and work-

related satisfaction. 

It was found that adjustment was not a mediating construct, as was suggested in the 

expatriate literature, but that adjustment was an antecedent variable on a par with 

other antecedents. While general adjustment was of major significance in its direct 

influence upon outcomes, interpersonal adjustment had a significant impact upon 

general adjustment, although not directly upon the outcomes. 

The relationships between the variables were complex, as had been suggested by 

previous research, making generalisations about the causes and consequences of 

adjustment very difficult. This complexity emphasised that, for international 

students, the experience of living and working as a student in an international 

location needs to be regarded in a holistic fashion and that there are many and varied 

contributors to its success. 

Several potentially fruitful avenues for future research, concerning both international 

students and expatriate employees, were identified and discussed. 

The implications of the present study were discussed, both from an academic 

perspective and in terms of its usefulness within a university, and a number of 

possible practical strategies were suggested, relevant to students, lecturers and the 

university, that might assist in improving the experience of ‘expatriation’ for 

international students. 
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Appendix 1     Questionnaire development 

Appendix 1 outlines the development of the questionnaire that was used in the present 

study, from its initial conception to the final version provided to respondents. The 

appendix examines each of the three sections of the model tested (which was shown as 

Figure 1.6 in chapters 1 and 3, and is included for convenience at the end of this 

section). The three areas of the model (‘antecedents,’ adjustment’ and ‘outcomes’) are 

discussed in order. Details of the ‘adjustment’ stage of the model tested are discussed 

first, since this was the focus of the questionnaire’s development. Much reliance was 

placed on the work of Black and his various associates (Black & Gregerson 1991; 

Black & Gregerson 1990; Black & Stephens 1989; Black 1988) in developing the 

questionnaire and its constituent parts.  

Details of the scales used in the project 

(i) The ‘adjustment’ stage of the model 

Students’ adjustment was measured using the ‘expatriate adjustment scale’ 

developed by Black & Stephens (1989). This fourteen-item scale shows the 

multifaceted nature of cross-cultural adjustment, with general, interaction and work-

related aspects. Two items that asked about adjustment to the weather and transport 

systems were added from the earlier version of the scale (Black 1988), which had 

contained eleven items and examined expatriates living in Japan. An item asking 

how well respondents felt they had adjusted to their supervisory responsibilities was 

removed, as it was irrelevant to students. The amended scale contained fifteen items.  

The instruction section of the scale in Black & Stephens (1989) had asked expatriates 

to indicate how unadjusted or adjusted they were, using a seven-point scale ranging 

from ‘not at all adjusted’ to ‘completely adjusted’. The scale was amended to, ‘How 

happy and comfortable do you feel with the following aspects of your life since 

coming to live and study in Perth?’ The scale had endpoints ranging from ‘not at all 

happy’ to ‘completely happy’.  This amendment was made in an attempt to make the 

wording more inviting to students and to encourage open and honest responses. Other 

minor amendments included changing ‘host nationals’ into ‘locals’ throughout, 
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changing ‘outside of work’ into ‘outside of university’ and amending the item 

‘specific job responsibilities’ to ‘specific study requirements and responsibilities’. 

A short scale measuring ‘cultural novelty’, derived from Torbiorn (1982), was also 

used, as in Black & Stephens (1989). This was included to determine perceived 

similarities and differences between students’ host and home cultures, which has been 

suggested to have an influence on adjustment to a new country environment 

(Mendenhall & Oddou 1985). The five-point Likert-type scale used in Black & 

Stephens (1989) was amended to a seven-point scale for consistency with the previous 

scale and to give greater scope for differentiation. Instructional wording was changed, 

as ‘How similar or different are the following compared to America?’ became ‘ . . . 

compared to at home’. One item, ‘transportation systems used in the country,’ was 

abbreviated to ‘transportation systems’. Otherwise the scale was used as in Black & 

Stephens (1989). This scale was originally included in the ‘adjustment’ stage of the 

model, but was later transferred to the ‘antecedents’ stage, as it is an influence on 

adjustment rather than a measure of it. It was used as the observed variable to measure 

the latent ‘cultural gap’ construct, as shown in Figure 1.6. 

It was felt that there was a need for a specific group of items relating to the 

educational environment and aspects of adjustment for international students, but a 

suitable relevant measure could not be found. A ‘student adjustment scale’ was 

therefore developed, using information obtained from some preliminary semi-

structured interviews with international students. The details of how the items were 

obtained are included in Appendix 2, showing the relevant comments from students 

that gave rise to each item. A small focus group of academics experienced in the 

teaching of international students edited and refined the items, removing ambiguities 

and duplicated items and splitting one item into its constituent parts. This item 

referred to use of the library and originally included both finding one’s way around 

the library and finding materials. This was thought to be confusing and the item was 

split to clarify the two separate components. 

All items were put into a statement form and students were asked to say how well they 

felt they had adjusted to the various aspects of study at the university. Responses were 

made on a 7-point Likert-type scale, the end-points of which were initially ‘not at all 
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adjusted’ and ‘completely adjusted’. The instructions and end-points were amended as 

a result of pilot testing and became, ‘How difficult or easy have you found getting 

used to the following aspects of studying at Curtin University?’ with endpoints 

ranging from ‘very difficult’ to ‘very easy’. This was a result of feedback suggesting 

some instructions were hard to follow, as well as a perception that students were 

unwilling to admit to not having adjusted completely for fear of ‘losing face’. 

(ii) The ‘antecedents’ side of the model 

Role ambiguity and role conflict were included in the questionnaire to measure aspects 

of ‘university work roles’. The scales were taken from Rizzo, House & Lirtzman 

(1970). Some items from the scales had been used in Black & Gregerson (1991) to 

measure role ambiguity (5 items) and role conflict (4 items), and some (6 items) to 

measure role clarity, the opposite of role ambiguity, by Black & Gregerson (1990). 

Some minor wording amendments were made to ensure relevance to students and 

one item (‘the work I do is too easy or boring’) was split into its two components. 

Examples of amendments were changes from ‘I feel certain about how much 

authority I have’ to ‘I feel certain about what I have to do’ and ‘I am uncertain as to 

how my job is linked’ to ‘I am uncertain about how to study effectively’.  

References to ‘policies or guidelines’ in two items were changed to ‘rules or 

guidelines’ after pilot testing found these words were more appropriate to the 

student context. Four items that were not relevant to the situation of international 

students were removed. This resulted in a scale of 26 items compared to the original 

30. The instruction section originally asked respondents the degree to which the 

condition existed for them, with responses varying on a 7-point scale ranging from 

‘very false’ to ‘very true’. This was amended by asking the extent to which 

respondents disagreed or agreed with the statements, with possible responses on a  

7-point scale ranging from ‘strongly disagree’ to ‘strongly agree’. 

Self-concept was measured using scales for self-esteem and self-efficacy, which 

have been identified as important antecedents to successful adjustment (Mendenhall 

& Oddou 1985). The self-esteem scale was taken from Bagozzi & Heatherton 

(1994), who credit its origins to Heatherton & Polivy (1991). They, in turn, based it 

on Janis and Field’s (1959) ‘feelings of inadequacy’ scale (Bagozzi & Heatherton 
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1994: 44). All 20 items in the scale were used. The instruction section was shortened 

slightly, but retained essentially the same wording as the original. The wording of 

two items was amended slightly. ‘I feel frustrated or rattled about my performance’ 

was changed to ‘ . . . frustrated or upset . . . ’ and ‘scholastic ability’ was amended to 

‘academic ability’ in another item. The 5-point scale in the original was changed to a 

7-point scale, and endpoints which were originally ‘not at all’ and ‘extremely’ were 

changed to ‘not at all true’ and ‘totally true’. 

Self-efficacy was measured using a scale developed by Sherer and his associates 

(Sherer et al. 1982; Sherer & Adams 1983) that was used in a cross-cultural context by 

Harrison, Chadwick & Scales (1996). Sherer et al. (1982) used a 14-point Likert-type 

scale to measure these concepts, while Sherer & Adams (1983) used a 5-point scale. 

The current project followed Harrison, Chadwick & Scales (1996) in using a 6-point 

scale with responses ranging from ‘strongly disagree’ to ‘strongly agree’. The items in 

the scale were used exactly as originally devised, although items from the various 

subscales distinguishing general from social self-efficacy were integrated.  

Expectations students held about their new cultural environment before leaving their 

home country were measured using the ‘job demand expectations’ and ‘general 

condition expectations’ subsets of the expectation scale suggested by Black & 

Gregerson (1990). This scale originally included ‘job constraint expectations’ and 

‘job discretion expectations’ subsets, which did not apply to international students, 

since their focus was managerial, being concerned with employee, subordinate and 

authority issues. 

The scale measured not only the extent to which prior expectations were met but also 

emotional reactions to mismatches, both positive and negative. This dual focus was 

retained in the present study. The instruction section was amended to exclude the 

terms ‘undermet’ and ‘overmet,’ which were thought to be unfamiliar to respondents. 

The section was replaced by, ‘How close are your experiences of living in Perth and 

studying at Curtin University to the expectations you had before you left home?’ with 

endpoints of the seven-point Likert-type scale ranging from ‘much less than I 

expected’ to ‘much more than I expected’, with a midpoint of ‘about what I expected’. 

The parallel version of the scale asking about respondents’ reactions to the extent to 
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which their expectations were met was introduced by, ‘How have you reacted to any 

differences between your expectations and the reality you experienced? How have 

these differences affected you?’ with endpoints of the seven-point scale ranging from 

‘very strong negative reaction’ to a ‘very strong positive reaction’. 

Amendments to wording made from the original were those appropriate to the new 

environment. For example ‘need to speak English’ replaced ‘need to speak Japanese,’ 

and ‘your classes’ or ‘your course’ were used instead of  ‘work unit’. Three items in 

the ‘job demands expectations’ section concerning meetings to be attended and 

information handled or provided were replaced by one item that asked about the 

‘Amount of work you need to do in your course’. These changes reduced the original 

scale from twenty-six to fourteen items. Three further amendments to wording were 

made as comments by respondents in the pilot showed a lack of understanding.  These 

were ‘type of people in your course’, ‘ease of relationships in the course you study’, 

and ‘available education quality’.  They were amended to ‘kind of people you work 

with in your course’, ‘ease of relationships with other students in your course’ and 

‘available quality of education at Curtin University’. Some items within the general 

condition expectations section were localised, adding ‘in Perth’ or ‘at Curtin 

University’ to more generalised statements such as ‘the cost of living’. 

Personal abilities of many kinds have been explored as contributory factors in 

facilitating expatriate adjustment, as indicated by the extensive list of characteristics 

considered helpful for success in overseas assignments that were shown in Table 1 

in Chapter 1 (Harvey 1997b). The scale chosen to measure this concept was a self-

report measure of abilities that were thought to help facilitate success in the new 

international environment. The scale was developed by Hammer, Gudykunst & 

Wiseman (1978) and has been used by Hammer (1987). 

Only minor amendments were made to this scale and its instructions. The original 

instructions read, ‘How important was this ability in facilitating your effective 

functioning in the foreign culture in which you lived?’ and a six-point scale rated 

responses from ‘very important’ to ‘very unimportant’. In the present study, the 

instructions were reworded to, ‘How important have the following abilities been in 

helping you to succeed in your studies at Curtin University?' and the six-point scale
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was reversed so that a lower number reflected a lower level of importance for that 

skill. Only one item was amended, from ‘effectively communicate in the language of 

the host culture’ to ‘communicate effectively in English’. As a result of obvious 

confusion in the pilot testing, two other items were amended. ‘Social alienation’ 

became ‘being isolated in social contexts’ and ‘to enter into meaningful dialogue with 

other people’ became ‘to have deep-level meaningful conversations with others’. 

In a discussion during a seminar given on the research project after the pilot had 

been undertaken, it was suggested that religion played an important part in the 

successful adjustment of international students and it was recommended that its 

influence should be measured. As a result, a short scale was developed to measure 

the impact of religion on the adjustment of international students was included. The 

‘religious belief salience scale’ was created by combining two measures. The first, 

containing five items, was used by Blaine, Trivedi & Eshleman (1998) and earlier by 

Blaine & Crocker (1995). Some slight amendments in wording were made, with an 

example being ‘My religious beliefs are what lie behind my whole approach to life’ 

becoming ‘My religious beliefs affect my whole approach to life’. Items in the new 

scale were measured on a 7-point Likert-type scale ranging from ‘strongly disagree’ 

to ‘strongly agree’, as suggested by Blaine, Trivedi & Eshleman (1998). It was 

headed by the instruction, ‘How do you feel about the influence of religion in your 

life?’ Three single items that have been used to measure religiosity, taken from 

Sussman & Alexander (1999), were also included. These were originally in the form 

of questions, and ranked on a 5-point scale, from ‘not at all important’ to ‘extremely 

important’. The items were reworded into statements in order that the two scales 

integrated well. As an example, the item, ‘How important is religion to you in your 

life?’ became ‘My religion is an important part of my life’.  

 (iii) The ‘outcomes’ side of the model 

Work-related wellbeing was measured using the scale devised by Warr (1990), in an 

amended version suggested by Sevastos, Smith & Cordery (1992). The amendments 

were made because two items in the initial scale (‘uneasy’ and ‘contented’) had 

dual-loadings in a factor analysis and distorted the model. In Sevastos, Smith & 

Cordery's (1992) study, the item 'cheerful' also produced dual-loadings.  They
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replaced these items with ‘motivated’, ‘anxious’ and ‘restful’. The model has 

undergone some revision (Daniels et al. 1997; Sevastos, Smith & Cordery 1992) and 

Warr (1992, as cited in Daniels et al. 1997) in order to strengthen the original 

conceptual framework. It was decided to use the Sevastos, Smith & Cordery (1992) 

version of the scale in the present study as it has been used successfully in Perth. 

The instructional wording was slightly amended to reflect its use in an educational 

environment by asking respondents about their ‘study life’ rather than ‘their work’. 

The use of a 6-point scale with endpoints ‘never’ and ‘all of the time’ was retained 

from the Sevastos, Smith & Cordery (1992) study. 

General wellbeing, labelled ‘personal wellbeing outside university’ in the model, 

was measured using the ‘general wellbeing schedule’ developed by Dupuy in 1977 

(McDowell & Newell 1987), which assesses respondents’ perception of their own 

‘inner personal state’. The original unpublished article detailing the theoretical basis 

for this scale suggested that it reflects Lewin’s theories (McDowell & Newell 1987). 

It examines anxiety, depression, general health, positive wellbeing, self-control and 

vitality, and originally contained 68 items. A subset of 18 items was used to create 

the self-administered US Health and Nutrition Examination Survey (HANES). This 

scale, referred to as the ‘general wellbeing schedule’ (McDowell & Newell 1987), 

was used in the current study.  

The format was amended considerably, both for succinctness and compatibility with 

the rest of the questionnaire. It was formatted as a series of questions, each of which 

had an accompanying 7-point semantic differential scale, keeping the wording of 

items and endpoints of rating scales the same as in the original. The original added 

‘during the past month’ to each item. This was replaced by a similar overall 

injunction in the instruction section, which read, for this project, ‘Thinking of how 

things have been for you over the last few weeks in your everyday life, indicate how 

you have felt about each of the following’. An example of one item thus amended was:  

 

Have you felt so sad, discouraged, hopeless, or had so many problems that you wondered if 

anything was worthwhile?   
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extremely so – to the point  

that I have almost given up 

1 2 3 4 5 6 7 not at all  

Performance was originally measured by a series of questions included in the 

demographics section of the questionnaire. These included questions about average 

grades earned in the previous semester (where the student respondents were not in 

their first semester), expectations of time that will be taken to complete their course, 

and a personal estimation of academic ranking within their classes. These items were 

removed from the demographics section after the pilot and put into a separate 

section as respondents felt this was more appropriate and because the demographics 

section was long. The heading for this section and a sample item were: 

The following questions concern the university course you are studying. 

Compared with your expectations,  
how well are you doing in your studies? much worse 1 2 3 4 5 much better 

It was felt that this means of measuring performance was inadequate by itself and a 

short scale on academic self-efficacy developed by Howard, whose work in an 

unpublished doctoral thesis was cited and used by Trawick (1992), was also 

included. For this study it was labelled achievement expectations to avoid confusion 

with the self-concept variables included as antecedents. The 7-item scale was used 

as suggested by Trawick (1992), with the exception that the rating scale was 

amended from a 5-point to a 6-point Likert-type scale and the endpoints were 

reversed so that a higher number reflected a more positive response. 

The instructions and a sample item were: 

The questions below ask you to describe yourself as a student.  There are no right or wrong 
answers, so please answer as honestly as you can.  Do not worry about whether other people 
would agree with you. 

 

much below 
average 

much better than 
average 

In general, how good do you think you are as a student? 
 
 
Work-related satisfaction, or, in the case of the student respondents in this study,  
satisfaction with the study-related aspects of their new life, was measured using a 
consumer satisfaction scale developed by Oliver (1997), with the wording changed 

1 2 3 4 5 6 
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to reflect the student-related context. The wording of the instruction section was 

amended to, ‘Thinking about your chosen degree course at Curtin University, how 

much do you agree or disagree with the following statements?’ and responses were 

obtained on a 6-point Likert-type scale with endpoints ranging from ‘strongly 

disagree’ to ‘strongly agree’. A sample item was ‘I’m sure I did the right thing by 

coming to Curtin University’.  

Oliver (1997) used a 5-point scale with endpoints ranging from ‘agree’ to ‘disagree’. 

The current project reversed the wording of the endpoints, so that a higher number 

reflected a greater level of satisfaction and made them ‘strongly disagree’ and 

‘strongly agree’. This scale, either in its 12-item form, as used here, or in the earlier 

6-item form suggested by Oliver (1997), has been widely used. 

A concern was felt in the amending of items, that both satisfaction with the course 

and with the university needed to be considered without causing confusion to 

respondents. In one instance, to explore these different aspects, an item was made 

into two (‘I truly enjoy being at Curtin University’ and ‘I truly enjoy my course’). In 

other items, only one of these perspectives was included, asking either about the 

university or the course, but not both. 

This ‘work-related satisfaction scale’ was pretested, along with the newly created 

‘student adjustment scale’, because the wording amendments were considerable and 

the context was very different from the original one of satisfaction with the purchase 

of a car. As an example of the way in which items were amended, the item, ‘If I 

could do it over again, I’d buy a different make and model’, became, in the present 

student work-related satisfaction context, ‘If I could do it over again, I’d go 

somewhere else to study’. The pretest results indicated that the scale was not hurt by 

the wording changes, so it was used in the present study without further amendment. 

General life satisfaction was measured through the well-used and validated scale 

developed by Diener and his associates (Lewis, Dorahy & Schumaker 1999; Hong & 

Giannakopoulos 1994; Neto 1993; Diener et al. 1985). This 5-item scale was used as 

in the original, with a 7-point Likert-type scale with responses ranging from ‘strongly 

disagree’ to ‘strongly agree’. Only two minor amendments were made (‘so far, I have 

gotten the important things I want in life’ became ‘so far, I have achieved the 

  



Appendix 1: Questionnaire Development  217 

 

important things I want in life,’ and ‘If I could life my life over . . .’ became ‘If I could 

live my life again . . .’ as this wording was better understood by the respondents. 

Pilot testing and consequent amendments  

The ‘student adjustment scale’ was pilot tested with a convenience sample of first 

and second-year students, both domestic and international, and their comments were 

invited regarding possible missing aspects. Collected data were analysed using 

principal components analysis. A group of 120 mainly first-year students completed 

the trial version of the scale, which had 27 items. Comments from respondents 

suggested the scale was easy to understand and no suggestions of missing concepts 

were made.  

A correlation matrix confirmed that factor analysis was suitable for use in examining 

this scale and the Kaiser-Meyer-Olkin measure of sampling adequacy (Kaiser 1958) 

was 0.83, showing that this would be a useful analysis for these data. Six factors 

with eigenvalues greater than one were found that, together, explained 66% of the 

variance in the data. However, an examination of the scree diagram suggested five 

factors would be more suitable. The five-factor solution explained 60% of the 

variance in the data, with factor loadings ranging between 0.49 and 0.86, although 

some items loaded onto two factors. Coefficient alphas ranged between 0.88 and 

0.63. Attempts were made to reduce the scale by culling items that might not 

contribute to the overall strength of the scale or that loaded onto more than one 

factors, but a better fit was not obtained. Consequently, the 27 items were retained in 

the questionnaire.  

The amended version of the job-related satisfaction scale was also tested at this time, 

since the wording modifications made from the original were considerable. Student 

responses and a principal components analysis of this scale suggested that the 

modifications made had not compromised the integrity of the original scale.   

The completed questionnaire was pilot tested using a convenience sample of 36 

undergraduate, mainly international, students, who were encouraged to give full and 

honest feedback about any aspect of the questionnaire. After observing their  

comments, getting a general feel for their responses, and calculating some 
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descriptive statistics, some amendments were made to specific items that seemed to 

have caused confusion. These have been detailed within the prior discussion of the 

particular scales. An amusing error, that had escaped earlier attention in draft 

versions, was the use of the word ‘overseas’ in the demographics section. It was 

intended to mean overseas from Australia, but international students naturally regard 

Australia as overseas, so their responses seemed confusing until this semantic 

difference was realised. The wording was changed to clarify the situation, using ‘in 

your home country’ instead of ‘overseas’ to remove any ambiguity.  

Some students reported that they found instructions to some scales within the 

questionnaire misleading. Perhaps this was because the original instructions had 

largely been retained, giving an inconsistent approach to the directions sections of 

the scales. These were amended so as to follow a more consistent format and details 

of these amendments were noted in the earlier discussions of the various scales.  

The layout and appearance of the questionnaire went through several different versions, 

but eventually it was felt better to remove all extraneous material such as identification 

marks for respondents, numbering of items and titles for individual scales. This was 

done to reduce to a minimum the required reading in a long survey, to give as 

uncluttered an appearance to it as possible and to maintain respondents’ goodwill. 

As a result of the pilot and subsequent discussion of the questionnaire, one or two 

sections were changed considerably. It was felt that the ‘performance’ part of the 

model had not been adequately measured and a further scale (‘achievement 

expectations’) was added. Self-rated questions on performance were moved into a 

section separate from the demographics, where they had been originally placed. Pilot 

respondents had remarked that they found this section was very long. A scale to 

measure the influence of religion on adjustment for international students was also 

added at this point. Modifications were made to the original model to reflect these 

changes. Details of the newly added scales have been given at their appropriate 

place within the amended model. 

With the exception of the ‘general wellbeing scale’ and the demographics section, 

all of the other scales were measured on a 6 or 7-point Likert-type scale. All 

intermediate wording was removed, so that only end-points were labelled, almost in 



Appendix 1: Questionnaire Development  219 

 

 

 

the manner of semantic differential scales (Punch, 1998). This, it was felt, made the 

 scale both easier to read and quicker to respond to, and neatened its appearance. 

Model tested and scales used 

The model tested in the present study was shown as Figure 1.6 in chapters 1 and 3, 

but is repeated here for convenience.  

 antecedents adjustment outcomes  
 

 

 

 

 

 

 

 

 

 

 

 

Figure 1.6  A model of student adjustment  

The more detailed model following (Figure 3.1 in chapter 3) shows the observed 

variables measured by the various scales within the questionnaire. These acted as 

indicator variables for the latent constructs shown in Figure 1.6. Also reiterated here 

is the list of scales form chapter 3 used in the project, together with their sources.  

adjustment

university  
work roles 

self-concept

expectations

personal
abilities 

beliefs 
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personal wellbeing 
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performance 
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life satisfaction 
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Figure 3.1     Observed variables measuring the latent constructs      

Table 3.1    The scales used to measure the constructs within the model 

antecedents adjustment outcomes 

Role conflict & role ambiguity:  
Rizzo, House & Lirtzman 1970. 

Self-esteem:  
Bagozzi & Heatherton 1994;  
Self-efficacy: Sherer, Maddux, 
Mercandante, Prentice-Dunn,  
Jacobs & Rogers 1982, as in  
Harrison, Chadwick & Scales 1996. 

Expectations:  
Black and Gregerson 1990. 

Personal abilities:     Hammer, 
Gudykunst & Wiseman 1978. 

Religious belief salience: 
Blain, Trivedi & Eshleman 1998: 
Sussman & Alexander 1999. 

Cultural novelty: 
Torbiorn 1982, as used in  
Black & Stephens 1989. 

Expatriate adjustment:   
Black and Stephens 
1989, plus 2 items from 
Black 1988. 

Student adjustment:  
personally developed 
scale 2000. 

 

Work-related wellbeing: 
Warr 1990, as amended 
by Sevastos, Smith & 
Cordery 1992 

General wellbeing: 
Dupuy 1977. 

Achievement 
axpectations: Howard 
1989, as used in 
Trawick 1992; 
Self-rated performance 
measures.  

Work-related life 
satisfaction:  
Oliver 1997.  

General life satisfaction:
Diener, Emmons, 
Larsen & Griffin 1985. 

self-esteem 
self-efficacy well-being  

outside uni

well-being 
at uni 
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 life satis 
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work-related 
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expectations and 
responses 
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adjustment 

cultural novelty 

expatriate 
adjustment 

cultural gap
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Appendix 2     The development of a new scale  

Need for a new scale 

This appendix discusses how the scale that was used to measure student-specific 

aspects of adjustment was developed. An extensive search was made to find such an 

instrument without success, so it was necessary to develop a scale.  Semi-structured 

interviews with a number of international students were undertaken as part of the 

initial exploratory research and a search was made through these transcripts for 

comments relevant to adjustment within an academic context. As a result, 27 items 

were developed for potential inclusion within a ‘student adjustment scale’. The 

relevant quotes from interviews conducted are shown, together with the items 

created from these comments. (‘N’ in the interviewee identifier denotes new 

students in their first or second semester while ‘E’ denotes more experienced 

students, who had been in Australia for at least a year). 

Comments from students and related items created  

Item in scale       Student comment in the interview Interviewee
identifier

The academic 
level of the work 

 When I feel more comfortable and am interested in the area I get 
high marks. E1 

   I found the standards the same, I mean if you work hard you get 
high marks . . . I don’t find the standards higher or lower out here. 

E4 

   I think especially for essay writing – the way academic writing is 
here, I think it’s very different for most of the people.  

N1 

   In the beginning I compared it to America, because I thought it 
was more like America here. And you know how in America you  
. . .  can actually end up with more than 100%, and it’s not like that 
here! No, in that sense it’s more like Norway, in that you actually 
have to work. 

N4 

  For studying, maybe a little bit harder than what I am thinking. N6 

The amount  
of work done  
in groups 

  In terms of group work, I have worked with Australians before . . . 
at undergrad level, the Australians, those that I’ve worked with, 
they don’t seem to put in the same amount of effort and they don’t 
take the assignments seriously.   

E3 
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 (Item in scale)         (Student comment in the interview) (Interviewee
identifier)

The relationships 
between students 
and lecturers 

 I think it’s really good with teachers who can understand. They 
were Australian teachers, they weren’t Asian teachers, but they’d 
understand, and help her adjust, and they’d sit down after school 
and give her the extra help she needed. That was very important.    

E3 

  And also another thing I found difficult coping with was the 
personal interaction with your professors here, because back home 
you’re just a number. 

N4 

Researching 
information for 
myself 

 And the way of learning; we are used to staying in the class, we 
write notes, everything, and then we will know what we are going 
to use in the exam. But here you need to do it yourself, to prepare. 

N1 

  And it is so different, because when I took a part-time course they 
would always give you hints, what to study, but university is like 
‘you’ve got to study it all’ and anything will come up. It’s so 
scary, because, OK, I tell myself I want to study it all, but then 
there’s so much, and then so my motivation went down, and I 
don’t know. I just, like, study, and then I can’t concentrate, ya! 

N5 

  I don’t know how to go about studying and all that. Because I’ve 
never studied really fulltime, because in part-time courses, right, 
you just get away with it, just go for class, lectures, but we don’t 
really do study at home, because of our work commitment. But 
over here it’s like you study ten hours – very confused – “How do 
I go about studying?”  

N5 

Finding my  
way around  
the library 

 Curtin library: at the beginning it was confusing for me to 
understand the library service. Especially to find a book from the 
shelf. Usually the books are not there even though the catalogue 
says they are. 

E1 

  And again the library – going to the library was also something 
difficult. I can just go there and find a book and I couldn’t get it 
while it is there – it was difficult for me.  Because of the computer 
checking out I think, or just the way the environment is, maybe, 
because at home the libraries are not as big as this one, and 
because we are not familiar.  

N1 

Having to work  
on my own 

 

 The thing is that everything you do on your own, it’s very scary.  
Because back home the teacher shows me “you do this, you do 
that, and you come tomorrow” and you have, like, tutorials and 
everything. But out here you don’t have – it’s like you do all your 
own and you show. So that was quite a different thing. 

E4 

  Everything you do, you do it on your own here, so you have to be  
willing to take that risk of finding out, of making mistakes. 

N2 

Giving my ideas  
and opinions  
openly in class 

 Because, for me, if I don’t talk in the first class I can never talk 
throughout the class. . .  If in the first and second class I talk, then I 
can feel comfortable that I have already talked here – so it’s not a 
great deal. So, when I don’t talk in the first class, and the following 
classes come along I feel “Oh, I haven’t talked – if I talk now it will 
look very odd”. . . I feel that barrier is still there, I can’t make the 
move, because of the culture thing or whatever, but I feel very shy 
to talk. 

E4 

  The way of thinking is very different. The way of thinking and 
how they express what they . . . their opinion – it’s different. 

N6 
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 (Item in scale)         (Student comment in the interview) (Interviewee
identifier)

Giving my ideas  
and opinions  
openly in class 

 When I come here I surprise that there are two-ways 
communication, always. . . I think it’s very good system of 
education . . . because we can. . . deliver about the way of 
thinking, our opinion, our idea in the front of class, and we have 
argumentation about it, between friends, not just penning our idea. 
I think the two-way communication is good. 

N7 

  In the beginning it’s difficult to me to be assertive in the class, to make 
arguments or just ask some questions, yes. But in the end of the class I 
try to be brave, to ask something, to make argument, to give the idea. 

N7 

Finding the 
material I need  
in the library 

 Curtin library: at the beginning it was confusing for me to 
understand the library service. Especially to find a book from the 
shelf. Usually the books are not there even though the catalogue 
says they are. 

E1 

  The . . . Library here at Curtin I don’t like – I think it’s not well-
managed. Every time you need a book, all the books are on loan 
– they don’t keep books for the library itself. So every time I need 
a book from my field it’s on loan, so you have to request the book  
and it takes 20 days, something like this. 

N3 

The relationships 
between students 
and students 

 I find that they (Australian students) cling to themselves in a 
group, and then you have Asians in one group and last semester I 
was kind of in both groups, because I was international, then I was 
also, you know, I’d look like an Australian. But they didn’t mingle 
and, yes, actually I find Australian university students to be rather 
difficult to approach. 

N4 

   I don’t know for other countries, but Malaysia and Singapore is 
about the same. When they see someone of the same race, or same 
country, it’s just “Oh, you’re from . . . ” and we just click together, 
it’s very fast, although we do not know each other. And it forms a 
group very fast, but in terms of other countries, it takes a longer 
period . . . and there’s a lot of different understandings, and 
confusion. 

N5 

  Mix, I mean, you have to interact, make an interaction with other 
student too, especially Australian, because if we go around, we 
play around with Indonesian student there’s not much we get . . . 
the knowledge, the English, the experience you can get, you 
cannot get more, yes. 

N6 

Referencing in 
my assignments 

 The referencing I learnt on my own as I went on. I was also in 
MS’s class and he was also very very helpful.  Because I was in 
postgrad class I’m sure the people in management or wherever 
assumed that I would know how to reference. 

E4 

  It depends maybe on the topic, maybe if he (the lecturer) is 
interested then he can say write up to this number of pages or use 
references and quote and everything. If he is not interested maybe 
we can just write, maybe just paraphrase and so on. 

N1 

  I had a bit of a problem with Harvard referencing. We did use it – I 
used Harvard referencing, but I did not know it was called Harvard 
referencing until I saw it and then I said ‘this is similar to what 
I’ve done’. So that was a bit of a transition I guess.  

N2 

 



Appendix 2: Development of New Scale  224 

 

(Item in scale)         (Student comment in the interview) (Interviewee 
identifier)

Asking the 
lecturer  
to help me 

 Most of the time I didn’t know what was going on. I went to class 
and it wasn’t like said “OK, this is this and this is this” . . . so most 
of the time I was, like, confused. So I think a little bit of guidance 
is important as soon as you come to a new country. 

E4 

  Back home . . . whatever the teacher said that is right and we wrote 
it down, and we never had participation and all that. So when I 
came here I found it very challenging . . .but I feel that barrier is 
still there, I can’t make the move, because of the culture thing or 
whatever, but I feel very shy to talk. . . So I think that is also very 
important, you have to show the system, show the students how 
the system works, and everything. 

E4 

  In Kenya the teaching method was less formal  . . . there was more 
of a personal relationship you had with your lecturer, where you 
could discuss things and they encouraged discussion. 

N2 

  But because I know about writing papers it wasn’t that difficult.  
But I still had no idea what lecturers wanted, what they expect the 
student to put in. 

N2 

  Be spontaneous in class, and don’t afraid to ask, in class or in . . . 
outside the class.  

N6 

  In the beginning it’s difficult to me to be assertive in the class, to 
make arguments or just ask some questions, yes. 

N7 

The standards 
expected of me 

 

 In all my previous study, in the Mongolian standards, all my marks 
were distinction . . . excellent . . . when I came here my first mark 
was 61, and I thought it’s getting lower because of the 
environment and everything, but I still tried to do my best because 
I use it for experience. I don’t want to get low marks of course as a 
student, but I always try 
to achieve – I am very ambitious.  

E1 

  I had to ask a lot of people, ask a lot of friends about studying skills, 
how do you memorise, how do you study, and try different ways. 

N5 

The atmosphere 
in my classes 

 I got a small class . . . and the situation is very interactive . . .  
the situation is different, it’s very, very informal in here. N6 

The background 
I’m expected  
to have in  
subjects I study 

 I had some difficulties, maybe because of my background.  My 
previous degree is in economics, but . . . socialist economics, 
totally different . . . I still have some difficulty doing these units . . 
. I have no background about  . . .   {Q. Is it the lack of background 
which causes the difficulties, or the way of studying?}  Lack of 
background actually. 

E1 

  . . . the units were very related to my background. I had already 
some knowledge about the units – I felt very good. 

N3 

The amount of 
individual work  
I have to do 

 I can’t say that it was difficult; I can’t think of anything difficult. 
Different it was, maybe because we had to do a lot of individual 
work and a lot of reading, and a lot of writing.  

E2 

  The thing is that everything you do on your own, it’s very scary. 
Because back home the teacher shows me “you do this, you do 
that, and you come tomorrow” and you have, like, tutorials and 
everything. But out here you don’t have – it’s like you do all your 
own and you show. So that was quite a different thing. 

E4 
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 (Item in scale)         (Student comment in the interview) (Interviewee 
identifier)

The size of  
the university 

 The way it is, it’s different. The buildings are different, and the 
university is very big, and I didn’t expect that. N1 

  I just remembered another negative about Australia. About Curtin  
- it’s too big – for me it’s too big – it’s just so massive and we’re 
not used to that. . . . Curtin is just too massive. It took me an hour 
to look for Vickery House, where I was going to stay – although I 
was given a map at the International Office it took me an hour to 
find Vickery House, which, to me, was a waste of time. 

N2 

Expectations 
about attendance 
at classes 

 The first semester . . . was on-line, so I didn’t need to come to 
class. And the classes make me specially stressful. When I don’t 
need to come to classes, I can work on my own pace, and when I 
have classes I have to be on the same pace as the others, so every 
week, every week . . . This semester I have classes again, and this 
semester it’s not so good. 

N3 

  We didn’t have attendance at lectures, it was up to you how you 
wanted to study. If you just wanted to sit at home and read the 
book and do your research, or if you wanted to come and attend 
lectures and have study groups. As long as you were there for the 
final exam . . . 

N4 

The amount of 
reading I need  
to do  

 I can’t think of anything difficult. Different it was, maybe because  
we had to do a lot of individual work and a lot of reading, and a lot 
of writing. 

E2 

  And of course reading many books also – because in Africa you 
just took two books and write your essay – that’s finished. But 
here you need to read a lot of books.  {Q. What has been the 
hardest thing to get used to, living here?}  Maybe reading a lot of 
books. 

N1 

The number  
of students  
from different 
countries here 

 The most important thing is they must be willing to meet, to mix 
around, because it’s not going to work out if you’re not willing to  
mix around. If you’ve been here for two years and you still don’t  
know how to say ‘cheers’ or things like that, it’s not worth it. . .  
Those people who failed to work well as an international student 
didn’t associate themselves at all with Australians. 

E3 

  The most important thing is they must be willing to meet, to mix 
around, because it’s not going to work out if you’re not willing to  
mix around. If you’ve been here for two years and you still don’t  
know how to say ‘cheers’ or things like that, it’s not worth it. . .  
Those people who failed to work well as an international student 
didn’t associate themselves at all with Australians. 

E3 

  The most important thing is they must be willing to meet, to mix 
around, because it’s not going to work out if you’re not willing to  
mix around. If you’ve been here for two years and you still don’t  
know how to say ‘cheers’ or things like that, it’s not worth it. . .  
Those people who failed to work well as an international student 
didn’t associate themselves at all with Australians. 

E3 

  They can’t just always stay . . .  if you’re a Singaporean, you can’t  
just stay with Singaporean people or with Asian people. You’re 
not harnessing the experience, you’re not harnessing the 
opportunity that you have to study here. 

E3 
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(Item in scale)         (Student comment in the interview) (Interviewee
identifier)

The number  
of students  
from different 
countries here 

 The most important thing is they must be willing to meet, to mix 
around, because it’s not going to work out if you’re not willing to  
mix around. If you’ve been here for two years and you still don’t  
know how to say ‘cheers’ or things like that, it’s not worth it. . .  
Those people who failed to work well as an international student 
didn’t associate themselves at all with Australians. 

E3 

  I have lots of Asian friends because I study here in the Business 
School, and I think you realise from every hundred students, 
ninety-five are Asians. 

N3 

  One of the huge shocks was actually when I came to the Business 
School, and there . . .  I was going to study in Australia, with 
Australians, or so I thought, and there was all these international 
students. And I just walked in and I thought, I didn’t know where I 
was. I just did not expect it – I was just so confused in the 
beginning, because where are the Australians?  And there are all 
these strange accents and, you know, I was just all confused. 

N4 

  I heard about the situation in Australia, there’s multicultural and 
many Asian people live here, so I think it’s not hard for me to cope 
with new situation in here. 

N6 

The style  
of teaching  
we get here 

 I thought that if I go to a Business School I’ll be going to a place 
where the teacher will tell me, because we always had that kind of 
educational system where they said “OK you do this, and you 
come back tomorrow and you show me”. 

E4 

  And of course the way of studying is different from the way I used 
to do it . . . Another thing we are not doing critical analysis – what 
the teacher says is what we took, or from the book. We didn’t add 
anything else. . . Here the students are more involved in the 
learning process than where I am coming from, I think.  

N1 

  The teaching methods are different . . . There have been classes 
from between four people to forty people, so there’s a lot of 
interaction, one-to-one with the tutor/lecturer and one-and-a-half 
hour long classes, and they are twice a week for one-and-a-half 
hours, whereas Curtin has three-hour classes but once a week. So, 
in a way, time is the same, but you have to absorb a lot in three 
hours, whereas one-and-a-half hours was a bit easier to handle.  

N2 

  Teaching methods – here there are more formal teaching methods 
- in Kenya the teaching method was less formal in (my university)  
- there was more of a personal relationship you had with your 
lecturer, where you could discuss things and they encouraged 
discussion. 

N2 

The amount of 
responsibility  
I have for my  
own work 

 The thing is that everything you do on your own, it’s very scary. 
Because back home the teacher shows me “you do this, you do 
that, and you come tomorrow” and you have, like, tutorials and 
everything. But out here you don’t have – it’s like you do all your 
own and you show. So that was quite a different thing. 

E4 

  And the way of learning; we are used to staying in the class, we 
write notes, everything, and then we will know what we are going 
to use in the exam. But here you need to do it yourself, to prepare. 

N1 
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(Item in scale)         (Student comment in the interview) (Interviewee
identifier)

The different 
expectations of 
different lecturers 

 

 Even the size of essays – the lecturer can say write maybe ten 
pages or five pages, but otherwise you just write. Some like so 
many and some like just a few pages. It depends maybe on the 
topic, maybe if he is interested then he can say write up to this 
number of pages or use references and quote and everything. If he 
is not interested maybe we can just write, maybe just paraphrase 
and so on. 

N1 

  I think I had a difficult time with knowing what lecturers wanted 
from the student. I come from a place where it is structured. The 
lecturer tells you exactly what he wants, what he expects in his 
assignments, in his papers, and in a way over time . . .. They don’t 
tell you in the first year. By second year, third year, you have 
already picked it up. 

N2 

Having to 
reference 
everything I use  
in my work 

 The referencing I learnt on my own as I went on. I was also in 
MS’s class and he was also very very helpful.  Because I was in 
postgrad class I’m sure the people in management or wherever 
assumed that I would know how to reference.  

E4 

  We used to write essays in the same way, linear essays – they say 
you have to start with introduction and then the body and then the 
conclusion. But in most cases first we were paraphrasing – we 
were plagiarising because we didn’t quote; in most cases we were 
just paraphrasing and then you write it. 

N1 

  Referencing – that’s a difficult part for me, I’ve never done that 
before, and I do not know how to go about it. I was really 
confused, but after a while I got the hang of it – ya! 

N5 

The amount  
of participation 
expected in  
my classes 

 And because, like, back home being able to contribute in class, 
whatever the teacher said that is right and we wrote it down, and 
we never had participation and all that. So when I came here I 
found it very challenging and I thought “OK, this is very good, but 
. . .”.   

E4 

  The situation is very interactive. A lot of student is speak, and it’s 
very shock, shocking for me, because I found out that I couldn’t 
talk at that class, and I needed a little bit more time to adjust. It’s 
different in Indonesia – the lecturer talks more than the students. 

N6 

The number  
of assignments  
I have to do 

 We were expected to do a lot of work, basically, in limited time, 
and we had to be organised in terms of time management. I found 
when I studied in my country it was more relaxed, easier, you 
know. 

E2 

  But when I came here everything was, like, the assignment.  I 
didn’t know that we had to look at the handouts . . .to use as a sort 
of guide to go along, but I never knew that, and most of the time I 
didn’t know what was going on. 

E4 

  I did part-time courses while working, so I thought it would be 
much better if I focused full-time. But, it seems like there’s even 
more stress when I come to full-time study, because there are so 
many projects and it’s difficult to cope living independently. 

N5 

  The first few months was terrible, because there are so many 
projects, all interrelated and I just found it very difficult to cope. 

N5 
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(Item in scale)         (Student comment in the interview) (Interviewee 
identifier)

Speaking out 
different ideas  
than those of  
the lecturer 

 The informal situation make me shocked, too. Because I tend to 
keep myself quiet and very shocked to see other students cut the 
lecturer speaking, something like that.  {Q. You found that rude?}  
Ah, yes, a little bit uncomfortable. 

N6 

Interactions with 
students from 
different cultures 

 Sometimes people misunderstand you. I don’t think it’s a language 
problem or something, but sometimes things said are 
misunderstood, which is also common between people from the 
same culture, but when people from different cultures meet then 
simple things even cause misunderstanding sometimes. I think it’s 
a main problem. 

E2 

  It was difficult trying to tell them stuff, it was difficult trying to 
relate to them, because their experiences were totally different 
from ours . . . I think culturally they were more . . . very funny, 
Australian people are really funny. They take things very lightly, 
and when they talk to you . . . 

E3 

  Actually I didn’t have too many Australian friends; they were 
mostly international students. So I learned to appreciate it as an extra 
bonus. I actually got to learn about more cultures than I thought I 
would. 

N4 

  They should actually allocate at least one more Asian person 
together with me, so that to cope with my shock of coming here 
alone. I am coming here alone to study, and at least there’s another 
Asian person to talk to, interact with, instead of the rest all 
Australians and other Caucasians, ya!  I think they have 
overlooked that part.  

N5 

  I think that . . . in the beginning that I think that Australia or 
Anglo-Saxon is more polite or they can accept multicultural 
people than Asian or Indonesian people to accept multicultural 
people, yes.  I just  . . . I believe that some people, can I say that, 
not education, that still difficult to accept multicultural or Asian 
people.   {Q. You have had some trouble?}  Yes, I have some 
experience about it, when I go by train, I think this is . . there is 
not, good educated people, I think that is it. He talk about 
something bad about Asian people. 

N7 

 

The items listed in the first column of the table shown above were included in the 

‘student adjustment scale’, worded as statements and measured on a 7-point Likert-

type scale. After amendments were made as a result of pretesting and the pilot, the 

instruction section read ‘How difficult or easy have you found getting used to the 

following aspects of studying at Curtin University?’ and the scale endpoints ranged 

from ‘very difficult’ to ‘very easy.’ The full details of the scale’s development, 

along with the rest of the questionnaire, are provided in Appendix 1. 
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Appendix 3     The questionnaire 

The purpose of this survey is to consider students’ university experiences in an  
     attempt to identify ways in which their journey through university and their success  
     can be improved. In order to do this, many perspectives are being included,  
     some of which you may feel do not particularly apply to you. However, it would  
     be very much appreciated if you would take the time to answer every question, as  
     thoughtfully and openly as you can. All responses will be in total confidence. 

Please circle along each scale the number that corresponds to the way you feel,  

     or which is closest to your own experience. Thank you very much for your help. 
 
 
How happy and comfortable do you feel with the following aspects of your life  
since coming to live and study in Perth? 
 not at all  

happy 
completely 

happy 

Living conditions in general 1 2 3 4 5 6 7 

Housing conditions 1 2 3 4 5 6 7 

Food  1 2 3 4 5 6 7 

Shopping 1 2 3 4 5 6 7 

Weather 1 2 3 4 5 6 7 

Cost of living 1 2 3 4 5 6 7 

Transport systems 1 2 3 4 5 6 7 

Entertainment/recreation facilities and opportunities 1 2 3 4 5 6 7 

Health care facilities 1 2 3 4 5 6 7 

Socialising with locals  1 2 3 4 5 6 7 

Interacting with locals on a day-to-day basis 1 2 3 4 5 6 7 

Interacting with locals outside of university 1 2 3 4 5 6 7 

Speaking with local people 1 2 3 4 5 6 7 

Specific study requirements and responsibilities 1 2 3 4 5 6 7 

Performance standards and expectations 1 2 3 4 5 6 7 
 
How similar or different are the following factors compared with at home? 
 very different very similar 

Everyday customs that must be followed 1 2 3 4 5 6 7 

General living conditions 1 2 3 4 5 6 7 

Using the health care facilities 1 2 3 4 5 6 7 

Transportation systems  1 2 3 4 5 6 7 

General living costs 1 2 3 4 5 6 7 

Available quality and types of foods 1 2 3 4 5 6 7 

Climate 1 2 3 4 5 6 7 

General housing conditions 1 2 3 4 5 6 7 
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How close are your experiences of living in Perth and studying at Curtin University  
to the EXPECTATIONS you had before you left home? 
 

much less 
than  
I expected 

about 
what 

I expected 

much more 
than I 

expected 

Performance standards for the course 1 2 3 4 5 6 7 

Level of involvement in your classes 1 2 3 4 5 6 7 

Kind of people you work with in your course 1 2 3 4 5 6 7 

Ease of relationships with other students in your course 1 2 3 4 5 6 7 

Bureaucratic procedures that must be followed 1 2 3 4 5 6 7 

Amount of work you need to do in your course 1 2 3 4 5 6 7 

General living conditions in Perth 1 2 3 4 5 6 7 

Entertainment opportunities in Perth 1 2 3 4 5 6 7 

Need to speak English 1 2 3 4 5 6 7 

Available quality of education at Curtin University 1 2 3 4 5 6 7 

Cost of living in Perth 1 2 3 4 5 6 7 

Population density 1 2 3 4 5 6 7 

Housing conditions 1 2 3 4 5 6 7 

Health-care facilities and quality 1 2 3 4 5 6 7 

 
 

 

How have you REACTED to any differences between your expectations and the reality 
you experienced?  How have these differences affected you?   
 

very strong  
negative 
reaction 

very strong 
positive reaction 

Performance standards for the course 1 2 3 4 5 6 7 

Level of involvement in your classes 1 2 3 4 5 6 7 

Kind of people you work with in your course 1 2 3 4 5 6 7 

Ease of relationships with other students in your course 1 2 3 4 5 6 7 

Bureaucratic procedures that must be followed 1 2 3 4 5 6 7 

Amount of work you need to do in your course 1 2 3 4 5 6 7 

General living conditions in Perth 1 2 3 4 5 6 7 

Entertainment opportunities in Perth 1 2 3 4 5 6 7 

Need to speak English 1 2 3 4 5 6 7 

Available quality of education at Curtin University 1 2 3 4 5 6 7 

Cost of living in Perth 1 2 3 4 5 6 7 

Population density 1 2 3 4 5 6 7 

Housing conditions 1 2 3 4 5 6 7 

Health-care facilities and quality 1 2 3 4 5 6 7 
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How difficult or easy have you found getting used to the following aspects  
of studying at Curtin University? 
 very difficult very easy 

The academic level of the work 1 2 3 4 5 6 7 

The amount of work done in groups 1 2 3 4 5 6 7 

The relationships between students and lecturers  1 2 3 4 5 6 7 

Researching information for myself 1 2 3 4 5 6 7 

Finding my way around the library 1 2 3 4 5 6 7 

Having to work on my own 1 2 3 4 5 6 7 

Giving my ideas and opinions openly in class 1 2 3 4 5 6 7 

Finding the material I need in the library 1 2 3 4 5 6 7 

The relationships between students and students 1 2 3 4 5 6 7 

Referencing in my assignments 1 2 3 4 5 6 7 

Asking the lecturer to help me 1 2 3 4 5 6 7 

The standards expected of me 1 2 3 4 5 6 7 

The atmosphere in my classes 1 2 3 4 5 6 7 

The background I’m expected to have in subjects I study 1 2 3 4 5 6 7 

The amount of individual work I have to do 1 2 3 4 5 6 7 

The size of the university 1 2 3 4 5 6 7 

Expectations about attendance at classes 1 2 3 4 5 6 7 

The amount of reading I need to do  1 2 3 4 5 6 7 

The number of students from different countries here 1 2 3 4 5 6 7 

The style of teaching we get here 1 2 3 4 5 6 7 

The amount of responsibility I have for my own work 1 2 3 4 5 6 7 

The different expectations of different lecturers 1 2 3 4 5 6 7 

Having to reference everything I use in my work 1 2 3 4 5 6 7 

The amount of participation expected in my classes 1 2 3 4 5 6 7 

The number of assignments I have to do 1 2 3 4 5 6 7 

Speaking out different ideas than those of the lecturer 1 2 3 4 5 6 7 

Interactions with students from different cultures 1 2 3 4 5 6 7 
 
 
How do you feel about your LIFE GENERALLY?   
Below are five statements. You may agree or disagree with them. Circle the number 
along each line which best describes your feelings about your life generally.  
Please be open and honest in your responses. 
 strongly 

disagree 
strongly 

agree 

My life is close to my ideal 1 2 3 4 5 6 7 

The conditions in my life are excellent 1 2 3 4 5 6 7 

I am satisfied with my life 1 2 3 4 5 6 7 

So far, I have achieved the important things I want in life 1 2 3 4 5 6 7 

If I could live my life again, I would change almost nothing 1 2 3 4 5 6 7 
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We would like to know how you feel about the following issues. There is, of course, no 
right answer for any statement. The best answer is what you feel is true of yourself at 
this moment. Again, answer these questions as they are true for you RIGHT NOW. 
 

not at all true totally true 

I feel confident about my abilities 1 2 3 4 5 6 7 

I am worried about whether I am regarded as a success or 
failure 

1 2 3 4 5 6 7 

I feel satisfied with the way my body looks right now 1 2 3 4 5 6 7 

I feel frustrated or upset about my performance 1 2 3 4 5 6 7 

I feel I am having trouble understanding the things I read 1 2 3 4 5 6 7 

I feel that others respect and admire me 1 2 3 4 5 6 7 

I am dissatisfied with my weight 1 2 3 4 5 6 7 

I feel self-conscious 1 2 3 4 5 6 7 

I feel as intelligent as other students 1 2 3 4 5 6 7 

I feel displeased with myself 1 2 3 4 5 6 7 

I feel good about myself 1 2 3 4 5 6 7 

I am pleased with my appearance right now 1 2 3 4 5 6 7 

I am worried about what other people think of me 1 2 3 4 5 6 7 

I feel confident that I understand things 1 2 3 4 5 6 7 

I feel inferior to others at this moment 1 2 3 4 5 6 7 

I feel unattractive 1 2 3 4 5 6 7 

I feel concerned about the impression I am making 1 2 3 4 5 6 7 

I feel that I have less academic ability than others 1 2 3 4 5 6 7 

I feel like I am not doing well 1 2 3 4 5 6 7 

I am worried about looking foolish 1 2 3 4 5 6 7 
 
 
 
How do you feel about the influence of your religion in your life? 
 

strongly 
disagree 

strongly 
agree 

My religion is an important part of my life 1 2 3 4 5 6 7 

I would describe myself as a religious person 1 2 3 4 5 6 7 

I attend religious worship services regularly 1 2 3 4 5 6 7 

My religious beliefs affect my whole approach to life 1 2 3 4 5 6 7 

My religious beliefs give meaning and purpose to my life 1 2 3 4 5 6 7 

I am frequently aware of God in a personal way 1 2 3 4 5 6 7 

My religious beliefs influence most areas of my life 1 2 3 4 5 6 7 

Being religious is important to me 1 2 3 4 5 6 7 
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What are your views on the following statements about your attitudes to  
your work (study) and life in general? 

 
strongly 
disagree 

strongly 
agree 

When I make my plans, I am certain I can make them work 1 2 3 4 5 6 

One of my problems is that I cannot get down to work when I 
should 

1 2 3 4 5 6 

It is difficult for me to make new friends  1 2 3 4 5 6 

If I can’t do a job the first time, I keep trying until I can 1 2 3 4 5 6 

When I set important goals for myself, I rarely achieve them 1 2 3 4 5 6 

I give up on things before completing them 1 2 3 4 5 6 

If I see someone I would like to meet, I go to that person 
instead of waiting for him or her to come to me 

1 2 3 4 5 6 

I avoid facing difficulties 1 2 3 4 5 6 

If something looks too complicated, I will not even bother  
to try it 

1 2 3 4 5 6 

When I have something unpleasant to do, I stick to it until I 
finish it 

1 2 3 4 5 6 

If I meet someone interesting who is hard to make friends with, 
I’ll soon stop trying to make friends with that person 

1 2 3 4 5 6 

When I decide to do something, I go right to work on it 1 2 3 4 5 6 

When trying to learn something new, I soon give up  
if I am not initially successful 

1 2 3 4 5 6 

When unexpected problems occur, I don’t handle them well 1 2 3 4 5 6 

I have acquired my friends through my personal abilities  
at making friends 

1 2 3 4 5 6 

I avoid trying to learn new things when they look too difficult 
for me 

1 2 3 4 5 6 

Failure just makes me try harder 1 2 3 4 5 6 

I feel insecure about my ability to do things 1 2 3 4 5 6 

When I’m trying to become friends with someone who seems 
uninterested at first, I don’t give up easily  

1 2 3 4 5 6 

I am a self-reliant person 1 2 3 4 5 6 

I give up easily 1 2 3 4 5 6 

I do not seem capable of dealing with most problems  
that come up in life. 

1 2 3 4 5 6 

I do not handle myself well in social gatherings 1 2 3 4 5 6 
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How important have the following abilities been in helping you  
to succeed in your studies at Curtin University? 

 not at all 
important 

extremely 
important 

To deal effectively with frustration 1 2 3 4 5 6 

To deal effectively with interpersonal conflict 1 2 3 4 5 6 

To deal effectively with unfamiliar situations 1 2 3 4 5 6 

To deal effectively with changes in life styles 1 2 3 4 5 6 

To deal effectively with stress 1 2 3 4 5 6 

To deal effectively with the pressure to conform 1 2 3 4 5 6 

To deal effectively with financial difficulties 1 2 3 4 5 6 

To deal effectively with being isolated in social contexts 1 2 3 4 5 6 

To deal effectively with different political systems 1 2 3 4 5 6 

To communicate effectively in English 1 2 3 4 5 6 

To deal effectively with different social customs 1 2 3 4 5 6 

To deal effectively with unforeseen problems 1 2 3 4 5 6 

To initiate interaction with a stranger 1 2 3 4 5 6 

To have deep-level meaningful conversations with others  1 2 3 4 5 6 

To deal effectively with communication misunderstandings  1 2 3 4 5 6 

To develop satisfying interpersonal relationships with others  1 2 3 4 5 6 

To deal effectively with anxiety 1 2 3 4 5 6 

To understand accurately another person’s point of view 1 2 3 4 5 6 

To deal effectively with different communication styles 1 2 3 4 5 6 

To deal effectively with a different educational system 1 2 3 4 5 6 

To maintain satisfying interpersonal relationships with others  1 2 3 4 5 6 

To understand accurately the feelings of others 1 2 3 4 5 6 

To empathise with another person 1 2 3 4 5 6 

To work effectively with other people 1 2 3 4 5 6 
 

The questions below ask you to describe yourself as a student.   
There are no right or wrong answers, so please answer as honestly as you can.   
Do not worry about whether other people would agree with you. 

 much below 
average 

much better than 
average 

In general, how good do you think you are as a student? 1 2 3 4 5 6 

How good are you at writing reports, essays, etc.? 1 2 3 4 5 6 

How good are you at completing assignments on time? 1 2 3 4 5 6 

When your lecturer assigns a group activity in class, how well 
do you participate? 

1 2 3 4 5 6 

When an assignment is very difficult, how good are you at 
getting help? 

1 2 3 4 5 6 

How well are you able to concentrate during class lectures? 1 2 3 4 5 6 

When you want to make a comment or ask a question in class, 
how good are you at explaining what you mean? 

1 2 3 4 5 6 
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Thinking about your role as a student in your chosen course, to what extent  
do you disagree or agree with the following statements? 
 strongly 

disagree 
strongly 

agree 

I feel certain about what I have to do  1 2 3 4 5 6 7 

I have enough time to complete my work 1 2 3 4 5 6 7 

I have clear, planned goals and objectives for study  1 2 3 4 5 6 7 

The work I do is too easy  1 2 3 4 5 6 7 

There are not enough rules or guidelines to help me  1 2 3 4 5 6 7 

I have to do things that should be done in a different way 1 2 3 4 5 6 7 

I am corrected or rewarded when I don’t really expect it 1 2 3 4 5 6 7 

The work I do is too boring 1 2 3 4 5 6 7 

I am able to act the same no matter which group I am 
with 

1 2 3 4 5 6 7 

I know that I divide my time properly 1 2 3 4 5 6 7 

There are confusing rules and guidelines here  1 2 3 4 5 6 7 

I know what my responsibilities are 1 2 3 4 5 6 7 

I find it hard to complete group assignments 1 2 3 4 5 6 7 

I am uncertain about how to study effectively  1 2 3 4 5 6 7 

I am asked to do assignments that are within my 
capability 

1 2 3 4 5 6 7 

I feel certain how my work will be evaluated  1 2 3 4 5 6 7 

I have just the right amount of work to do 1 2 3 4 5 6 7 

I know exactly what is expected of me 1 2 3 4 5 6 7 

I work with several groups who operate quite differently 1 2 3 4 5 6 7 

I am told how well I am doing in my studies     1 2 3 4 5 6 7 

Different people here expect different things from me   1 2 3 4 5 6 7 

Explanation is clear of what has to be done 1 2 3 4 5 6 7 

I do things that are accepted by some but not by others  1 2 3 4 5 6 7 

I have only vague directions or instructions here 1 2 3 4 5 6 7 

I work on unnecessary things 1 2 3 4 5 6 7 

I do not know if my work will be acceptable  
to my lecturers 

1 2 3 4 5 6 7 

 
 
The following questions concern the university course you are studying. 

How many units are you studying this semester?  1 2 3 4 5 more than 5 

How long do you think it will take you  
to complete your degree? 

much less than
the expected time

1 2 3 4 5 much more than 
the expected time

Compared with your expectations,  
how well are you doing in your studies? 

much worse 1 2 3 4 5 much better 

How well do you perform academically  
compared to other students in your classes? 

struggling 1 2 3 4 5 top 5% 

What was your average grade last semester?  less than 50 50-59 60-69 70-79 80+ 
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Thinking about your chosen degree course at Curtin University, how much do you 
agree or disagree with the following statements? 
 

strongly 
disagree 

  strongly 
agree 

My course is one of the best I could have chosen 1 2 3 4 5 6 

My course is exactly what I need 1 2 3 4 5 6 

I am not happy that I enrolled in this course 1 2 3 4 5 6 

I am satisfied with my decision to come to Curtin University 1 2 3 4 5 6 

I have mixed feelings about coming to Curtin University 1 2 3 4 5 6 

My choice to study at Curtin University was a wise one 1 2 3 4 5 6 

If I could do it over again, I’d go somewhere else to study 1 2 3 4 5 6 

I truly enjoy my course  1 2 3 4 5 6 

I feel bad about my decision to study at Curtin University 1 2 3 4 5 6 

Being at Curtin University is a good experience for me 1 2 3 4 5 6 

My course isn’t working out as well as I thought it would 1 2 3 4 5 6 

I’m sure I did the right thing by coming to Curtin University 1 2 3 4 5 6 

I truly enjoy being at Curtin University 1 2 3 4 5 6 

 
 
 
How has your STUDY LIFE affected you lately? 
Thinking of the past few weeks, how much of the time has your study life  
made you feel . . . ? 

 never    all of the 
time 

gloomy 1 2 3 4 5 6 

calm 1 2 3 4 5 6 

enthusiastic 1 2 3 4 5 6 

worried 1 2 3 4 5 6 

tense 1 2 3 4 5 6 

depressed 1 2 3 4 5 6 

optimistic 1 2 3 4 5 6 

relaxed 1 2 3 4 5 6 

miserable 1 2 3 4 5 6 

motivated 1 2 3 4 5 6 

anxious 1 2 3 4 5 6 

restful 1 2 3 4 5 6 
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Thinking of how things have been for you over the last few weeks  in your  
EVERYDAY LIFE, indicate how you have felt about each of the following: 
 

How have you been feeling in general? 

in excellent spirits 1 2 3 4 5 6 7 in very low spirits 

Have you been bothered by nervousness or your ‘nerves’? 

extremely so – to the point  
where I could not work  

or take care of things  

1 2 3 4 5 6 7 not at all  

Have you been in firm control of your behaviour, thoughts, emotions or feelings? 

yes, definitely so 1 2 3 4 5 6 7 no, and I am very 
disturbed 

Have you felt so sad, discouraged, hopeless, or had so many problems that you wondered if 
anything was worthwhile? 

extremely so – to the point  
that I have almost given up 

1 2 3 4 5 6 7 not at all  

Have you been under, or felt you were under any strain, stress or pressure? 

yes, almost more than 
 I could bear or stand 

1 2 3 4 5 6 7 not at all 

How happy, satisfied, or pleased have you been with your personal life? 

extremely happy 
– could not have been 

more satisfied or pleased 

1 2 3 4 5 6 7 very dissatisfied 

Have you had any reason to wonder if you were losing your mind, or losing control over the 
way you act, talk, think, feel, or of your memory? 

not at all   1 2 3 4 5 6 7 yes, very much so and 
I am very concerned 

Have you been anxious, worried, or upset?  

extremely so – to the point 
 of being sick or almost sick 

1 2 3 4 5 6 7 not at all 

Have you been waking up fresh and rested? 

every day 1 2 3 4 5 6 7 none of the time 
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Have you been bothered by any illness, bodily disorder, pains, or fears about your health? 

all of the time 1 2 3 4 5 6 7 none of the time 

Has your daily life been full of things that were interesting to you? 

all of the time 1 2 3 4 5 6 7 none of the time 

Have you felt down-hearted and blue? 

all the time 1 2 3 4 5 6 7 none of the time 

Have you been feeling emotionally stable and sure of yourself? 

all of the time 1 2 3 4 5 6 7 none of the time 

Have you felt tired, worn out, used-up or exhausted? 

all the time 1 2 3 4 5 6 7 none of the time 

How concerned or worried about your health have you been? 

not concerned at all 1 2 3 4 5 6 7 very concerned 

How relaxed or tense have you been? 

very relaxed 1 2 3 4 5 6 7 very tense 

How much energy, pep, vitality have you felt? 

no energy at all,  
listless 

1 2 3 4 5 6 7 very energetic, 
dynamic 

How depressed or cheerful have you been? 

very depressed 1 2 3 4 5 6 7 very cheerful 
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Finally, please answer a few questions about yourself – and thank you for your patience! 

Your age                                
years 

Your gender male  female  
Your study level undergraduate  postgraduate  
Your attendance part-time  full-time  
Your nationality Australian  International  
How many semesters of study have you completed? 0 1 2 3 4 5 6 7+ 

If you are an Australian student: 
The postcode of your address when you are not at university   

Had you lived away from home before University? yes  no  
If so, for how long? (in years) less than 1 1 2 3 4+ 

      

If you are an international student: 
What is your home country?   

Did you study at tertiary level in your home country  
before coming to Australia? 

yes  no 
 

If so, for how long? (in years) less than 1 1 2 3 4+ 

Did you study in your home country towards your  
Curtin University degree? 

yes  no  

If so, at which campus?   

If so, for how long? (in years) less than 1 1 2 3 4+ 

How much did you think about studying in  
Australia before you decided to come here? 

not at all 1 2 3 4 5 a lot 

How well did you prepare yourself for coming to 
Australia before you actually came? 

not at all 1 2 3 4 5 a lot 

How much time did you have for getting ready  
to come to Australia? 

no time 
at all 

1 2 3 4 5 plenty 
of time

How long have you lived in Australia? (in years) less than 1 1 2 3 4+ 

Your choice of Australia as an overseas study location 1st 2nd 3rd below 3rd 

Your choice of Perth as an Australian study location 1st 2nd 3rd below 3rd 

Your knowledge about Australia before arriving   none 1 2 3 4 5 a lot 

All students: 
Your choice of Curtin as a Perth study location  1st 2nd 3rd below 3rd 

Your knowledge about Curtin before you came here    none 1 2 3 4 5 a lot 

Thank you very much indeed for taking the time and effort to complete this questionnaire. 



Appendix 4: Exploratory Interviews  240 

 

Appendix 4     The exploratory interviews 

Appendix 4 discusses the findings of the exploratory interviews conducted with a 

small number of international students as an introductory part of the major study 

described in the thesis. The aim of the interviews was to refine facets to be explored 

in the larger study. In particular, confirmation was sought about the use of measures 

and findings from the expatriate stream of literature and the extent to which these 

could be applied to the of international student context. 

Sample 

In this exploratory study twelve international students were interviewed to determine 

their perceptions and experience of adjustment to living and studying in Western 

Australia. It was hoped that student experiences might guide the researcher into a 

consideration of aspects of adjustment that were relevant to international students. It 

was not a research project in itself but an attempt to ‘get a feel for’ the extent to 

which there were similarities between international students and employees working 

in an expatriate situation, and to confirm that the ‘expatriate’ approach proposed was 

justifiable. 

The researcher knew most of the interviewees as they came from classes she taught. 

A brief outline of the project was given to two classes and students were asked if 

anyone would be willing and able to spare some time to be interviewed. Five came 

as volunteers in this way, one was asked specifically as his discussions in class 

demonstrated that he had relevant experiences and was thoughtfully reflecting on 

them. Two of the students interviewed were regular visitors to the researcher and 

known to have relevant experiences. Two were happenstance callers on other issues 

and volunteered to take part in the project and one was recommended by another 

interviewee as having an interesting story to tell.  

The interviews were conducted in the university office of the researcher between 

May and July 2000. The interviews were conducted on a semi-structured basis, with 

some questions used for all students, who were then prompted to ‘tell their own 

story’ as this resulted in interesting information about adjustment issues being 
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recalled. All interviews were recorded, with the full knowledge and consent of the 

subjects, and the interviews were conducted in an informal, conversational manner. 

Most of the subjects later read through the transcript of their interview and several 

added more comments at that time. In one or two cases, specific experiences were 

not recorded at the wish of the interviewees and the incidents were shared with the 

researcher in confidence.  

Demographics 

In terms of their experience of living in Australia and studying at Curtin University, 

eight of the interviewees were in their first semester and the other four were more 

experienced. Two of the four had been studying at Curtin for 15 to 18 months and 

the other two for about four years. Using students with differing lengths of study 

experience in Perth enabled a comparison of recent events while fresh in their mind 

and still being ‘worked through’ with more reflective consideration of experiences in 

the past. All four ‘experienced’ students were female, while of the ‘new’ students 

three were male and five were female. 

The students interviewed came from many different parts of the world (Singapore (2), 

Indonesia (3), Africa: Tanzania and Kenya (2), Europe: Norway and Latvia (2), South 

America: Venezuela (1), Nepal (1) and Mongolia (1)). The two students who had been 

in Australia longest had entered the university as undergraduates and were currently 

working towards Masters degrees. They had both been in Australia several years 

before entering university (students B and C). The other two had come to Curtin 

University as postgraduate students, having studied for their first degrees in their 

home country (students A and D). The only undergraduate student interviewed 

(student I) was one of the ‘accidental’ callers visiting the office of the researcher about 

other issues and happy to talk about her experiences as a new international student.   

The respondents were not asked their age, but they varied from the early 20s to the 

late 30s. Six were married and the other six were single. Of the married students, 

five were accompanied by their spouses and the four who had children also brought 

them to Australia. The other married student had left her husband to travel overseas 
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for study as her scholarship did not allow him to accompany her and he was 

involved in postgraduate studies in their home country (student E).  

Objectives and method 

Several models of expatriate adjustment were being considered for inclusion or 

adaptation into the model of adjustment to be used in the present study. As these 

models originated in the ‘expatriate’ stream of literature and had, nominally, no 

relation to international students, it was necessary to gauge whether or not they 

appeared to be relevant. Accordingly, it was necessary to determine, without 

‘leading’ or manipulating respondents or their comments in any way, if the facets of 

adjustment explored by ‘expatriate’ researchers did apply to international students. 

Consequently the interviews, while prompted where necessary, were free flowing 

and unstructured, to minimise bias or pre-ordained judgments of the researcher from 

showing or affecting responses. It is easy, especially with suggestible respondents, 

to obtain the result anticipated and desired, because, largely unconsciously, the 

interviewee has been led to make appropriate responses, or the interviewer has 

interpreted what was said in the way wanted.  

In addition, respondents were encouraged simply to ‘tell their story’, since this 

enabled them to feel relaxed and confident, and had the potential to bring out aspects 

of adjustment not suspected by the interviewer. As the stories differed considerably, 

the use of a prearranged set of questions would have been inappropriate and the 

interviewees were simply prompted where it seemed necessary, or questions were 

interposed that were suggested by the ‘story’ as it unfolded.  

At some point in the interview, whenever, and if, it seemed appropriate, respondents 

were asked about specific difficulties or problems they had encountered in adjusting. 

It was noticed that they were much more confident to speak of these once their 

personal story had been shared and listened to responsively. They were also asked 

about personal characteristics they deemed helpful for individual international 

students in order to facilitate their adjustment. They were encouraged to speak about 

the expectations they had before leaving their own countries, both about life in 

Australia and study at the university. They were asked what advice they would like to 
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give to students about to venture into international study, and in what ways the 

university could better help new international students to adjust. These questions were 

only asked if and when it seemed right to do so, depending on individual responses 

and the likelihood of receiving a considered response.  

Results  

The results obtained from these interviews could not suggest general conclusions, 

due to the small number of students interviewed. However, it was possible to find 

some points of agreement and fascinating to hear the experiences of a small cross-

section of international students. There was not a wide range of ages, but this is true 

of any group of students, with undergraduate students usually being younger. It is 

acknowledged that a group of only undergraduate students, especially those coming 

to an overseas university directly from school, would experience some different 

adjustment experiences to those of the respondents considered here, all of whom had 

experience of prior tertiary study or of employment, or both.  

Family members  

Students who had spouses and/or children all showed a high level of concern for the 

situations of their families. Two were placed in the position of becoming the major 

interpreter for their spouses, whose fluency in English was considerably less than that 

of the student respondent. The male student in this position had to use a great deal of 

persuasion to get his wife to mix with others, as she was initially very fearful. He was 

delighted and relieved once she made a few friends and began to speak English with 

them (student K). The female student had to help her husband find a job, and they 

experienced the intense disappointment of his qualifications not being recognised in 

Australia. She had to speak for her husband at all times, negotiating for him with new 

clients once he started work as an office cleaner. She said:  

We realised that our expectation was wrong, because we didn’t know the 
environment and we don’t understand the situation – the nursing job had very 
high requirements here and we didn’t know that. It was a big shock for our 
family. . . . When my husband was at home without a job, at first I 
concentrated on my study and just ignored his problem, but later I realised that 
I have to concentrate on him also, because he is one part of my life and how I 
could be settled here. Then we went and looked for a job together and we 
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found something - this cleaning job. So, I can say that family problems 
influence the study, especially for international students  (student A). 

This same student also had a particular problem regarding her son’s education. The 

sending country would not permit him a visa until his schooling was fully settled, but 

the schooling could not be arranged until he was resident in Australia. This meant the 

family had to travel separately and undergo a separation of five months while the visa 

and schooling problem was solved – a very stressful time for all of them.  

The married student separated from her husband (student E) seemed very 

philosophical about it and, while telling her story, revealed that they had also spent 

considerable time apart while the husband completed his undergraduate degree in 

Germany. It is humbling to realise the personal costs and sacrifices some overseas 

students are willing to undertake to achieve a quality education, something most of 

us take for granted.  

One male student (student G) had come to Australia to accompany his wife, who had 

a postgraduate place at Curtin University. He enrolled in a postgraduate course later. 

His wife adjusted readily, but he was experiencing huge difficulties with his studies. 

He changed faculty and course completely after one year, mainly because he 

experienced little support or understanding for international students in his original 

faculty. Another husband accompanying his wife to Australia found it very hard to 

adjust because she was the scholarship holder and he felt awkward with the change 

of role, his wife now having become the major earner in the family. This situation 

created more difficulties for them than any other adjustment issue and was a great 

concern to the student wife (student L). 

If one can make a general statement based on talking to these six students, it would 

seem that student experience agrees with that reported in the expatriate literature 

regarding the overwhelming importance of satisfactory adjustment for family 

members to that of the main international sojourner (Caligiuri et al. 1998; Shaffer & 

Harrison 1998; de Verthelyi 1995; Black & Stephens 1989). However, in spite of the 

additional adjustment difficulties created, the student who had to overcome both 

spouse and child problems said: 
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Sometimes I think that if I were here alone it would be just too hard. Having 
the family here is wonderful, really helpful (student A).  

Simply having the members of their immediate family with them in the new 

environment made settling and feeling at home, supported and not lonely much 

easier for these married students. This is also noted in the expatriate literature. 

General environment  

The interviewees recounted interesting facets of their adjustment to living in 

Australia. Several commented on the stability, order and safety they felt as 

newcomers to Perth (students F, I, K).  Many students were surprised at the high 

quality of facilities in Australia, and explained that their surprise was probably due 

to the inaccuracy of their expectations and lack of knowledge about the country. In 

speaking of her prior expectations, one student said: 

I expected Australia to be a little, you know, barren kind of place where 
there’s hardly any buildings around and all, so when I came and I saw the city 
I was quite surprised . . . whenever I saw the TV, I saw the New York scene 
and people rushing here and there, and I expected that also . . . I thought 
people out here would be more busy, but they are more laid-back here. So I 
didn’t expect that (student D). 

Some students were put under pressure by lack of help in maintaining their 

households, and having to do everything for themselves (students I, J, F). Sometimes 

this was because they had left home, and their mother’s cooking and care, for the 

first time, and sometimes because servants, babysitters and general help were more 

readily available at home. The students who lived in student accommodation had 

problems adjusting to living with people from other countries, whose cooking, 

cleaning and working habits were often very different from their own. One student 

noted the loneliness she felt, even while living in a shared student house, because 

others went into their own rooms to study, and she had always been used to a more 

social environment. She noted sadly: 

Everyone has their own privacy here. I was brought up in an environment 
where everyone is together, you know, and in one room we were around six  
or seven people. And there was always closeness. But out here everyone does 
their own . . . ‘OK I am going for study’, and they just close the door and 
study, and I found this very lonely – everyone has their own space and don’t 
bother with me (student D). 
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The topic of food was always mentioned, but mostly with pleasant surprise that it 

seemed not to be a problem. This was particularly true for the South East Asian 

students, who commented about how easy it was to find their usual foods. Where 

there were difficulties in obtaining foodstuffs, and this was mentioned by the 

European students, it had a negative impact on their adjustment. Two students 

mentioned how helpful they had found Australian people in helping them shop for 

food, explaining what unfamiliar items were, and telling them how to use them 

(students A and F). They felt that their own willingness to ask questions about the 

food items, and the friendliness of the Australians in helping them, made them feel 

very much at home and welcomed. 

Most students commented on the quietness of Perth, particularly in the evenings, and 

the fact that the shops close much earlier than they were accustomed to; this they 

found initially to be very irritating. Some students commented on how difficult it 

was to find their way anywhere in the evenings, because there was nobody about to 

ask, and one student found the quietness of the evening streets made him more 

lonely than any other feature of his life in Perth (student F). Some students were 

bored and frustrated by the lack of social activities in the evenings, but one student 

was delighted to be in a quieter city, since his own has been torn by riots and 

political unease in the recent past, and he commented: 

I think that living in Australia is better than in (his home country). It is much 
quieter than my home country, than my city, so . . . it’s easier to adapt, when 
you come from the very fire-crossed city to the quiet city (student K). 

Language, communication and interpersonal skills 

Many of the students spoke about the importance of good skills in English, both to help 

them in adjusting to living and interacting with others, and to facilitate progress in their 

studies. All international students must acquire a high standard in written and spoken 

English as a requirement of admission, but many of those interviewed regarded this as 

being the very minimum of what was actually needed in practice. Several had 

undertaken extra courses in English, either in their home countries before embarking on 

the new university course (student L) or as a ‘bridging course’ to acquire greater fluency 

once they were in Australia (students J, K). All the student respondents were very aware 
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of the importance of good English and communication skills, and even those who were 

very fluent felt that this was a matter of prime concern.  

Some students found that the English language, as spoken by Australian students 

and lecturers, was very difficult for them to understand. They commented on accent, 

speed of speech, and the frequent use of slang and local expressions as being 

particularly difficult. Some enjoyed this peculiarity, and set themselves the 

challenge of learning how to use Australian slang appropriately (students A, C, F). 

Others noted that they had learned English from American teachers, and the 

difference in accent made understanding more problematic (students J, K). Lack of 

fluency or confidence with the English language was a major influence on the 

students’ perception of their academic ability, and willingness to participate in 

classroom discussions. One of the longest-resident students said: 

I learned English at school in my country, but you know how it is when you don’t 
have chance to speak, you don’t have chance to improve your speaking skills, so I 
had problems speaking. I could write; I could read; but I am still having this 
problem speaking, especially when I am worried; I stutter  (student B). 

Another made a direct connection between her confidence in using spoken English 

and her ability to settle and feel comfortable in the classroom situation, commenting: 

For me, if I don’t talk in the first class I can never talk throughout the class – 
that’s for any classes. If in the first and second class I talk, then I can feel 
comfortable that I have already talked there – so it’s not a big deal (student D). 

Study and the university system 

The university environment did not feature strongly as a help or hindrance to adjustment 

for the students interviewed. Some found the university to be very large, impersonal, 

and difficult to find their way around (students E, F) and many had difficulties, at least 

initially, in finding resources in the library, but otherwise their comments were positive, 

and they had found the university very helpful to them as new international students. 

One student, who was initially in a faculty that had very few international students, 

commented that his needs were not understood there and he felt very lost and 

unsupported. After he changed into another faculty, however, he found much greater 

helpfulness and understanding, and settled much better (student G).  
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The students had quite different perceptions of studying in Australia, as compared 

with their previous studies in other places. The undergraduate student found it much 

harder as a full-time student than she had anticipated (student I) – she had studied 

part-time before, and felt the standard of work expected of her had been much less 

rigorous. Some found that their difference in background study made things very 

difficult for them (students A, K). Some found the level of formality within the 

classrooms to be similar to what they were used to (students F and H), but most 

commented on the greater informality and interaction within the classes, which they 

had not experienced before (students D, J, K). While they liked this, and felt it 

helped them to learn, initially it was hard to adjust to, and perhaps a little 

threatening. As one student said:  

A lot of students is speak, and it’s very shocking for me, because I found out 
that I couldn’t talk at that class, and I needed a little bit more time to adjust . . . 
the informal situation make me shocked. I tend to keep myself quiet and very 
shocked to see other students cut (interrupt) the lecturer speaking . . . it made 
me uncomfortable (student J). 

Very different teaching styles, different assessment methods, requirements for class 

attendance and differing lecturer expectations were all mentioned as aspects of their 

study life causing them some stress and difficulty in adjusting, but most were 

philosophical about these issues and anticipated improved results as they became 

more comfortable with the new methods and expectations. Uncertainty and lowered 

confidence were very evident, particularly in the first semester students, and gratitude 

expressed for other students and lecturers who took extra time to explain unfamiliar 

requirements to them. The impression given, although not directly put into words, was 

that most of the respondents were persons with strong self-concept and resilience 

which helped them better to cope with adjustment difficulties and, sometimes, lower 

achievement standards than they had previously earned in their former studies. They 

were able to recognise this as temporary, and worked hard to improve.  

Cross-cultural and adjustment issues 

Most students were surprised that they found it relatively easy to adjust cross-

culturally. Some had chosen Australia as an international study destination because it 
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was geographically close to their own country, they knew something about it, the 

climate was similar, and/or they knew people already in the country. One student, 

whose husband had preceded her to Australia, related that he had been advised to live 

with an Australian family for some weeks in order to learn about the country, the way 

the language is spoken, and how to do things: he found this advice to be very useful, 

and his stay in an Australian family helped him greatly to adjust (student J). 

Many students commented on the importance of mixing with local students and 

those from other countries, making sure they spoke English as often as possible, and 

getting to know people from Australia socially as well as within the university. As 

one student said: 

My friends who came from overseas have found that what made them a good 
candidate for studying and fitting in well was that they were prepared to mix 
around. If you’re a Singaporean, you can’t just stay with Singaporean people 
or with Asian people. You’re not harnessing the experience, you’re not 
harnessing the opportunity that you have to study here (student C). 

A European student noted that she was often mistaken for an Australian student, and 

people were often not as helpful to her as they might have been because they failed 

to realise that she needed help and did not always understand what was said or 

required (student H). She was also surprised by the ‘culture shock’ (Oberg 1960) she 

experienced in living and studying in Australia, as she was an experienced traveller, 

and had lived in England and America. She had expected Australia to be little 

different, and was almost overwhelmed by the many differences experienced with 

these other English-speaking countries (student H). 

There seemed to be two specific facets of cross-cultural differences confusing or 

distressing some respondents. The first was the contrast between the individualistic 

character of Australians and their own more collectivist background (Hofstede 

1997). This had been hard for them to adjust to, and in several cases caused them 

some upset, and increased their sense of loneliness. As one student said: 

If you come from a collectivist society then Australia is going to be a challenge 
for you because everything you do you do it on your own here, so you have to 
be willing to take that risk of finding out, of making mistakes. I think that is a 
characteristic one needs – you have to be willing to take that risk  (student F). 
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The second was the orientation towards time, with Australia being much more 

concerned about accuracy of time, and less tolerant towards flexibility in 

arrangements involving time than some of the students were familiar with, and they 

found this hard to adjust to (student F). 

Expectations and preparation 

Respondents differed greatly in the preparation they had made before moving to 

Australia to live and study. In some cases the time between gaining the university place 

and moving was too short to allow for very much preparation at all (students D, F, G), 

and it was evident from the general tone of their comments that they had a very unclear 

picture of Australia before actually reaching the country. The comments of one student 

about her expectations were noted earlier, and showed a reliance upon TV and films for 

her mental picture of the country. This was also evident in talking to some of the others. 

Some mentioned that the information sent to them by the university was a great help in 

familiarising them with what to expect when they came. Three students had visited the 

country before moving in a more permanent capacity (students A, B, C), and found this 

to be very helpful. Others had consulted fellow-countrymen who had been, or were 

currently, living in Australia, and gained valuable information from them, which was 

very helpful to their own adjustment. Only one person felt that learning something about 

a new country beforehand was not a good idea – she felt that nothing could substitute 

for the actual experience, and it was impossible to teach anyone what to expect in any 

realistic and meaningful manner (student D).  

Conclusions 

This chapter has discussed some of the findings from interviews with several new 

and continuing international students. It can be seen that the issues contributing to 

the adjustment of those students, in their own perception, fall into several categories. 

Family, general environment, language and communication skills, study and the 

university system, expectations and preparation, and cross-cultural issues have been 

briefly discussed, noting the students’ feelings and experiences about these factors. 

All these aspects are closely linked to the ways in which adjustment of expatriates 

has been researched and studied, with university and study issues replacing the 
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work-related or organisational issues applied to expatriates. It may be concluded that 

the use of expatriate research concepts and findings may be justifiably and profitably 

used to examine the situation of international students in their adjustment and study 

life in a new cross-cultural environment. 

As a result of even this short exploratory study into the experiences of students living 

and studying in a new country, it can be seen that there are many more factors 

contributing to their adjustment, happiness and success than merely their previous 

academic record and a basic proficiency in the host country’s language. Many of the 

students interviewed relied heavily on personal friendships with more experienced 

students, and felt that universities could greatly assist new students by encouraging an 

organised mentoring system. They acknowledged that the university provides plenty of 

help, resources and support, but admitted that they often failed to use these because they 

did not learn that they existed until much later than they had need of them. Universities, 

who are accepting more and more students from a wide variety of international 

locations, are already aware of the needs of their sojourning students, but still need to 

seek out ways to make the adjustment of such students as smooth and painless as 

possible, so that their university experience is truly beneficial, enjoyable and successful. 

 

          Footnote: An amended version of this chapter was presented as a paper at the  
          Eighth International Conference on Cross-Cultural Communication, 
          Hong Kong Baptist University, 24-28 July, 2001. 
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Appendix 5     Practical strategies for students, lecturers 

and administrators 

Introduction 

Appendix 5 gives greater detail of recommended strategies for students, lecturers 

and university administrators to assist in the successful international experience of 

students in universities. The outline of these strategies was given in chapter 8. 

Students 

If it were possible to advise newly recruited students before they come to another 

country to study and in the early stages of their new life, there are probably many 

pieces of practical advice that could help to alleviate the stresses of culture shock 

and prepare them for the varied aspects of that new way of life.  

Newly recruited students should realise that they will be moving into an entirely 

different environment and make some preparation for that, not least by gathering a 

great deal of information about their new country, so they know what to expect. Even 

finding out a little about the geography and climate, history, current political and 

social situation of the country would help them to feel a little less awkward after they 

arrive and not embarrassed by ignorance of current conditions.  

Every country is known, in another, by stereotype (Soutar, Grainger & Hedges 1999; 

Watanabe & Yamaguchi 1995; Everett & Stening 1983). While this mental picture 

will not be altered until a person has met enough individuals who do not quite fit the 

picture, it would be good for prospective students to acknowledge the stereotypical 

views they hold and to stretch their perceptions by finding out what Australians are 

really like, what they do, what they enjoy, how they spend their time, what foods 

they appreciate, small things which are just some of the normal everyday aspects of 

living. Some of the students interviewed in the qualitative phase said their mental 

picture of Australia and Australians came from films and television; while some 

such information sources are highly romanticised or exaggerated, others give clear, 

factual or accurate representative impressions of the country and its peoples. 
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The best form of information for a new expatriate comes from people who have 

been there and discussion with returned expatriates has been found to be a beneficial 

source of information and practical advice (Morley et al. 1997). Not only does it 

reduce anxiety and uncertainty but it also helps new expatriates formulate more 

accurate expectations of the country to which they are going (Harvey & Wiese 

1998b). Most countries from which Australia’s international students come would 

have graduates from the university, or from the other Perth universities. These 

would be an ideal source of general, everyday and study information and possibly 

also have current contacts at the university who might continue the information 

giving and agree to mentor the new student on arrival. If the university has an 

alumni group in the hometown of the prospective student, this would be the place to 

start and could lead to a considerable lessening of the anxieties associated with 

moving to a new country and into a new life.  

The students interviewed in the qualitative phase of the present study were asked 

what advice they would give to new international students and their responses 

covered a wide range of perspectives. They advocated many different personal 

attributes helpful to adjustment, somewhat reminiscent of Harvey’s (1997b) collated 

list (shown as Table 1.1) in variety and in detail. They included being open-minded 

and ready for new experiences, accepting people for themselves rather than basing 

their expectations on their nationality, being prepared to mix with students from 

other nations, being low in ethnocentrism, being able to laugh at ones’ own mistakes 

and not taking offence at small things. Most felt preparation was an important key, 

as it made expectations more realistic and reduced anxiety. They recognised the 

importance of good written and spoken English skills and many wished they had 

attained greater proficiency in English before coming to Australia. Many felt that an 

important key to adjustment and success was a willingness to ask questions and not 

to feel embarrassed or silly in doing so. They observed that those who asked 

questions settled more quickly and easily than those who did not. They felt it was 

important to mix with local people and not exclusively with those of their own 

national background and language group, even though that was easier. One student 

said, relating this aspect of life in Australia to its importance in the whole 



Appendix 5: Practical Strategies for Students, Lecturers and Administrators 254 

 

international study experience: “you’re not harnessing the experience, you’re not 

harnessing the opportunity that you have to study here”.  

The importance of being able to communicate effectively in English cannot be 

underestimated. Not only is it the language of lectures, assignments and all reading 

materials, huge as that is, but it is also the language of day-to-day interactions both 

inside the university and in everyday life. Students whose language skills are not 

strong will be hindered in every sphere of their new life, and may find it a huge 

deterrent to feeling comfortable and coping successfully with the many demands of 

living in a strange environment. It would be profitable to spend a lot of time reading 

and speaking English before arriving in the country, to become as familiar as 

possible with the language of the country. Facility in the language will both reduce 

the strangeness and improve the opportunities for easier adjustment and comfort. 

New students in Australia are given opportunities for extra classes in English, or in 

study skills, but often fail to avail themselves of these opportunities. It may be that 

they are not aware of the availability of such classes, or that they are, more often 

than not, totally cost-free. Perhaps they may feel unaware that they really do need 

the extra help, or be ashamed to admit it, feeling that to attend such classes is an 

admission of failure, or perhaps that their time is so constrained by the demands of 

their course that they cannot spare the time for anything extra. Any of these reasons 

are a great pity, as students benefit very greatly from the classes, not only in 

competence but also in confidence, by getting to know other students in similar 

situations to their own and by making the rest of their studies so much easier. 

Probably the greatest help for international students in adjusting to and succeeding 

in their new life is in their attitude to the experience of newness. If they are able to 

treat the newness and the differences as interesting, exciting challenges and learning 

experiences they are more likely to manage the differences well. If they can laugh at 

themselves when they do make mistakes and appreciate that mistakes are an 

inevitable part of their adjustment they will quickly overcome their uncertainties. If 

they can overcome their natural reluctance to appear ignorant and be willing to ask 

for help they can usually find people who are more than ready to show them what 
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they need, and often to go much further than asked. Indeed, several of the students 

interviewed gave examples of this. 

Being able to share experiences of the adjustment process with others, not 

necessarily for practical help, but for social support and encouragement is also 

helpful during the adjustment stage. Undertaking study courses that allow for the 

sharing of such experiences and that introduce students to some of the theoretical 

concepts behind adjustment, culture shock and aspects of cross-cultural differences 

and communication can be very beneficial to new students in giving them a forum 

for their questions and experiences, an understanding that they are not alone and an 

appreciation of the ways in which their experience fits into a conceptual framework. 

Students are greatly helped by the knowledge that they are going through a process 

of adjustment and that their culture shock will pass. 

Lecturers 

Personal interactions 

The many international students in Australian universities mean that lecturers are 

well used to dealing with a variety of students from many parts of the world in their 

classes and understand the need to be culturally sensitive in their interactions with 

students of backgrounds very different from that of Australian students. In the 

interests of improving the effectiveness of their teaching it is advantageous to know 

at least a little about the background of the countries from which their students come 

and to appreciate the cultural distinctives that may impinge on the way they do 

things in their classrooms. It is a great help to new international students when their 

lecturers are conscious of their role in facilitating adjustment and extending a 

welcoming hand to assist them to become comfortable and settled into their new 

educational system and university. 

The lecturers of early courses undertaken by new international students have a 

particular responsibility in facilitating or hindering their adjustment. A small 

illustration of this is an account given by one of the students interviewed. She 

acknowledged her need for help in understanding the new study requirements and 

facilities. In her country she had no opportunity to learn to use a computer, but tried to 
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write her first assignments in Australia on the computer, with disastrous results. She 

also knew nothing about referencing and how to make appropriate use of her reading. 

She was grateful to two of her first lecturers who were understanding towards her 

special needs, suggested she submit her work in her own handwriting and showed her 

how to understand assignment requirements and cope with the university system. 

Such lessons in understanding and kindness make a disoriented and confused 

student’s life much easier, and will never be forgotten.  

An illustration of the other side of the story came from another of the interviewees. He 

found Australia’s system of university education difficult to understand and also had a 

huge struggle with the fluent and often vernacular English of his lecturers. He found it 

difficult to keep pace with other students, became greatly discouraged and stopped 

attending classes, resulting in his withdrawal from the subject and severe depression. 

Fortunately he was wise enough to attend counselling, and was advised to transfer into 

a faculty with greater experience and understanding of international students. There he 

was made to feel welcome, encouraged to air his concerns and met many other 

international students with common adjustment difficulties. After this, he was much 

happier, his studies became easier, and he settled much more comfortably.  

While it is impossible for lecturers to give unlimited time to each of their new 

international students, and unreasonable to expect this, a friendly and helpful attitude 

can mean a great deal to a student struggling with the strangeness of everything 

about them. An observant lecturer who identifies particular difficulties of individual 

students and shows them where to find the help they need can make a significant 

difference in a newcomer’s life, not just because of the help, but because of the care, 

concern and understanding illustrated. 

One researcher into international student adjustment likened a new international 

student to a plant which has just been moved, needing a great deal of tender, loving 

care if it is to establish itself and grow and blossom in its new location (Castro-Abad 

1995). This is a very powerful simile, because its truth can so readily be seen. The 

new international student, like the newly-transplanted seedling, requires more 

attention at first than it does once it is established, but the rewards for that attention are 

in its continuing life, its flourishing, and its abundant blossoming or fruitfulness.  
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One way in which lecturers can, without too much difficulty, make international 

students’ adjustment much easier is by careful attention to the way they speak and 

the words they use. Even students with great facility in the English language have 

probably been taught it in a very formal way and the Australian use of slang and 

colloquialisms is very difficult for them to understand. It demands conscious effort 

on the part of teachers to ensure that they use straightforward language, unlittered by 

sayings, proverbs and colloquial terms familiar enough to native English-speakers, 

but bewildering to others, tending to make them feel excluded from the group and 

reducing their confidence in their own language abilities. Different accents create 

difficulties for international students, and with universities enjoying the richness of a 

lecturing staff drawn from all parts of the globe, they can prove very challenging for 

second-language speakers. In order to ensure the best understanding possible, 

lecturers need to speak slowly, with simple but not condescending language and, if 

possible, go over the same ground in different ways.  

Teaching strategies 

Different subjects, and different lecturers, have different preferences about the way 

they teach, and it would be presumptuous to suggest that each subject and each 

lecturer should approach teaching to multicultural classes, containing a large 

proportion of new students, in the same ways. The recommendations that follow 

may be unsuitable for some classes, and uncomfortable for some teachers, but may 

be very relevant to others. Even those who find them inappropriate may find them 

useful to trigger ideas about strategies with which they would be comfortable.  

Since the present study showed that self-esteem and self-efficacy are the major 

triggers behind desirable student outcomes, it is important to search for ways in 

which to develop new international students’ self-esteem and self-efficacy. Their 

confidence, on arrival in a new and unfamiliar environment, probably with a totally 

new and unfamiliar educational system also, is likely to be lower than usual, and an 

early experience of success and competence in the new situation is likely to be a 

good way to restore it to its former level. 
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Australian university teachers are aware that their teaching practices and the learning 

styles of their students may be very different. Some teachers respond to this by 

attempting to teach more in the style to which the international students are 

accustomed, but this has the disadvantage of then becoming uncomfortable to other 

students, since one particular teaching style will not be familiar to all students. Clear 

expression of the approach and expectations of particular lecturers in their own 

subject area and classes can be helpful in alleviating some of this difficulty. If 

students know what to expect, they are much less likely to become confused, 

disoriented and upset, and will meet the challenge of adapting to their lecturers far 

better than by guesswork. It has been shown that ambiguous roles are very hard for 

international students to cope with and that they respond better to structured 

experiences, clear expectations and demands (Church 1982).  

The following illustration explains an exercise that has worked well in making sure 

students know what is expected of them in a specific class. It has been carried out, 

during the first class of the semester, for some years. Small groups of students get 

together to ‘quiz the unit guide’ to answer the questions about the subject which they 

themselves have created in a short ‘brainstorming’ session. This is not only great 

fun, and a good way to ‘break the ice’ in a first session together, but it also gives 

students the opportunity to discuss together what they think the subject is all about 

and to determine the forms of assessment that will be required of them. They can 

work out the lecturer’s expectations of them, both in the classroom and in their 

assignments, and freely ask questions about anything that concerns them. Most of 

the answers to their questions they can find for themselves, which gives them a 

sense of having all the information at their fingertips, and a small early experience of 

success. Any other questions they ask directly of the lecturer are usually the things 

everyone else wanted to know too, so the session is of benefit to all, and acts as a 

bonding experience in the class. 

Another way in which students can be helped to feel more comfortable and less 

lonely within the classroom situation is by the use of the ‘study buddy’ system 

(Hogan 1997). This means that students choose a partner to work more closely with 

them than with others for the duration of the particular subject (usually one 
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semester). They contract to help each other in work-related ways, for instance in 

taking notes or collecting handouts for one another if one is absent from class, by 

contacting each other during an absence, by encouraging each other in working 

towards assignments, by clarifying with each other the class they have just attended, 

and in as many ways as suits the particular pair. This system has been used in some 

undergraduate and postgraduate classes within the university in which the project 

was conducted for over a decade, and has been useful in facilitating a sense of 

comfort, belonging and confidence within the classes. It has been particularly 

helpful where the pairing has been between a local and an international student, but 

this has never been forced. Westwood and Barker (1990) found that social 

adjustment and performance increased, dropout rates fell, and general wellbeing rose 

when local and international students were paired for most of one academic year. 

This confirmed Klineberg and Hull’s (1979) contention that increased social contact 

helped both adjustment and performance.  

The ‘study buddy’ system paired students in the same class, usually with the same 

length of student experience, rather than one experienced and one new student. 

Mentoring, the form of ‘buddy’ system of one-to-one interaction between new 

arrivals and those who have been in place longer facilitates sensemaking, 

understanding of the situation and adjustment. It has been shown to accelerate the 

socialisation of newcomers by providing them with information about the specific 

organisation and feedback about appropriate behaviour (Harvey & Wiese 1998b). It 

also helps to develop the self-efficacy of the newcomer in the new situation and 

accelerates adjustment (Harvey & Wiese 1998b).  

Several of the students interviewed said how valuable such mentoring was in 

helping them to adjust, or that they wished they could have experienced it. One 

student said: 

(Something that would be very helpful) if the student wants to make life 
easier here, would be a buddy . . . in my case, it was a friend who helped me 
with almost everything – who gave me the ideas and who said ‘you could do 
this, you can do this’. And even if he didn’t give me any ideas, he was there 
and we would sort of talk about it and it would help . . . a student would need 
another person or body they can go to, and not an impersonal body – not an 
office, but more for personal needs. 
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A means of helping students to settle well into the university and establish a group of 

friends, which also had the advantage of being an effective way of learning the subject 

matter, is the use of semi-autonomous study groups in organisational behaviour 

classes (Hogan 1999; Hedges & Pedigo 1996). This parallel with semi-autonomous 

workgroups, or self-managed teams, in the workplace has been used for over ten 

years. It involves students working in self-chosen small teams to conduct a series of 

structured exercises related to the study topics. At the same time, group and individual 

interactions within their own team are studied. This strategy has proved profitable in 

many subject-specific ways but, relevant to the discussion here, particularly in regard 

to giving students a sense of autonomy over their own study that, while initially 

causing great apprehension, has enhanced the self-esteem and study-related self-

efficacy of the students involved. It seems that the mutual support of the members of 

the group and their commitment to each other is powerful in its effects on each 

participant, and produces long-term increases in confidence, self-esteem and self-

efficacy. It has also encouraged local and international students to interact in a close 

and effective manner, encouraging mutual understanding and support. The friendships 

formed within these groups have often continued throughout the university course. 

This sense of belonging is of particular value to new international students, perhaps 

acting as a simulated ‘family’ in providing a supportive base. Its value in this regard 

cannot be underestimated for local students either – the university is very large and a 

student can become very lonely and isolated within it. 

The loneliness and sense of isolation of new international students can be 

exacerbated by their sense of being cut off from all that is familiar, and a feeling that 

their experience and knowledge is now irrelevant in their new situation. Providing 

opportunities, where this is appropriate to the subject being studied, for international 

students to share their knowledge and expertise with others in the class can be a 

great help in reducing this disorientation, underlining their value to their new peers 

and giving credibility to their background. It is unfortunate that, particularly where 

language skills are limited, an assumption is often made that the hesitant speaker has 

nothing to give, an erroneous and somewhat arrogant assumption. All students stand 

to gain from such sharing of knowledge and experience, and the appreciation of each 
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other that such sharing demonstrates can be most helpful in restoring the self-esteem 

of the new international student.  

An illustration of this is in a simple activity used in classes in cross-cultural 

communication and organisational behaviour where students, grouping themselves 

according to a country they know well (not necessarily their own) develop a brochure 

for new expatriate employees in that country, as a means of assisting them to adjust 

and succeed (Hedges & Pedigo 1999). The parameters are not fixed too closely, 

giving individuals and groups some latitude to develop their information as 

objectively or subjectively as they wish. Once the material is agreed within the group, 

it is then shared with the class. Experience with this activity has shown it, though 

simple, to be very powerful in giving students knowledge of the joys and difficulties 

of working in another cultural environment, particular information (both serious and 

amusing) about common pitfalls a new and unsuspecting expatriate might fall into 

and, for local students, an appreciation of the stresses and problems of their 

international student peers. It enables local students to see their peers in a new light 

and appreciate that they have a valued contribution to make to the class. It also gives 

the new international students a ‘voice’ – the opportunity to speak, in an informal and 

non-threatening way, about something they know well, but their classroom peers 

know little. It is a small step in increasing their confidence and self-esteem. 

Another important means of improving new international students’ self-esteem and 

self-efficacy within the classroom is to facilitate their oral contributions to discussion 

in class. Many students are not accustomed to participation and find it very difficult at 

first, needing encouragement and the right kind of openings to enable them to do so. 

One of the students interviewed was very interesting on this issue:  

If I don’t talk in the first class I can never talk throughout the class – that’s for any 
classes. If in the first and second class I talk, then I can feel comfortable that I 
have already talked here – so it’s not a great deal. So, when I don’t talk in the first 
class, and the following classes come along I feel “Oh, I haven’t talked – if I talk 
now it will look very odd” . . . back home . . . we never had participation and all 
that. So when I came here I found it very challenging and I thought “OK, this is 
very good but . . ”. I did like it, but I feel that barrier is still there, I can’t make the 
move, because of the culture thing or whatever, but I feel very shy to talk. 
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Many international students are disconcerted by the conversational or discussion 

pattern of interactions in Australia. Local people are comfortable with interjecting 

comments while someone else is still speaking, sometimes interrupting them, picking 

up the discussion and continuing for some time. Mostly, the continuity between 

speakers is instantaneous, with no real gaps. In some cultures such interactions would 

be considered to be lacking in respect for the previous speaker and rather  

ill-mannered, so many new international students are, by habit and nature, hesitant to 

participate in discussion because they cannot find an opening to speak and are unable 

to interrupt in order to make their point. Strategies have to be considered to enable 

them to find a gap in which to speak, if their contribution to the discussion is truly 

valued. One student interviewed said: 

The way of thinking is very different . . . and how they express their opinion – 
it’s very different with (my country) . . . the situation is very interactive. A lot 
of student is speak, and it’s very shock, shocking for me, because I found out I 
couldn’t talk in that class, and I needed a little bit more time to adjust.  . . .  
The informal situation make me shocked, too. Because I tend to keep myself 
quiet and very shocked to see other students cut the lecturer speaking . . .  
(I found that) a little bit uncomfortable. 

Assessment forms a large part of a student’s life and, for new international students, it 

can be a burden trying to work out what is needed in order to succeed in their new 

environment. In addition, many experience the problem of writing at an academic 

level in a language in which they are not wholly fluent. Small assignments with few 

marks, which make not a great deal of difference in the overall scheme of things, 

given very early in the semester, can be a means of giving new students an early 

experience of success, and help to set them on the right track. Although it creates more 

work for the lecturer, interim versions of assignments or detailed assignment plans can 

provide an opportunity of setting right incorrect interpretations of the specific 

assignment’s objectives and enable the lecture to give useful feedback, discover 

particular difficulties needing attention and give the student confidence that the final 

version of the assignment is more likely to be acceptable. These simple strategies are 

examples of ways in which all students, but perhaps particularly new international 

students, can be assisted to improve their self-efficacy in the study arena. 
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Another strategy to help students to be comfortable with forms of assessment is in 

the mix of assessment methods used. It has been shown that students from 

‘individualistic’ cultural backgrounds prefer to be assessed as individuals, while 

those from ‘collectivist’ backgrounds prefer to be assessed based on group work 

(Christopher & Soutar 1999). While it is impossible to satisfy everyone from both 

extremes, some measure of compromise is often possible and a combination of 

individual and group assessment is often useful and valid. 

There are many ways in which lecturers and their teaching strategies can assist 

students, and particularly new international students, to settle into the university 

environment and improve their self-esteem and self-efficacy, which, in turn, will have 

considerable influence on their success in their course of study. This section has 

suggested a few tried and tested strategies, acknowledging they are but few, and in 

some cases may be discipline-specific. Just as it was noted earlier that many of the 

student difficulties causing adjustment problems appear to be over seemingly small, 

even insignificant, aspects of life, so it is possible to develop classroom strategies to 

manage them which are, in themselves, quite simple and easy to implement. 

University Administrators 

University infrastructure can be of great assistance in accelerating international 

student adjustment and all universities with large numbers of international students 

have departments whose function is to cater for them.  In addition there are 

university-based courses to help students with English and study skills, a counselling 

service and health service to help manage psychological and physical issues that 

might arise, in addition to facilities within specific faculties. This section looks more 

closely at two possible means of improving the situation for new international 

students: recruitment and induction programmes.  

Recruitment 

In the expatriate arena, there has been much comment that employees are usually 

recruited based on their technical expertise, without due consideration being given to 

their adjustment potential and cross-cultural adaptability in an international 
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environment (e.g. Sanchez, Spector & Cooper 2000; Stening & Hammer 1992; 

Ronen 1989). One suggestion receiving consideration was to look at an individual’s 

profile on some sort of assessment of personal and attitudinal variables, such as the 

taxonomy established by Mendenhall and Oddou (O'Sullivan 1999; Katz & Seifer 

1996; Mendenhall, Dunbar & Oddou 1987; Mendenhall & Oddou 1986; Mendenhall 

& Oddou 1985) which considers self-orientation, others-orientation and perceptual-

orientation factors. The self-orientation factor includes stress-management 

strategies, self-esteem, realistic expectations and ability to manage alienation. 

Others-orientation is the degree of concern over interactions with locals, including 

such things as personal empathy and skills, respect for others, relationship and 

communication skills: it seems very much to align itself with the ‘abilities’ section 

of the current project. Perceptual-orientation consists of understanding the strange 

and apparently inappropriate behaviours of local people, and is seen in a flexible, 

open-minded and non-judgmental attitude, and being tolerant of ambiguity. 

In the selection of international students to move from their own countries to live 

and study in Australia, the ‘technical expertise’ parameter is equivalent to academic 

ability, suggesting the potential to be able successfully to undertake a demanding 

degree course. Other than that, the only selection criterion of note is facility in the 

English language, since that is the language of study. Noting the similarity between 

expatriates and international students in so many ways, and bearing in mind the 

multifaceted nature and complex interactions involved in adjustment to a new 

country and successful accomplishment of desired outcomes, a strategy such as that 

suggested for expatriate employees would be a good idea, and enable the selection 

of students who would be more likely to succeed.  

However, from a pragmatic viewpoint, it is difficult to see how this could be 

accomplished without giving rise to accusations of discrimination and unfairness. 

Why should two students with the same academic record be treated differently when 

it came to being offered a place in an overseas university? A written test could be 

devised, using something like Mendenhall and Oddou’s taxonomy as a basis, on 

which all international students without exception would be expected to achieve a 
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required standard, in much the same way as they are currently required to achieve a 

set standard in written and spoken English.  

Induction programmes 

The expatriate literature has consistently argued for training programmes as being an 

important way of improving expatriate adjustment and success but has also noted 

that these are often inadequate or non-existent (Selmer 1999b). The present study 

found that there are many similarities between the situation of international students 

and that of other expatriate employees, and this is a lesson that could, with benefit, 

be applied to them. Some students have spoken enthusiastically about the help of 

programmes conducted in their home country before they embarked on the 

international study course. However, not many have been mentioned, and it is 

possible that this is a rare experience. 

It could be of benefit to prospective students to conduct, in their own country, a 

short programme to help them to become more aware of what to expect in the new 

country and to prepare more adequately for their stay. Returned students who have 

graduated from the university they are planning to attend would be particularly 

useful as sources of relevant information and possible contacts, as previously 

mentioned, and alumni associations could be a source of such graduates. The 

university itself could conduct such programmes, providing a bridge between the 

known and the unknown, and use the programme as an opportunity to provide more 

specific local information than is possible through advertising and enrolment 

materials. Selmer (1999b) suggested collecting, systematising, distributing and 

updating the many lessons learned by expatriates. This could be a useful project for 

universities to undertake, and could be fitted within a pre-arrival training course for 

prospective students. It could be helpful both for the prospective students and for the 

sake of continuous improvement of services to them. 

A short programme could take into account the particular difficulties likely to be 

experienced by students from that particular country, if any are identified by 

returning graduates or held as likely to occur, since the country from which students 

come has a significant impact on adjustment and effectiveness in the new 
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environment (Mamman 1995a; Church 1982). It has also been found that adjustment 

is dependent on the extent to which expatriates can accept the different cultural 

norms they will encounter (Selmer 1999a) and this would be a useful focus for a 

pre-arrival training programme. 

However, it has also been established that post-arrival training is more likely to have 

long-term effects, because it is immediately applicable to the situation (Selmer 

1998). This could be accomplished by an orientation programme at the 

commencement of the course of study, or by a programme involving a series of 

ongoing sessions for a more extended period of time during the first year.    

Selmer suggested (1999a) that it is important to address problem-based strategies for 

coping. These involve learning to face problems and finding ways to change the 

situation causing them. Strategies enabling people to do this are more effective than 

the symptoms-based strategies often employed by new expatriates that try to manage 

stressful emotions by reducing the accompanying anxiety through physical or mental 

withdrawal. 

Training in study strategies would also be helpful. Such knowledge reduces anxiety, 

as well as increasing competence, and could be included in an orientation 

programme. It is vital as a way of helping improve student self-efficacy and to 

reduce the high rate of student depression during their overseas course (Oei & 

Notowidjojo 1990; Klineberg & Hull 1979). Bochner and Wicks (1972) pointed out 

that the differences in teaching and assessment requirements experienced by new 

students often reduce the usefulness of their own study strategies, causing them to 

spend an unnecessarily long time in study and leading to reduced socialisation and 

an impoverished international experience. 

The ideal solution for new international students would be a combination of both 

strategies, with a short preparatory programme after recruitment and before 

embarking for the new country, followed by an orientation programme or induction 

course when they arrive in the new country. One pervasive difficulty with running 

orientation programmes before classes begin is that many students who would gain 

from such a programme arrive too late to join. There may be many reasons for this, 

but the optional nature of such programmes is probably a significant one. Perhaps 
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they should be made mandatory, but this would give rise to the risk of resentment 

and poor attitudes to the programme, thus threatening its potential value and success. 

Two of the students interviewed spoke of arriving too late for the orientation 

programme, and showed from their other comments that they would have been 

helped by it. One such student said: 

Most of the time I didn’t know what was going on. I went to class and it wasn’t 
said like “OK, this is this and this is this”, and because I came late, I didn’t join 
the orientation also, so most of the time I was, like, confused. So I think a little 
bit of guidance is important as soon as you come to a new country. 

Another said: 

About Curtin - it’s too big – for me it’s too big – it’s just so massive and we’re 
not used to that. I missed Orientation when I got here, but I doubt if I would 
have got all the information I needed about the university from Orientation, 
because I found out a lot by introductions with other students who have gone 
through similar experiences . . . I didn’t get the benefit of Orientation, so I was 
lost for a month, a good month. I spent a lot of time looking for stuff and 
running around – which is tiring, which is frustrating.  

 

Another apparently minor but effective way in which universities can help their 

students to adjust is in the dissemination of information. There is a great deal of 

information within a university to help new students. However, because so many 

aspects of their new life overwhelm students, they are unable to absorb all the 

available information. Many seem not to know what is available or how to make the 

best use of it. As one student said: 

A lot of the procedures were outlined clearly, but they are not conveyed 
clearly, so the students didn’t know about what procedure to follow although 
they are there. But no-one knows how to get them, and normally the easiest 
transition for a student would be that another student guides them. 

Clearly, students would benefit from being aware of available information, facilities 

and sources of help, and universities need to find simple and effective ways of 

ensuring that students know about them. Universities invest a great deal of time, 

trouble and expense in providing good services to students and it is a pity that even 

some of those who need the resources most might not learn about them until too late 

to take full advantage of them.  
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This section has considered the findings of the present study and how they might be 

applied in the practical environment of university life, making some 

recommendations for students, lecturers and the university administrative system as 

to how the findings might be used to assist the adjustment of new international 

students, to enhance their self-esteem and self-efficacy and enable them to enjoy a 

full and effective student experience with successful outcomes in academic 

achievement, satisfaction and wellbeing. 

Conclusion 

This appendix has considered a few possible strategies to assist in putting into effect 

the recommendations based on the findings of the present study. They include a few 

tried and trusted methods that have been successful in improving the situation for 

new international students in helping them to adjust and improving their self-concept 

and autonomy within their study courses. It is acknowledged that many of these are 

somewhat subjective, and may possibly relate more strongly to the teaching area of 

the researcher than they would in general, but, nevertheless, strategies found useful 

in some contexts may give ideas or confirmation to experiences in others, and 

stimulate creativity in approaches in totally different contexts. 




