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of ACICIS in developing
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I mean ... youre in Indonesia, like literally ... every activity
is a learning lesson.

(ACICIS participant)

Introduction

In-country education programs, such as those offered by ACICIS, have
long been considered an important means of promoting foreign language
proficiency and personal growth. In recent decades, however, there has also
been increasing recognition of their contribution to developing intercultural
capacities. Although existing research highlights the significance of
in-country education in this respect, there is a lack of qualitative research
that specifically addresses the development of intercultural capacities as a
pedagogic process. In this chapter, the experiences of Australian students
taking part in ACICIS programs are analysed, with the purpose of
exploring the potential of such programs to contribute to the development
of intercultural capacities. Attending to not only what students learn
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in-country, but how they learn, this study serves to deepen our understanding
of the student experience. Since the pedagogic potential of such programs
are not solely a function of formal classes undertaken in-country, but a
much wider set of processes, I employ the idea of a ‘pedagogic ensemble’
to capture something of the range of experiences that bear pedagogic force
in this context. Drawing on the work of Pierre Bourdieu, the in-country
experience is also understood as being shaped by — and able to shape — the
habitus of participants. In particular, I explore three dimensions of ACICIS
students” experiences that have emerged as significant in the development
of intercultural capacities: relationships with others; relationships with the
material environment and relationship with self. Based on an examination
of these dimensions, and the relations between them, I argue that these
ACICIS programs offer significant opportunities for the development of
intercultural capacities, but that these must be understood as contextual,
temporal and cumulative.

Research context

There is a strong discourse around the power of study abroad, wherein
such experiences are often understood as ‘transformative’ (see, for example,
Jotia et al., 2020; Lee, 2024; Lucas 2024) and frequently credited with
the potential to open doors and foster global citizenship (Doerr, 2018;
Vande Berg et al., 2012). Such claims pertain to a range of areas, including
personal growth and enhanced career prospects, as well as the ability to
engage more effectively with people from diverse cultural backgrounds. This
kind of capacity is what is increasingly being referred to as interculturality.
This term, however, is complex and contested (Antonsich, 2016). Research
directed towards understanding the relationship between study abroad and
intercultural development has been largely quantitative in nature, relying on
standardised research instruments and scales (Paige & Vande Berg, 2012).
Bennett’s work (1986, 2012) continues to be highly influential, providing
the basis for models that represent intercultural development as sequential
and linear. Such models necessarily involve a stark simplification of complex
social processes, which may not adequately account for the multiple
contexts and processes related to interculturality. Although interculturality
is often understood as an automatic by-product of study abroad, I propose
a more complex idea of interculturalisation (that is, emphasising its
temporal dimensions) that is a provisional, cumulative process entailing
various modes and degrees. Rather than offer up a neat definition of what
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constitutes ‘interculturality’, this chapter serves to unsettle these existing
models, thereby exposing new dimensions of interculturalisation in the
context of in-country education. The notion of interculturalisarion is
explored in more detail elsewhere (see Naidu, 2025), while this chapter
seeks to highlight pedagogic dimensions of the in-country experience,
as evident in the accounts of students themselves.

Drawing on research from a larger project (Naidu, 2021) aimed at exploring
the potential of the in-country experience to develop intercultural capacities,
this chapter examines the experiences of Australian students participating
in two semester-long ACICIS study programs, the Flexible Immersion
Program (FLIP) and Development Studies Immersion Program (DSIP).
From these two programs, both based at UGM in Yogyakarta, a sample
of 16 participants was recruited: a mix of female and male students, from
a range of university programs across Australia, and with varying levels of
Indonesian language proficiency. These participants were interviewed at
several points in time, starting with a pre-departure interview. I then spent
the first week with them in-country, attending their orientation course and
conducting focus groups. I returned around halfway through the semester
for one-on-one interviews with each participant and to spend additional
time with them where possible. A final round of interviews was conducted
after their return to Australia, generally around three months post-return.
Data from this core group were complemented by observations, interviews
with ACICIS in-country staff members and two focus groups with local
Indonesian students acting as student buddies for the program.

The pedagogic ensemble

Despite evidence of positive learning outcomes among study abroad
students, researchers have not been able to ‘fully pinpoint the aspects of
study abroad travel from which benefits specifically derive’ (Liang et al.,
2015, p 227). Rather than seeking to ‘pinpoint’ such aspects, this chapter
seeks to foreground the dynamic interconnectedness of these different
dimensions with the aim of elucidating the pedagogic processes involved
in interculturalisation. Working on the premise that learning is always
situated, it is necessary to attend to the ensembles of people, objects and
practices involved in these pedagogic processes (Noble, 2017, p 25). Given
the multidimensional character of pedagogy, attending to the ‘pedagogic
ensemble’ in-country allows an exploration of an array of factors that exert
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pedagogic force (Watkins, 2015) on participants. While it can be helpful for
the purposes of analysis to consider these elements individually, it is crucial
not to lose sight of their collective impact. This ensemble comprises factors
that might be considered both formal and informal, public and personal;
overlapping in dynamic ways to act pedagogically on students.

Pedagogy, in this context, must be considered beyond the realm of cognitive
development; understood, instead, as embodied, affective and temporal.
Pedagogy is processual by nature, yet this temporality often slips from view
(Watkins et al., 2015). In the context of in-country education, questions of
temporality are often reduced to snapshots of ‘before’ and ‘after’ to measure
intercultural (or other) gains. What is crucial, however, is an empirical
analysis of what occurs — pedagogically — during the in-country experience.
Concerned with the how of interculturalisation, I employ a notion of
pedagogy that is ‘attentive to the ways in which it operates as a broader
cultural process extending beyond formal sites of learning’, mediating the
acquisition of cultural resources that enable or constrain participation
within particular contexts (Watkins et al., 2015, p 11). Much more than
a singular teacher-learner coupling, pedagogy is related to a ‘collective
enterprise of inculcation’ (Bourdieu, 1977, p 17). This entails a complex
entanglement of spatial and temporal relations, involving multiple
pedagogic modes, and an ensemble of actors (Watkins et al., 2015, p 13).
With this in mind, teaching in this context is not limited to the work of
professional teachers and tutors in formalised settings but rather includes
implicit and explicit teaching by the students themselves and various others,
both human and non-human. As one participant put it, while describing
mundane interactions with locals, being in-country means that fiterally ...
every activity is a learning lesson’. Perhaps, more accurately, these activities
should be described as potential ‘learning lessons’, since they are not always
realised. This comment, however, speaks strongly to the breadth of ways in
which the in-country experience might act pedagogically upon participants.
Although there are multiple aspects of this pedagogic ensemble of in-country
education, and ways of categorising these dimensions, here I focus on just
three: relationships with others; relationships with the material environment
and relationship to self.
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Relationships with others

Relationships with locals are often understood as a crucial element of the
pedagogic function of the in-country experience, particularly in relation
to language development. Language learning is not just an intellectual
end in itself, but an important dimension of navigating intercultural
encounters. Furthermore, although mastery of the language is not required
as a prerequisite to such encounters, the processes of teaching and learning
themselves constitute a site for potential interculturalisation. In other
words, language acquisition is both the means and the result of intercultural
interactions. When I asked Mel,' a FLIP participant, about her language
development since being in-country she said:

Oh, it's much better. Much, much better. And I'm just more
confident speaking now ... I really had trouble speaking informally,
and just chit-chat, I just wasn’t good at it. But I'm getting better ...
striking up conversations is getting easier, and ... I don’t kind of
dread it anymore when the Gojek driver starts going, like, ‘Oh ...
dari mana?* No actually, I still do, because it’s a broken record
conversation ... [laughter] ... every time. It’s like a formula that
they've all learned.

Mel refers to chatting with Gojek drivers, wherein the customer is often
engaged in what becomes a familiar conversation format discussing where
they are from, what they are doing in Yogyakarta and so on. Although she
still dreads these ‘broken record’ conversations, she now feels confident
in her ability to navigate this social situation. It is, in fact, the repetition
of this scenario — with different drivers on various occasions — that exerts
a powerful pedagogic effect. She comments on its formulaic nature, but
importantly, it is now a formula that she has mastered as well. Repeated,
transactional exchanges like these not only add to the linguistic repertoire
of students but engender increased confidence in intercultural encounters,
which in turn present more opportunities for such interactions, including
for language development, and so on and so forth; creating a cumulative
(though not always linear) trajectory of interculturalisation.

1 All names for participants used in this chapter are pseudonyms.
2 dari mana?— where are you from; where have you been?
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Relationships between ACICIS participants and locals often involved
a dialogic dynamic of teaching and learning. Another FLIP student,
Kent, commented that, as a bule,> you attract a lot of Indonesians who
speak English. The interactions that ensued often performed a pedagogic
function, both linguistically and culturally. Kent described one friend of his,
who spoke ‘immaculate English’, saying:

We very much talk about English things, like soccer in the UK ...
and drinking in Australia and stuff ... I like to try and speak as
much Indo[nesian] as I can, but ... you sort of just switch between
whatever works ... ‘cause some things they still won't understand,
so you've got to explain it in really clunky Indonesian.

Itis during exchangeslike these that both parties are able to learn, and to teach,
from their respective cultural perspectives. Once again, the transactional
character of these relationships is crucial to interculturalisation and it is
through such interactions that the ‘inter-’ aspect of interculturalisation
is realised. That is, these repeated, firsthand interactions provide the
opportunity to understand culture in a way that is different to learning
about culture from a distance. There is also potential to gain an altered
perspective on one’s own cultural standpoint when engaging in such
conversations, which can lead to a more critical understanding of the ‘self’.

Significant to the scenarios described by participants is the informal nature of
these interactions with local people. The pedagogic function of friendships
with Indonesian classmates, for example, is evident in interactions where
locals assume a role of ‘teaching’, which can vary between implicit and
explicit modes of instruction. Caitlin provided the following description
of one such interaction:

I was walking back to my kos with the girl from my class, I was like,
‘Oh, do you want to stop and get something from the bakery?” ...
and so we went in and I automatically went to, like, the chocolatey
looking things ‘cause I love chocolate, and she went to the other side
of the wall where there was all these Indonesian snacks and she ...
called me over and talked me through every single Indonesian snack
... and what was in them, and what they were called ... If I'd gone in
there by myself, I would have gone for, like, western-y looking stuff
... things that I know that I like ... so ... we had an assortment of
Indonesian things and then I chose one chocolatey looking thing ...
and that was my least favourite thing that we chose.

3 bule - foreigner.
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Caitlin’s friend teaches her through explicit explanation of the Indonesian
foods, but in a way that is personal and embodied. Their emerging friendship,
and time spent in each other’s presence, act as a catalyst for Caitlin to disrupt
her existing preferences and try new things. While this scenario might strike
us as a classic example of a well-established understanding of immersion,
Caitlin also demonstrates an awareness of the teaching and learning
processes taking place and, therefore, a degree of reflexivity regarding the
pedagogic function of such friendships.

Interactions with native speakers are generally agreed to enhance language
gains (Coleman, 1997) and some study abroad scholars argue that students
should seek to only speak in the target language while in-country (Engle &
Engle,2012). The picture issomewhat more complex, however, when it comes
to intercultural development. Even if we accept that maximal interaction
with native speakers is optimal for language progress,* the relationship
between language, social interactions, and interculturalisation requires
consideration. Participants shared multiple examples which highlight the
complex and entangled nature of these dimensions of interculturalisation.
Discussing the classes she was taking at UGM, Caitlin said:

I was actually kind of lucky that I chose two immersion classes
from the English faculty because, in terms of making friends, most
of them speak really good English ... because they study English,
they’re happy to speak English with you, and so you can establish

. a friendship ... with one of my friends I was like, ‘can we just
try using Indo[nesian] so we can practise?’, and because we already
knew a bit about each other, it was easier ... I felt more comfortable
... Although ... it’s ... good and bad ... because her English is so
good, you get frustrated, like, struggling with Indonesian, so you
just switch back to English ... but in terms of, like, making friends
and ... doing things with Indonesians ... that was helpful.

This shows an interesting nexus between comfort, language and pedagogy.
Here, Caitlin unsettles the often-assumed connection between language
and interaction with native speakers, since the friends she describes are
Indonesian native speakers, who often choose to converse in English.
In fact, their fluency in English is a crucial factor in making the friendship
probable (given their presence in her English faculty classes). The choice
of language during their interactions is a source of concern for Caitlin,

4 Although some scholars, such as Liddicoat (2008), argue that there is also a place for first language
in language learning, especially for discussing complex linguistic and cultural ideas.
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who has a strong desire to improve her Indonesian language skills, and yet
conversing in English made it easier to establish a meaningful connection
with these particular classmates.

While researchers and educators often advocate the importance of
relationships with locals in study abroad programs, some have taken the view
that interactions between program participants have a detrimental impact
on learning and should be moderated (Coleman, 1997; Engle & Engle,
2012). There is room, however, to rethink these attitudes (Naidu, 2025).
Although it is interactions with local people that are usually associated with
enhancing language development, relationships with fellow participants
can also exert pedagogic force in this area. Mel, for example, described the
significance of other ACICIS participants in improving her Indonesian:

Just hearing a lot of my friends who are quite good at informal
language ... just picking up a few words from them. It was funny ...
when we were in Bandung ... [another participant] was just kind of
observing an elevator, and she was like, ‘Oh, ke bawah’.> And 1 was
like, ‘Oh — I would say turun’® ... and I feel like that’s slightly more
formal ... so I was just like, ‘Oh, we say that differently. I wonder
what else we would say differently?” ... So we just kind of did this list
... like, ‘OK - I'd say sebelumnya, you'd say dulu’” ... you know, all
this stuff, and she was like, “Yeah, it’s a completely different language’.

While the goal for Mel is certainly increased proficiency and competence
in speaking with local Indonesians, here she describes the instrumental role
of informal teaching occurring between the Australian students. This not
only requires someone with more knowledge or experience, in this case
the knowledge of informal Indonesian language forms, to assume the role
of ‘teacher’, but also an actively curious ‘learner’ to engage in the process.
Revealing various actors within the pedagogic ensemble, this highlights the
overly simplistic idea that in-country students should not mix with fellow
program participants, or that all conversations need to be conducted in the
‘target language’.

Just as study abroad providers and educators might ponder the right
balance between time spent with locals and with fellow participants (Engle
& Engle, 2012; Liang et al., 2015), some students also contemplated this
issue. Caitlin reflected on times when she was alone as providing more

5 ke bawah — to go down; to go below.
6 turun — to descend.
7 Both sebelumnya and dulu mean ‘before’.
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opportunities for meaningful interactions with local people, saying this
may be because it is ‘intimidating for people to come up and chat to you if
you're in groups of big, white, loud, English-speaking people’. She described
occasions where she would normally be in the company of other ACICIS
participants but happened to be alone, and how this presented opportunities
for communication with local students. She concluded this train of thought
by saying:

Sometimes [it’s] handy to separate yourself a bit ... from other
Australians ... which is why I think ACICIS ... is amazing because
... if youre having a bad day and you just want to speak English ...
[and] spend time with people who ... get your perspective on the
world ... and the way you were brought up ... you have Australians
who you can message and be like, “Wanna go for lunch? Wanna
go for dinner? ... but then if you ... want to try and immerse
yourself more ... you can just ... go off and be by yourself and make
Indonesian friends ... you've got the option.

Caitlin expresses that the presence and availability of fellow ACICIS
participants provides a sense of comfort and security, speaking to a shared
experience of both language and culture. This shared experience, manifest
in relationships with people who ‘get your perspective on the world’” and
‘the way you were brought up’, is what Bourdieu referred to as habitus.
Through the notion of the habitus, we have a way of understanding past
experiences and the way they sediment into dispositions, thereby affecting
our engagement in the world (Bourdieu, 1990, 2005). As lovely as her new
Indonesian friends are, they do not offer the same level of familiarity as
fellow Australians; something that can be an important factor in coping
with the challenges of study abroad. Relationships with fellow participants,
therefore, can fulfil several important functions as part of the pedagogic
ensemble in-country.

Relationships with the material environment

The pedagogic ensemble in-country, however, consists of more than just
people. Research on study abroad often addresses adaptation in terms of
linguistic and cultural differences, with little discussion of how students
adapt to their new material environment. The process of adapting to new
environments can afford a transformative effect on subjectivities, with
specific localities and materialities contributing to a different sense of self
(Robertson, 2018, p 550).
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The pedagogic processes at work in the formation of such subjectivities are
discussed here by focusing on two elements of the material environment
in-country: transport and toilets.

The in-country experience inevitably involves a process of navigation and
familiarisation with a new place; a process that happens as students move
around the locale and is, therefore, both mobile and embodied. Walking,
for example, is a mode of engaging with one’s physical surrounds that can
be significant in affording a sense of familiarity with the new locality. David,
a DSIP participant, spent large amounts of time in the first few days of his
ACICIS program walking around Yogyakarta and credited this with quickly
becoming more comfortable in-country. By placing himself in direct contact
with the immediate environment, he expedited the process of becoming
more ‘at home’ in it. For some, the pedagogic function of walking endured
throughout their time in-country, like Eric, a DSIP participant, who said:

I just wander ... if its walking distance ... I'll walk it ... and
generally ... I will meet somebody on my walk ... I mean, the other
day I was just walking along here and this Muslim cleric stopped me
in the streetand ... just ... you know, a five-minute conversation ...
but ... I mean, I've walked this street maybe fifty times — probably
more than that — but every time I walk, I go, ‘Oh, I've never noticed
that before!’

Eric is consciously opting to walk the streets of Yogyakarta for the benefits
he associates with it, such as noticing new things and opportunities to
converse. The choice to walk, therefore, is connected to his desire to open up
opportunities for being taught by the people and things he may encounter.

Ride-share services, such as Gojek and Grab, are highly popular among
ACICIS participants. Several spoke of the language opportunities that
came with riding Gojek, like Mel’s example of the formulaic conversations
with drivers. Navigating the use of smartphone apps for these services also
represents an engagement with materiality that bears pedagogic force,
particularly the need to grasp more colloquial and abbreviated language
forms to communicate with drivers. Furthermore, those participants that
chose to hire or buy motorbikes in-country had to learn to navigate the
(quite different) traffic conditions of Yogyakarta compared with Australia.
Isaac, another FLIP participant, said this did not take much getting used to
‘because there’s no rules, it’s just common sense’. He added:
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If there’s a red light and no one around, you go through the red light.
Although that takes a lot, for me to do, because ... that’s like the
first thing you learn as a kid in kindergarten, is like, red means stop,
green means go ... it’s tough to get over that one.

Learning to drive in Indonesia is not only about acquiring new skills, but also
learning to override particular impulses. This involves an ‘unlearning’ of sorts
or, more precisely, a learning of the contextual contours of social behaviour
to know what is appropriate (and be able to act accordingly). In learning to
ignore a red traffic light, Isaac refers to the power of socialisation that occurs
when we are young, but also to the flexibility of the habitus. Although he
feels a strong urge to stop, he is consciously choosing to override it, and
thereby adapting the habitus — or at least consciously choosing to push
against it — in order to attune himself to the new environment.

Discussions with participants around different toileting and hygiene
practices in-country also provided interesting examples of the processes of
adaptation, exemplifying something that is a universal experience but is
surrounded by a complex array of beliefs, routines and cultural practices.
Given the generally private nature of these experiences, they also represent
a form of cultural knowledge not always accessible to the outsider. This
point was raised by some participants, who wondered how Indonesians
(especially women) ‘managed it™:

I think I really need to find out how they actually go to the loo ...
I must admit, I don’t know how the old girls do it, because ... if
there’s not something to hang on to ... [laughs] I struggle ... it must
be a cultural thing where ... they’ve grown up with it and they stayed
with it, their bodies are more in tune with it ... My knees give out ...
And you're thinking [laughs] ‘Oh ... no, this is not fun’.

This quote from Alison, a DSIP participant, points to cultural knowledge as
more than just a cognitive understanding, since it is also a bodily incapacity
which prevents her adaptation to local styles of toileting (‘my knees give
out’), which she proposes must be maintained through regular practice
(‘their bodies are more in tune with it’). Others were also confronted by
both the physical and affective challenges presented by these differences.
By choosing accommodation with a Western-style bathroom, and ‘holding
on’ when Western-style toilets were not available in public places, some
participants managed to avoid using squat toilets altogether. Therefore, the
habitus — experienced in not only the physical posture of toileting acquired
in Australia, but also the associated perceptions and emotions (such as ideas

257



258

EXPERIENCING INDONESIA

of hygiene and disgust) — when confronted with this alternative, required
a bodily response to the situation. Either the habitus needs to adapt, or
control the body, in order to conform to the demands of maintaining
affective comfort.

For some, the process of adaptation seemed easier than others. When
I asked Caitlin about this issue, she responded, “You get used to it. I still
hate the floor being wet ... but again, you get used to it’. She then relayed
an experience from the previous day of going to a coffee shop with an
Indonesian classmate. The venue was one where patrons removed their
shoes upon entering, which Caitlin said was ‘fine’, except that she had to go
to the toilet while there. The problem lay in her shoes being at the entrance,
with the toilet located in the opposite direction. She shared her thoughts in
that moment, saying:

I was like ... [in disgusted voice] ‘T've got to go to the toilet with no
shoes on, which is gross’, and I was like, T'm almost considering just
... holding or’, but it was going to be too long ... so I had to go
to the toilet with the wet floor, with no shoes on, and I was like ...
“This is cringeworthy’ ... you just do what you have to and ... you
kind of get used to it even though I still hate it.

In relaying this story to me, it was clear how disgusted she was in that
moment, but also conflicted. If she was that repulsed by the idea of having
to go to the toilet there with no shoes on, why not just go and collect her
shoes? Seemingly, Caitlin had a powerful desire to fit in. She was anxious to
establish a friendship with this classmate and did not want to do what she
perceived would reinforce her status as an outsider. Based on this desire,
she chose to remain bare-footed, despite her disgust. Among other things,
this story illustrates the labour that can be involved in trying to adapt to
a different context. It is easy to assume that, given time, people will adapt
to their surroundings without much conscious effort or thought. And at
times, this may be so. But in Caitlin’s account, we have a clear example
of a conscious decision, made with significant resolve to overcome her
discomfort, to behave in a way she believed would be socially and culturally
appropriate. She also draws attention to the temporal dimension of this
adaptation, by saying — several times — that ‘you get used to it’; gesturing
towards a trajectory of interculturalisation experienced during her time
in-country.



20.IN-COUNTRY EDUCATION AS A PEDAGOGIC ENSEMBLE

Relationship with self

In addition to pedagogic processes that occur while engaging with others
and the material environment, some participants also spoke about personal
routines that held a pedagogic intent. It is in this sense that I explore
participants’ relationship to self, though there are numerous ways in which
this relationship could be framed. For example, themes of personal growth,
transformation, and ‘finding oneself’ are common in research on study
abroad, and travel more generally (Liang et al., 2015). It is, however, the
personal processes of teaching and learning discussed by participants that are
presented here. These are crucial to consider in terms of interculturalisation,
since they reveal the ways in which students might go about developing
capacities to interact in-country, as well as how they perceive themselves
in relation to the ‘target culture’. Such personal pedagogic practices usually
took place in the domestic space and were self-directed, such as keeping
a journal. While discussing Isaac’s routines around study, I asked him how
he goes about learning new words:

I have a journal that I've kept, that I try and write a couple of pages
every few days ... ‘cause through that you discover words that you
want to say that you can’t, and then I have ... a flashcard app on
my phone, and I punch them in there ... and after a few days they
kind of go back into my vocab ... I've always wanted to keep a
journal, and after a couple of days I give up. But ... I think 'm more
incentivised to do it here ‘cause it acts like that double up, like also
a learning tool ... and maybe an incentive to keep learning.

This pedagogic routine, combining the use of a written journal and
a flashcard app, is effective for Isaac for several reasons. It is personalised
to target learning in his areas of interest (which were not the same as those
covered in university language classes) and is undertaken on a regular
basis. Furthermore, the investment involved in this practice is recognisably
worthwhile to Isaac himself, which provides incentive for continued
engagement.

Language learning, however, was not the only purpose of this practice. Eric
had mentioned keeping a journal during the first week in-country, but
later said this had changed into just ‘making random notes’, since his daily
routine had ‘become quite monotonous’. He added, ‘... but the stuff I've
found interesting and important, I just make notes about ... so I can reflect
back on it ... there’s always something new’. He then proceeded to describe
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something he had learned about Javanese culture the night before. Unlike
Isaac, the primary purpose of Eric’s journal was to record the ‘interesting
and important’ dimensions of his experience.

Caitlin, too, kept a journal during her time in Yogyakarta, explaining the
multiple purposes of this practice:

It was kind of [laughs] ... initially, like a, ‘I want to remember as
much as I can’ kind of thing... like a memory thing, so ... I can
look back on it and look through it ... but I think it has also become
something that kind of keeps me sane, ‘cause ... I have to write
down what 'm thinking and ... all the cool stuff that I see and, like,
encounter ... So that way I write it down ... and I don’t explode by
not being able to tell people things [laughs].

Caitlin’s journal was a substitute, of sorts, for discussions with loved ones
about her experience, as well as a way of recording not only what she did,
but also ‘cool’ thoughts and observations. Through such personal writing
practices, participants can extend their language skills, as well as note
experiences and thoughts regarding cultural differences. Related to this,
their journals act as a tool for reflection, constituting a space to record
things that are ‘weird’ or ‘important’. I posit that the habit of recording
these thoughts is related to a heightened practice of noticing them in the
first place, thereby becoming part of the pedagogic ensemble in-country.

Caitlin also described another personal pedagogic habit that she was
working on: watching sinetron. An abbreviation for sinema elektronik,® these
soap opera shows are a staple of Indonesian prime time television, known
for their overly dramatic — even nonsensical — plots (Putri, 2018). Regarding
these shows, Caitlin said:

I started watching ... one of the sinetrons ... it was actually really
painful to start [laughter] because ... they’re so terrible ... and the
first day I tried to watch it, I had to turn it off halfway through ...
but I was like, ‘No ... I need to’ ... so for the past, like, week ...
I've watched pretty much every day ... it’s actually been really good,
because when I first got here I tried to watch a few and I couldnt
understand anything so I just turned it off ... whereas ... now I can
actually follow what’s going on and I can pick up most of what
they’re saying ... which is really, like, encouraging.

8  Sinema electronik — electronic cinema.
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There is undoubtedly an element of labour involved in the formation of
this habit. Caitlin is not watching the sinetron for the purpose they are
created, that is, for entertainment. In fact, she describes viewing them as
‘hard’ and ‘really painful’. Yet she persisted, because she believed it would
be beneficial for her language development. Through practices like these,
some participants demonstrate high degrees of intentionality, agency and
reflexivity in the pedagogic function of the in-country experience. That is,
they are not passive vessels that receive learning purely via the ‘immersive’
experience of the in-country experience, but rather, they are active
participants in their own teaching and learning through various means.

Conclusion

The experiences of ACICIS participants presented in this chapter are, of
course, but a few in comparison with the entirety of their time in-country.
They do, however, provide glimpses into the pedagogic processes involved
in relation to the potential for the development of intercultural capacities.
Through detailed analyses of not only what students learn in-country, but
how, we can better understand the ways in which the in-country experience
might exert pedagogic force. Crucial to this understanding is the recognition
that elements of the in-country experience affect students in overlapping
and multiple ways, understood here as part of an ‘ensemble’. The pedagogic
ensemble of the in-country educational experience is different for every
student, based on multiple factors, including family background, education,
professional experience, class, gender, and so on. What is clear, however,
is the multitude of meaningful ways in which ACICIS participants are
presented with opportunities for interculturalisation; opportunities which
are increasingly valuable in our globalised world.
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