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ABSTRACT 

Postsecondary international students who are also English language 
learners face a number of challenges when studying abroad and often are 
provided with services to support their learning. Though some research 
examines how institutions can support this population of students, few 
studies explore how technology is used to support language development 
and writing proficiency. This article reports on an exploratory study that 
examined the resources English language learners use to support their 
writing and the impact of the use of writing productivity software’s on 
writing proficiency. Data were collected using a survey, writing samples, 
and a focus group. Findings indicate students frequently use technological 
tools to enhance learning and that technology-based supports such as 
writing productivity software can complement face-to-face supports.  
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The number of international students studying in Canada has increased 84% 
between 2003 and 2013 (Canadian Bureau of International Education 
[CBIE], 2014). Canada’s International Education Strategy set a goal of 
nearly doubling (to 450,000) the number of international students studying 
in the country by 2022 (Government of Canada, 2014). There is a host of 
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benefits for countries seeking to increase their international student 
population; for instance, international students can address skilled labour 
shortages, relieve demographic pressures of an aging population, and 
provide an economic boost. In 2012, Canadian international students spent 
$8.4 billion in their host communities, which helped to sustain 86,570 jobs 
(Government of Canada, 2014). International students also can diversify the 
student population across postsecondary campuses and bring different 
perspectives and experiences to such academic settings.  

While the population of international students continues to increase, 
so too does the subpopulation of international students who are non-native 
English speakers (NNES). The CBIE’s (2009) 2009 Survey of International 
Students revealed that English was an additional language for 75% of 
178,000 international students studying in Canada. The competition to 
attract international students is high and much of the discourse surrounding 
international students relates to their recruitment and enrollment; however, it 
is becoming increasingly important that these students receive support upon 
being enrolled. With the projected growing number of NNES students, 
postsecondary institutions similarly must be cognizant of how they can 
support NNES language development. As a result, institutions have begun to 
make student services a priority to ensure that international students’ needs 
and expectations are met. While a large body of research has investigated 
NNES language proficiency development through the use of face-to- face 
support systems, few studies have addressed how technology can be used to 
support English-language learning. Accordingly, the purposes of this study 
were to investigate how technological tools are used by university-level 
NNES international students and to explore the effects of writing 
productivity software on academic writing proficiency.  
 

EXPERIENCING CHALLENGES 

International students often face challenges with adapting to the 
culture of the location that they are studying in. International students may 
experience culture shock, loneliness, and homesickness when studying 
abroad (Dongfeng, 2012; Mahmood, 2014; Rajapaksa & Dundes, 2002). 
These challenges may be exacerbated by such students’ perception of 
having fewer social supports than those available to domestic students 
(Hechanova-Alampay, Beehr, Christiansen, & Van Horn, 2002). In addition 
to challenges related to adapting to new cultural and social environments, 
international students must also adjust to academic environments—
including expectations and skills—that may differ greatly from their 
previous educational experiences (Schutz & Richards, 2004). Additionally, 
there may be challenges adapting to student-centered teaching styles when 
NNES international students may be accustomed to teacher-centered 
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pedagogical approaches (Duanmu, Li, & Chen 2009).  
NNES students may face additional challenges when studying in 

locations where English is the sole or primary language of communication. 
In these cases, NNES students may face academic adjustment challenges 
that correspond specifically to language issues such as listening ability, 
lecture and reading comprehension, note taking, and oral communication. 
There is some evidence that suggests NNES international students perceive 
writing tasks as the most difficult language skill in comparison to speaking, 
listening, and reading (Berman & Cheng, 2001; Cheng, Myles, & Curtis, 
2004). Challenges might exist regarding the rigor of academic writing and 
student expectations and perceptions of what exactly constitutes academic 
writing (Andrade, 2006; Bronson, 2004; Brown, 2008). Angelova and 
Riazantswea (1999) and Brown (2008) list additional writing challenges that 
NNES students might experience, such as topic choice, differences in 
writing style, organization, expressing personal opinions, and vocabulary. 
Findings from Singh’s (2015) study in which NNES students were asked to 
rank academic writing practices according to difficulty indicated that writing 
methodologies, findings/analyses, and literature reviews, using appropriate 
academic style, writing coherent paragraphs, and expressing ideas in correct 
(i.e., standard) English were the most challenging aspects of scholarly 
writing. Because academic writing is critical not only to the students’ ability 
to adjust to their new environment but also to their academic success, 
institutions are increasingly paying attention to how they can support and 
help develop their NNES students’ writing abilities.  

 
SEEKING LANGUAGE SUPPORT 

It is becoming commonplace for institutions to focus on supporting 
NNES students through various student programs and initiatives. Cownie 
and Addison’s (1996) study exploring the language support provided by 99 
British institutions found that 95% of the latter offered some form of 
language support. Institutions typically have a range of language support 
programs and services in place to support the needs of all students, and 
NNES students specifically. Such support programs might include 
extracurricular language programs that are centralized at the institution 
(Benzie, 2010; Phillips, 2008); embedded faculty-based programs (Benzie, 
2010; Hirsh, 2007; Peelo & Luxon, 2007); and for-credit language courses 
(Benzie, 2010; Hirsh, 2007). Depending on the type of support, the student 
may meet one-on-one with a staff member or work in small groups. Benzie 
(2010) notes that the most common approach to language support is a 
generic study skills mode, but these types of programs typically have low 
attendance. Students may also turn to peers to proofread work (Cheng & 
Fox, 2008; Cheng, et al., 2004; Singh, 2015), as well as to professors and 
teaching assistants for guidance in academic writing (Cheng & Fox, 2008). 
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Regardless of the availability of various types of students services, 
students sometimes do not access them. Singh (2015), for example, found 
that only 22% of participants indicated they use third-party editors as a 
solution to improve their language difficulties with academic writing. 
Although some evidence suggests that participation in different types of 
language support programs have a positive effect on academic results 
(Benzie, 2010), students may be reluctant to make use of such resources due 
to various reasons, such as shyness, a lack of confidence, or at times a sense 
of cultural inappropriateness (Cheng & Fox, 2008). Such students may also 
perceive that writing support programs do not help; Cheng and Fox (2008), 
for example, found that 29% of participants in their study held such a 
pessimistic view. A disconnect between students’ perception of the 
anticipated outcomes and the goals/priorities of the language support 
services may also influence students’ decision on whether to seek language 
support.  

While much of the discussion in this area has focused on how 
institutions can provide programs and services to meet the needs of their 
respective students, several studies have underscored the role of self-
improvement and responsibility on the part of learners regarding improving 
language proficiency. Brown (2008) comments: “To address stress caused 
or exacerbated by language difficulties, the responsibility to improve 
language level resides with the student” (p. 19). Robertson, Line, Jones, and 
Thomas (2000) similarly found that participants recognized their role in 
their learning: “While there were plenty of calls for more assistance and 
recognition of their problems, there was also a strong component of self-
help strategies in the responses, and a willingness to try new ways once the 
issues were fully understood” (p. 100).  

The question, therefore, of how to efficiently support NNES 
language and writing needs while also fostering student independence 
warrants further attention. One approach to addressing such a question 
might be the integration of technology into NNES students’ language 
development programs.  

 
SUPPORTING NNES LEARNING USING TECHNOLOGY 

Some studies have considered how various forms of technology have been 
implemented or are used by NNES students to support their learning, 
particularly with regards to language proficiency. Hirsh (2007) notes the 
potential for the development of online support programs for students, 
which would be accessible from any location and at any time in order to 
meet students’ particular geographical/temporal needs. Moreover, Li (2006) 
found that participants revised their writing significantly more using 
electronic (i.e., word-processing) programs than they did when relying on 
hand-written samples.     
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Technology can be used by students in a variety of ways to support 
English language learning. Clerehan, Kett, and Gedge (2003), for example, 
examined NNES students’ use of online dictionaries and a concordancer that 
had been integrated into coursework with the purpose of developing study 
skills. Clerehan, Turnbull, Moore, and Tuovinen (2003) also designed an 
Online Student Resource Centre website that offered tutorials and 
downloadable resources whose ultimate purpose was to support students’ 
self-directed means of developing English language and academic skills. 
Other studies have looked at the potential for electronic feedback from 
tutors (Zareekbatini, 2015) and the use of Google Translator (Singh, 2015). 
Conroy’s (2010) study investigating students’ use of Google assisted 
language learning (GALL) found that 47% of the sample (n = 110) used 
Google for language learning and that participants were enthusiastic about 
using GALL for second language learning and improving their academic 
writing.    

Writing productivity software is another example of technology-
assisted learning that can support English language development and writing 
proficiency of NNES postsecondary students. Writing productivity software 
is an assistive technology through which users input text into a computer or 
a mobile device which in turn offer various features to support the process 
of writing, such as word prediction whereby the program provides auto-
generated word suggestions as the user types. Such programs may also 
include thesauruses, dictionaries, speech-to-text ability, and other 
customizable features. Some research has suggested that word prediction 
software may have a positive effect on users’ typing speed, accuracy, and 
productivity, while also reducing the number of grammatical and spelling 
errors and the amount of cognitive load taken to produce written text (Anson 
et al., 2001; Arcon, 2015; Evmenova, Graff, Jerome, & Behrmann, 2010; 
Nantais, Shein, & Johansson, 2001). Much of the literature in this area, 
however, looks at the use of writing productivity software for elementary 
school students (e.g., Barbetta & Silio, 2009; Schock, 2011) and students 
with disabilities (e.g. MacArthur, 1996; Tam, Reid, Naumann, & O’Keefe, 
2002). Scant research examines the use of writing productivity software for 
NNES postsecondary students, even though knowledge of how this type of 
software could be used to support the development of writing proficiency 
would be quite helpful. Conroy (2010) highlights this gap in the literature: 

 
It is worth noting that university language support staff and 
management appear to be, at least on the surface, largely ignorant 
of, or at least ambivalent towards, the potential of these tools and 
techniques. Yet the findings here suggest that a significant number 
of EAL university students in Australia might either already use the 
tools and techniques, or be eager to start using them. If this is indeed 
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the case, could those students who already engage with the tools, as 
well as the wider population of EAL university students, benefit 
from appropriate instruction, support and guidance in using these 
tools and techniques to improve their English language and 
academic writing? (p. 878) 
 
This study, therefore, seeks to contribute to this area of research by 

exploring the tools students currently use to support their writing 
development as well as the effects of a writing productivity software on 
writing proficiency. The research questions were: 

 
1. What resources, digital and print, do NNES international students 

use to support their writing proficiency? 
2. What effect does the use of writing productivity software have on 

NNES international students’ writing productivity?  
 

RESEARCH METHOD 

To fulfill the objective of the study, a multi-method design was used to 
conduct the study in the fall semester of 2015 at a mid-size university in 
southern Ontario, Canada. Research Ethics Board approval was granted 
from the participating institution. Students enrolled in the preparation 
certificate program were eligible to participate. All participants had 
completed an undergraduate degree in their home country (which in most 
cases was China) and obtained a Test of English as a Foreign Language 
(TOEFL) score of 61 or an International English Language Testing System 
(IELTS) score of 5.0 to be admitted to the preparation certificate.  

The main features of the writing productivity software used in this study 
are word prediction and speech-to-text capabilities. For word prediction, the 
software helps students review words to use as they are writing and helps 
them select what they perceive is the appropriate terminology. As students 
use the software more frequently, the program learns about the user and the 
terminology they typically use so that the suggestions it makes are more 
accurate. The speech-to-text feature allows users to listen to what they have 
written so that they can hear errors in their writing. Spelling and 
grammatical errors, run-on sentences, and missing words, are examples of 
errors that can be found when using the speech-to-text feature.  

Figure 1 shows the data collection methods. Phase one involved 
having participants complete a short (paper) survey that inquired about 
resources participants currently used to support their academic English 
writing and how often they used each of these resources, and also asked 
participants to indicate their level of ability in various English 
communication skills. After the survey, participants were given 30 minutes 
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to complete an online writing sample based on a TOEFL-like writing 
prompt. After completing the first writing sample, participants were 
provided with a 40-minute workshop that highlighted the writing 
productivity software that was the focus of this study. Following completion 
of the tutorial, participants were asked to complete a second writing sample, 
this time using the writing productivity software while they completed the 
sample. In this case, participants were given another 20 minutes to write 
about whether they agreed or disagreed with a different TOEFL-like prompt. 
Phase two of the study took place at the end of the fall semester after 
students had time to use the software on a trial basis.  

Participants were invited to participate in a 30-minute focus group 
to discuss their perceptions of the challenges and benefits of the use of 
writing productivity software, as well as overall insight regarding the nature 
of in-person and electronic writing tutorial and editorial support they receive 
in their programs.  
 
Figure 1. Research design 

 
In all, 27 students completed the initial survey, the workshop, and 

two writing samples. Four students returned to participate in the focus group 
at the end of the semester. The survey data were compiled and descriptive 
statistics were generated. Each of the writing samples was evaluated using 
two electronic writing assessment websites that employ writing assessment 
software based on the assessment algorithm used by the online TOEFL test. 
The first writing assessment website provided the total frequency of errors 
in the samples and frequencies for the types of errors that were found. It 
evaluated samples for a variety of errors, grouped into grammar, mechanics, 
style, usage, and spelling. Grammar errors included errors with verbs, 
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pronouns, subject–verb agreement, possessive pronouns, fragments, and 
run-on sentences. Mechanics included compound sentences, sentence 
capitalization, missing commas, hyphenation errors, missing final 
punctuation, missing apostrophes, and proper nouns. Style errors addressed 
tone and length. Lastly, the usage category included article errors, 
preposition, and faulty comparison. The second writing assessment website 
provided an overall score as a percentage for the writing samples. The focus 
group data were transcribed by one of the researchers and the research team 
then analyzed the transcript for themes.  

 

FINDINGS 

 

The results of the survey highlight NNES in the preparatory certificate 
programs used a number of resources on a regular basis. Specifically, most 
students reported regular use of a digital Chinese/English dictionary and 
electronic spell checkers. Twenty-seven of the 28 student respondents 
claimed they used a digital Chinese/English dictionary daily or multiple 
times per day. Conversely, 20 participants responded that they used a print 
Chinese/English dictionary either “occasionally” or “never.” Such findings 
not only indicate that students preferred the digital option but also show that 
students use this type of tool very often.  

We also inquired about use of spell check software, grammar check 
software, word prediction software, and text-to-speech software. Figure 2 
illustrates responses for each of the latter categories. Almost half of the 
respondents indicated they used spell check software and word prediction 
software daily or multiple times per day. Eleven participants responded that 
they never use grammar check software, while 10 never use word prediction 
software. A noticeable finding was the infrequent use of text-to-speech 
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software—17 participants reported they never used text-to-speech programs.   
 
 
 

The survey also inquired about students’ use of in-person and online 
writing tutors/editors. Most students reported they either never used their in-
person or online writing tutor/editor or they did so on an occasional basis. 
For in-person support, 11 students said they occasionally used a writing 
tutor, while 10 students claimed they never did so. Only one student said 
they accessed a writing tutor on a daily basis, and three indicated they did so 
on a weekly basis. Results corresponding to the online writing tutor are 
comparable; 14 students responded that they occasionally use an online 
tutor, and 10 claimed they never did so. Overall, both in-person and online 
tutor/editor support were not used very often. Web-based electronic writing 
assessment software was used to evaluate each sample and provided an 
overall score. Twenty-seven participants completed Sample 1, which was the 
initial pre-workshop writing sample, and also completed Sample 2, the post-
workshop writing sample.  

The first electronic writing assessment tool evaluated total frequency 
of errors in the samples and frequencies for the types of errors that were 
found. This assessment tool determined that the average number of errors in 
Sample 1 was 5.19, while the average number in Sample 2 was 4.04. This 
indicates that there was a decrease in the number of errors when the 
participants used the writing productivity software.  

An analysis of the errors made revealed that few students made 
errors related to style or with spelling. Most errors were made in the other 
categories such as grammar, mechanics, and usage. For grammar, most 
errors involved challenges with verbs, subject–verb agreement, and 
fragments. For mechanics, the most commonly made error included missing 
commas, followed by sentence capitalization. Errors in the usage category 
mainly involved article errors and prepositions.  
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The second writing assessment tool provided an overall score as a 
percentage for each of the writing samples. For Sample 1, 25 of 27 
respondents were given a score while only 20 received a grade for Sample 2. 
The mean score for the 25 respondents who received a grade on Sample 1 
was 78%, while the mean for Sample 2 was 75.65%. Overall, the post-
workshop writing samples were scored slightly lower grades than the initial 
pre-workshop samples.  

The feedback collected during the concluding focus group 
comprising four participants affords a qualitative understanding of the effect 
of technology used to support the latter participants’ writing productivity. 
Consistent with the survey results, one theme from the focus group was a 
reliance on some form of technology to help students with their writing. 
Students consistently noted how they used one or more technological tools 
such as digital dictionaries on a regular basis in addition to spell check and 
grammar check software. 

Although the students noted the benefit of having personalized 
support from a face-to-face meeting with a tutor/editor and identified the 
motivation behind their decision to seek language support: “Where there is 
another person he can help me check and find the mistakes I cannot find by 
myself. If it is just me I can’t find anything. I think I am right.” They also 
revealed their concerns associated with in-person support.  

 Consistent with the survey results, several participants noted that 
the process of submitting assignments to a tutor/editor and then waiting to 
receive feedback often took up valuable time. One participant commented:  

 
With the language support we have to submit the paper 3 days ago. 
We have to give time. So if we have to submit our paper we need to 
give it to them so we have shorter time to write the paper. 
 
This participant is referring to a common academic policy that 

requires students to submit assignments to tutor/editors several days ahead 
of the ultimate submission deadline so that the person reviewing the paper 
can have time to provide necessary feedback. Participants also discussed 
other factors that affected their decision to seek support, including the belief 
that such editorial services did not meet their needs, and they expressed 
some skepticism regarding the feedback they received. As one participant 
noted, “They don’t really help us with the writing. They just check to see if 
we make some mistakes in the APA.” Another participant expressed 
uncertainty regarding the service and was unsure whether the tutor’s edits 
and suggestions were accurate.  

When asked about the benefits of using the word prediction 
software to support their writing, the participants noted its convenience and 
appreciated that they could customize the software to meet their needs and 
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that it helped them to save time during the writing process. As one 
participant expressed, “Online is more convenient; if we go to tutor we have 
to book them or it’s not very convenient to person. But online we can do it 
whenever we want.” Participants also commented on the benefit of the 
speech-to-text feature, which allowed them to hear where a mistake was 
located. While further research is needed to pinpoint reasons for the 
decrease in writing assessment score, the research team has hypothesized 
that the decrease may result from increased reflection and metacognitive 
processing during the writing process. Participants in the focus group noted 
that they enhanced their usual writing process when using the software and 
paid greater attention on proofreading what they had written and reflecting 
on appropriate word choice. One participant stated that he/she made greater 
use of technology for proofreading because the feedback was immediate. 
The other participants agreed that spelling out a word during the drafting of 
a text was one of the writing productivity software’s most valuable features. 
One participant spoke of the benefit of this specific feature: “Sometimes I 
forgot the word and I can see the word in the prediction box—it saves a lot 
of time.” With only 30 minutes to complete the writing sample, more time 
may have been used for reflection and proofreading, thus negatively 
impacting the overall quantity and possibly quality of the second writing 
sample. 

Finally, there were multiple instances during the focus group 
discussion when participants admitted that their lack of knowledge of how 
to use the software might have affected their writing. This recurring theme 
underscores that training may be a necessary prerequisite for working with 
new software and that the learning experience can be thoroughly enhanced 
when a tool is implemented properly. When asked for suggestions regarding 
the software, one participant recommended that a formal course should be 
offered that included tutorials on word-prediction software as opposed to 
mere one-on-one support. Interestingly, when discussing language support 
and tutors, another participant commented:  

 
We cannot ask them for too much. This is our study. We should do 
it—the job—by ourselves. 

 
DISCUSSION 

 

The data from this study serve to inform stakeholders working in student 
service areas aimed at supporting NNES student success. Specifically, the 
finding that participants did not necessarily avail themselves of existing 
language support programs was surprising because of the researchers’ 
knowledge that this support is available to NNES students. However, this 
trend is consistent with the literature that notes students may not access 
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language support even when it is available. Combined with the findings that 
students frequently use technological tools to enhance their learning and 
perceive that there are a number of benefits of using these tools, this finding 
is noteworthy because it highlights an area of research that requires further 
attention.  

The findings from this study are significant for two reasons. First, 
we believe the findings highlight that the software could be used most 
effectively as a writing and revision tool prior to students’ accessing in-
person services. However, such technological tools should not be 
implemented as a replacement for face-to-face support but rather to 
complement existing course-based support and in-person editorial and 
tutorial services. Brown (2008) notes that self-improvement strategies must 
be used in tandem with additional support(s) in order for language 
proficiency to improve. But as noted earlier, while a large body of work has 
considered the use of various types of language support programs, there is a 
dearth of studies investigating students’ study skills and self-improvement.   

Secondly, we posit that the findings draw attention to the 
importance of implementation when introducing new technology to 
students. The finding that the use of the writing productivity software did 
not have a positive effect on student writing productivity following the 
workshop suggests that the use of technology to support writing proficiency 
must be connected to coursework, so that students are given multiple 
opportunities to use and understand the relevant tool(s) at their disposition. 
In reference to the use of digital tools and their potential, Conroy (2010) 
asks:  

 
Could those students who already engage with the tools, as well as 
the wider population of [English as an Additional Language] 
university students, benefit from appropriate instruction, support and 
guidance in using these tools and techniques to improve their 
English language and academic writing? (p. 878). 
 
Further research is therefore needed in order to understand how best 

to embed the use of specific technology tools into coursework so that it may 
have a positive impact on English language learners’ writing proficiency.  

 

LIMITATIONS 

 
Due to the exploratory nature of the study there are a number of limitations. 
As a result of the sample size in the initial phase of the study, it is not 
possible to complete inferential statistics to explore if there were statistically 
significant differences between the writing samples. Additionally, the 
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researchers were not able to track how often the participants used the 
software throughout the term. It is therefore not possible to make inferences 
regarding how frequency of use might have impacted writing proficiency. 
With a small sample of 4 participants returning for the focus group, there is 
the possibility of self-selection bias in that these may be the students who 
benefitted from the software while those who did not return may not have 
benefitted. Consequently, the study is therefore limited in generalizability.   

 
CONCLUSION 

 
This study explored NNES students’ use of various tools to support their 
learning and also the effect of a writing productivity software on students’ 
writing proficiency. Overall, the survey indicated that technological tools are 
being used by NNES postsecondary students more frequently than face-to-
face support services. The participant’s affinity for using technological 
resources and the inconsistent use of in-person support reveals that combining 
the use of writing productivity software with access to human support may be 
a more effective way to support improvement in academic writing in 
comparison to using solely one or the other. This also supports the notion that 
embedded learning opportunities are needed to support the development of 
self-improvement strategies.  

Consequently, a reconsideration of the singular dependence on 
providing in-person support services—particularly around language 
learning—is needed, especially within the context of increased financial 
constraints. While there is a tendency to pressure institutions to provide 
additional services to students, the cost of providing in-person services is 
high. Some have discussed the conflict between the resources institutions 
are allocating for language support and the ability of those working in these 
areas to meet the increased need for support (Brown, 2008; Cownie & 
Addison, 1996). With this in mind, institutions should seek to balance 
centralized in-person support services with embedded language support in 
cost-efficient ways that provide NNES with the timely, tech-enabled and 
personalized support they desire.  

 
REFERENCES 

 
Andrade, M. S. (2006). International students in English-speaking universities: 

Adjustment factors. Journal of Research in International Education, 5(2), 
131-154. doi:10.1177/1475240906065589 

Angelova, M., & Riazantseva, A. (1999). “If you don’t tell me, how can I know?” A 
case study of four international students learning to write the U.S. way. 
Written Communication, 16(4), 491-525.doi:10.1177/0741088399016004004 

Anson, D., Moist, P., Przywara, M., Wells, H., Saylor, H., & Maxime, H. (2006). 
The effects of word completion and word prediction on typing rates using 



Journal of International Students, 6(4) 2016 

- 870 - 
 

on-screen keyboards. Assistive Technology: The Official Journal of RESNA, 
18(2), 146-154. doi:10.1080/10400435.2006.10131913 

Arcon, N. (2015). Training the dragon: Facilitating English Language Learner 
(ELL) students’ persuasive writing through dictation (Doctoral dissertation). 
University of Western Ontario, London, ON. 

Barbetta, P. S., & Silio, M. (2009). Effects of word prediction and text-to-speech on 
the writing skills of students with learning disabilities. Research, 
Reflections and Innovations in Integrating ICT in Education, 1(1), 1149-
1159. doi:10.1177/016264341002500402 

Benzie, H. J. (2010). Graduating as a “native speaker”: International students and 
English language proficiency in higher education. Higher Education 
Research & Development, 29(4), 447-459. doi:10.1080/07294361003598824 

Berman, R., & Cheng, L. (2001). English academic language skills: Perceived 
difficulties by undergraduate and graduate students, and their academic 
achievement. Canadian Journal of Applied Linguistics, 4(1/2), 25-40.  

Bronson, M. C. (2004). Writing passage: Academic literacy socialization among 
ESL graduate students, a multiple case study (Unpublished doctoral 
Dissertation). University of California, Davis, CA. 

Brown, L. (2008). The incidence of study-related stress in international students in 
the initial stage of the international sojourn. Journal of Studies in 
International Education, 12(1), 5-28. doi:10.1177/1028315306291587 

Cheng, L., & Fox, J. (2008). Towards a better understanding of academic 
acculturation: Second language students in Canadian universities. Canadian 
Modern Language Review, 65(2), 307-333. 

Cheng, L., Myles, J., & Curtis, A. (2004). Targeting language support for non-
native English-speaking graduate students at a Canadian university. TESL 
Canada Journal, 21(2), 50-71. doi:10.18806/tesl.v21i2.174 

Clerehan, R., Kett, G., & Gedge, R. (2003). Web-based tools and instruction for 
developing it students’ written communication skills. Proceedings of 
Exploring Educational Technologies. Retrieved from 
http://www.monash.edu.au/groups/flt/eet/abstracts/D1-PM3-E1-Clerehan.pdf 

Clerehan, R., Turnbull, J., Moore, T., Brown, A., & Tuovinen, J. (2003).  
Transforming learning support: An online resource centre for a diverse student 
population. Educational Media International, 40(1-2), 15-32. 
10.1080/0952398032000092099 

Conroy, M. (2010). Internet tools for language learning: University students taking  
control of their writing. Australasian Journal of Educational Technology, 
26(6), 861-882. 

Cownie, F., & Addison, W. (1996). International students and language support: A  
new survey. Studies in Higher Education, 21(2), 221-231. 
doi:10.1080/03075079612331381378 

Dongfeng, L. (2012). Culture shock and its implications for cross-cultural training  
and culture teaching. Cross-Cultural Communication, 8(4), 70-74. 
doi:10.3968/j.ccc.1923670020120804.1433 

Duanmu, J. L., Li, G., & Chen, W. (2009). Determinants of international students’  
academic performance: A comparison between Chinese and other 
international students. Journal of Studies in International Education, 14, 
389-406. doi:10.1177/1028315309331490 



Journal of International Students, 6(4) 2016 

- 871 - 
 

Evmenova, A. S., Graff, H. J., Jerome, M. K., & Behrmann, M. M. (2010). Word 
prediction programs with phonetic spelling support: Performance 
comparisons and impact on journal writing for students with writing 
difficulties. Learning Disabilities Research & Practice, 25(4), 170-182. 
doi:10.1111/j.1540-5826.2010.00315.x 

Hechanova-Alampay, R., Beehr, T. A., Christiansen, N. D., & Van Horn, R. K. 
(2002). Adjustment and strain among domestic and international student 
sojourners: A longitudinal study. School Psychology International, 23(4), 
458-474. doi:10.1177/0143034302234007 

Hirsh, D. (2007). English language, academic support and academic outcomes: A 
discussion paper. University of Sydney papers in TESOL, 2(2), 193-211. 

Li, J. (2006). The mediation of technology in ESL writing and its implications for 
writing assessment. Assessing Writing, 11(1), 5-21. 
doi:10.1016/j.asw.2005.09.001 

MacArthur, C. A. (1996). Using technology to enhance the writing processes of 
students with learning disabilities. Journal of Learning Disabilities, 29(4), 
344-354. doi:10.1177/002221949602900403 

Mahmood, H. (2014). An analysis of acculturative stress, sociocultural adaptation, 
and satisfaction among international students at a non-metropolitan 
university (Unpublished doctoral dissertation). Western Kentucky 
University, Bowling Green, KY. 

Nantais, T., Shein, F., & Johansson, M. (2001). Efficacy of the word prediction 
algorithm in WordQ. In Proceedings of the 24th Annual Conference on 
Technology and Disability. 

Peelo, M., & Luxon, T. (2007). Designing embedded courses to support 
international students' cultural and academic adjustment in the UK. Journal 
of Further and Higher Education, 31(1), 65-76. 

Organization of Economic Cooperation and Development (2015). Education at a 
Glance 2015: OECD Indicators, OECD Publishing. doi: 10.1787/eag-2015  

Phillips, T. M. T. (2008). Examining bridges, expanding boundaries, imagining new 
identities: The writing center as bridge for second language graduate writers 
(Doctoral dissertation). Ohio University, Athens, OH. 

Rajapaksa, S., & Dundes, L. (2002). It’s a long way home: International student 
adjustment to living in the United States. College Student Retention, 4(1), 
15-28. doi:10.2190/5HCY-U2Q9-KVGL-8M3K 

Robertson, M., Line, M., Jones, S., & Thomas, S. (2000). International students, 
learning environments and perceptions: A case study using the Delphi 
technique. Higher Education Research & Development, 19(1), 89-101. 
doi:10.1080/07294360050020499 

Schutz, A., & Richards, M. (2003). International students’ experience of graduate 
study in Canada. Journal of the International Society for Teacher Education, 
7(1), 56-63. 

Schock, R. E. (2011). Curb cuts for writing: Students with learning disabilities' 
perceptions as learners and writers using assistive technology (Unpublished 
master’s thesis). Queen’s University, Kingston, ON. 

Singh, M. K. M. (2015). International graduate students’ academic writing practices 
in Malaysia: Challenges and solutions. Journal of International Students, 
5(1), 12-22. 



Journal of International Students, 6(4) 2016 

- 872 - 
 

Tam, C., Reid, D., Naumann, S., & O’Keefe, B. (2002). Perceived benefits of word 
prediction intervention on written productivity in children with spina bifida 
and hydrocephalus. Occupational Therapy International, 9, 237-255. 
doi:10.1002/oti.167 

Zareekbatani, A. (2015). Technology and L2 writing: EFL student perspectives on 
electronic feedback using online learning logs (Unpublished doctoral 
dissertation). University of Exeter, Exeter, UK. 

 

 
 
KATHLEEN A. MOORE, M.Ed., is an instructor at Brock University 
where she teaches courses on higher education and research methods. She is 
also a doctoral student in the higher education program at the University of 
Toronto. Her research interests reside at the intersection of student affairs 
and graduate education, more specifically, how institutions support graduate 
student mental health and students with disabilities. Email: 
Kmoore3@brocku.ca 

 
CAMILLE RUTHERFORD, Ph.D., is an Associate Professor of 
Education at Brock University. As a former classroom teacher and 
university administrator, her work with teacher candidates, teachers, adult 
educators and educational leaders explores the use of technology to 
transform leadership and enhance teaching & learning. As the lead 
researcher at the Niagara Educational Research and Innovation Hub (iHub), 
she oversees a number of research projects, supervises the ihub research 
residents and provides educational insight regarding EdTech product 
development and efficacy. Email: crutherford@brocku.ca 

 
KEITH A. CRAWFORD, B.Ed., is an educator and researcher in 
additional language learning and digital environments. Research interests 
include academic writing for ELLs, online pedagogy and the creation of 
multimodal texts to enhance additional language teaching and 
learning.  Email: mrkacrawford@gmail.com 
 
 

Manuscript submitted: June 20th, 2016 
 Manuscript Revised: September 26th, 2016 

Accepted for publication: September 29th, 2016  
 

*** 
 
 
 
 


