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The purpose of this study was to examine challenges encountered by Chinese-

international students’ self-regulated learning (SRL) in university courses in Canada and 

compare them to challenges experienced by domestic students. Participants included 38 

Chinese-international students and 106 Canadian-domestic students studied in a self-

regulated learning (SRL) strategies learning course. Weekly over 10 weeks, participants 

(a) rated their experiences with a list of possible challenges, (b) identified their dominant 

challenges from a list, (c) identified one possible strategy for addressing the dominant 

challenge, and (d) rated how successful the strategy selected was. Findings indicated that 

domestic students reported higher proportional frequency of motivation challenges, 

compared to the other group. From the perspective of strategy use, domestic participants 

reported persisting strategies more often, but Chinese-international students more 

frequently reported social-regulation strategies. The most dominant challenge reported by 

both Canadian-domestic students and Chinese-international students is motivation 

challenge. For addressing the motivation challenge, domestic students most frequently 

reported an Adjust or change strategy, but Chinese-international students reported a 

Social-oriented strategy. Both groups identified that their strategies use was a moderate 
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success. Findings from this study will inform policy and practice in the area of 

intercultural learning by identifying specific challenges to be addressed in supporting 

Chinese-international students and Canadian-domestic students. 
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Chapter 1 Introduction 

In 2014, Canada welcomed about 336,000 international students at all levels of 

study (kindergarten to post secondary) as reported in A World of Learning report 

published by the Canadian Bureau for International Education (CBIE, 2015). The number 

has increased by 83% from 2008 to 2014. CBIE points out that students from China make 

up one-third of all the international students who study in Canada. With over 110,000, 

Chinese-international students represent the largest group of foreign students in this 

country.  In the report, there are three main advantages of studying in Canada: (a) “the 

high quality of the Canadian education system; (b) the Canadian reputation as a tolerant 

and non–discriminatory society; and (c) Canada’s reputation as a safe country” (p. 32-

33). Studying abroad is a huge decision to make, especially when students come from 

dissimilar cultural backgrounds compared to the host country. Students have to adapt to 

completely different lifestyles, particularly for students coming from Chinese cultures 

and communities where collectivistic values (e.g., focusing on close relationships among 

group memberships) and Confucian teaching (e.g., teacher-directed class and student’s 

rote learning) play a central role in learning (Biggs, 1996; Salili, Chiu, & Lai, 2001). 

Asian cultures emphasize that knowledge should be reproduced, in contrast to Western 

systems, which support more speculative, questioning approaches (Kirby, Woodhouse, & 

Ma, 1996). Understanding the academic challenges Chinese-international students face as 

they transition to Western University systems, as well as how they strategically adapt to 

those challenges is an important goal for research.  

 International undergraduate students leave home to gain a better education. 

Ramsay et al. (1999) found first-year international students at an Australian university 
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had language issues like vocabulary and communication problems. Moreover, they 

exhibited more stress, homesickness and anxiety compared to domestic students. 

Mendelsohn (2002) found international students in a Canadian university who were non-

native English speakers felt more insecure and discouraged. Findings are consistent with 

my own experiences as a Chinese-international graduate student where I have 

encountered challenges including (a) increased reading load, (b) faster class pace, and (c) 

time management of study and life. Research to date indicates international first year 

students also face both cultural and learning challenges.  

Successful undergraduate students, whether domestic or international, self-

regulate their life and study (Drew & Watkins, 1998; Nandagopal & Ericsson, 2012; 

Plant, Ericsson, Hill, & Asberg, 2005). Researchers propose that productive self-

regulated learning can determine the quality of learning (Hadwin & Winne, 2012). Self-

regulated learning (SRL) emphasizes monitoring, directing and regulating actions to 

optimize goal attainment (Winne & Hadwin, 1998). It is important for undergraduate 

students, particularly international students, to learn how to use strategies to self-regulate.  

Asian students are proposed to have weaker SRL skills compared to Western 

students (McInerney & Schunk, 2008). This may be due to the fact that Confucian 

heritage-based education relies heavily on rote-learning and repetitive practice necessary 

for learning a complex set of characters. As a result, metacognition, autonomy and 

decision making in learning (fundamentals for SRL) are under-emphasized in the Asian 

culture of education. 

This study compares academic challenges and self-regulated strategies used by 

Chinese-international undergraduates versus Canadian-domestic undergraduates. 
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Examining differences in study challenges experienced by domestic students and 

international students has potential to inform directions for developing and researching 

“tailored” strategies that will help these students make a smoother transition to 

universities and allow them to gain the greatest benefit from the study experience. 

Therefore, the purpose of this study is to examine and compare academic challenges and 

SRL strategy use between Chinese-international students and Canadian-domestic 

students.  
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Chapter 2 Literature Review 

The Models of Self-regulated Learning 

Self-regulated Learning (SRL) has become prominent in educational and 

developmental psychology over the last 30 years (Zimmerman, 2006). In order to reach 

academic goals, self-regulated learners proactively take control of their learning and 

learning situations, monitoring their success, and making changes as necessary (Winne, 

2001; Winne & Hadwin, 1998; Zimmerman, 1989). Many studies indicate that high- and 

low-achieving students evidence different specific academic strategy use, especially in 

terms of metacognitive approaches (such as self-monitoring and regulation of thinking on 

problem-solving) (Zimmerman & Martinez-Pons, 1990). Research also shows that the 

higher achieving students report higher frequencies of time management and goal setting 

strategies (Plant, Ericsson, Hill, & Asberg, 2005). 

Multiple models of SRL have been used to explain students’ studying. Socio-

cognitive theory (e.g., Bandura, 1991) emphasizes self-evaluation. That is, people have 

an internal standard of their behavior that no one else will detect. They do not just rely on 

external rewards and punishments. The theory emphasizes the interaction of personal, 

behavioral and environmental factors. Building on Bandura’s social cognitive theory, 

Zimmerman proposed a tri-phasic model of self-regulation (2011, 1989). In his model, 

academic regulation occurs cyclically before, during and after the task. The basic 

processes in Zimmerman’s SRL cycle include (a) forethought, which means the initial 

goal setting, task analysis, and learning goal orientation, (b) performance, which refers to 

how learners engage strategies to self-control and actively monitor their study, (c) self-
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reflection, which means students’ self-evaluations and self-reactions for the learning 

outcomes.  

Winne and Hadwin’s (1998) model of SRL details cognitive studying across a 

recursive, four-phase learning cycle. The four-phase model is a recursive system. The 

products of early study cycles update cognitive perceptions and conditions on the next 

cycle of activity. At the beginning of every study cycle, students develop and refine 

perceptions about task features (phase 1), followed by setting high-quality learning goals 

that serve as standards for evaluating progress (phase 2). This leads to enacting the task 

by choosing and applying relevant study tactics and strategies (phase 3). Finally, students 

continually adapt and refine studying based on metacognitive monitoring and evaluation 

(phase 4). Each of the 4 phases is essential for productive self-regulated learning. 

Therefore, when students encounter difficulties and attempt to resolve them with one or 

more strategies, that experience becomes critical information (conditions) for future 

studying episodes.  

SRL is the purposeful and flexible use of strategies to achieve particular goals 

and alleviate academic challenges as they are encountered (Hadwin & Winne, 2012). 

Canadian-domestic students and Chinese-international students may face different kinds 

of challenges when they study at university. From an SRL perspective, academic 

challenges are important because they create opportunities for students to respond 

adaptively by choosing and using strategies for their study. Understanding challenges, 

tells us about the types of situations that warrant SRL. Understanding SRL involves 

exploring the strategies students select and reflect on in response to those challenges.  
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Therefore, this study investigated the difference between Canadian-domestic 

students and Chinese-international students in the challenges they report over 10 weeks 

of studying and the strategies they report using to address those challenges. Together 

these strategic responses to challenge studied over time will contribute to understanding 

(a) students’ SRL cycles and processes, and (b) factors contributing to successful study 

life in university in the future.  

Academic Challenges and SRL  

Undergraduate students face new challenges when they go to university. The 

transition to postsecondary is marked by complicated challenges in emotional, social, and 

academic adjustment (Gerdes & Mallinckrodt, 1994). Although some undergraduate 

students adapt effectively to postsecondary courses, others feel overwhelmed and unable 

to overcome the challenges. Hirsch (2013) stated that at university personal and academic 

challenges are quite difficult, and even high-functioning students do not always 

automatically make their transition smoothly. Undergraduates often feel more helpless 

(Peterson & Barrett, 1987) and stressed (Carver, Scheier, & Weintraub, 1989) especially 

when they experience study setbacks. 

This study explores differences in academic challenges experienced by Chinese-

international students, compared to domestic students during their undergraduate studies 

in Canada. Findings will illuminate differences related to the academic challenges 

students experience over one semester of studying.  From a self-regulatory perspective, 

understanding the specific academic challenges of domestic and international students is 

critical for educators to generate interventions and support materials with potential to 

help students strategically adapt to new situations and challenges. 
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In this study, Winne & Hadwin’s (1998) four-phase model of SRL was used to 

categorize academic challenges into four broad categories: Planning challenges, 

Enactment challenges, Social-cultural challenges, and Motivation challenges. Planning 

challenges category, include Goal and time management, Self and life management, and 

Finding the right place to study, comprising challenges connected to Winne & Hadwin’s 

Phase 1 task perceptions, and Phase 2 goal setting/planning. Theoretically, students who 

have Planning challenges do not construct accurate perceptions of the task, identify goals, 

or plan strategies. Enactment challenges, include actions and behaviors that contribute to 

task processes, such us: Using strategy challenges and Attention learning and 

remembering challenges. Additionally, Social-cultural challenges, include difficulties 

with Language and communication challenge, and Adjusting to new culture challenges, 

comprising challenges generated from social interaction or communication problems 

when students do their academic study. Finally, Motivation challenges, include students’ 

internal feelings or beliefs related to academic study such as: Motivation, Emotion and 

Confidence. Based on the categorization, Western (domestic) students and international 

(especially for Chinese-international) students might have similar or different academic 

challenges at university. Therefore, this study tested the difference between Canadian-

domestic students and Chinese-international students in 4 challenge categories and the 

strategy they use (see Table 1). 

Table 1 

Four Challenge categories  

(1) Motivation (2) Planning (3) Enactment (4) Social-cultural 

Motivation & 

Procrastination  

Goal & Time Management Choosing or Using 

Strategies 

Language & 

Communication 
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Confidence Life & Self-Management  Attention Learning & 

Remembering 

Adjusting to a New 

Culture 

Emotion Finding the Right Place & 

Situation to Study 

    

 

Motivation Challenges. 

Motivation & Procrastination challenges.   Motivation in this study refers to the 

will or desire to be successful in academic work. Motivation is consistently considered a 

crucial part of students’ learning and academic achievement (Hirsch, 2013; Zusho, 

Pintrich, & Coppola, 2003). Martin (2009) found university or college students were 

more motivated and engaged than high school students. However, the  level of motivation 

decreased after they entered university. Researchers investigated how undergraduate 

students’ level of motivation changed over time in chemistry class (Zusho, Printch, & 

Coppola, 2003). Findings revealed an overall decline in students’ motivation, and 

motivational components of task value were found to be one of main predictors of 

academic achievement. Therefore, motivation problems might still be a critical challenge 

for many undergraduates. 

 For international students, motivation is a significant challenge as well. Woodrow 

(2013) found that Chinese-international students reported experiencing significant 

intrinsic academic motivation challenges by the end of the first year at Western, English-

speaking universities. For Asian students, parental pressures have been found to serve as 

an important factor contributing to students’ high level of external motivational behaviors 

(Eaton & Dembo, 1997). Eaton and Dembo propose that Asian students’ higher academic 

achievement might not involve a difference in motivational behavior but rather the 

willingness to comply to adult authority because of the authoritarian parenting of Asian 
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parents. First generation Asian-American students reported higher levels of self-criticism, 

but their higher academic achievements explain why they have increased achievement 

motivation.  Asian students might have high levels of motivation before university; 

however, their motivational behaviors are unknown after they enter university perhaps 

leaving family and direct parental control.  

There is limited research comparing academic motivation challenges between 

Western and Asian undergraduates.  

Overall, differences in academic motivation challenges between domestic 

(Western) undergraduates and international (especially Chinese-international) 

undergraduates have been under examined. This research extended existing research on 

motivation difficulties/challenges by examining both the prevalence of these challenge 

and the ways students strategically respond to those challenges.  

Confidence challenges.  Different from academic motivation, which focuses on 

the internal and external desire for study, confidence is the self-belief about the 

capabilities for tasks. Academic confidence, or the belief held by students about their 

academic competence, is highly related to student learning and achievement (Nicholson, 

Putwain, Connors, & Hornby-Atkinson, 2013). Research findings indicate that 

undergraduates who report higher academic behavioral confidence (especially regarding 

grades, studying and attendance), achieved higher marks at the end-of-semester 

(Chemers, Hu, & Garcia, 2001; Lane, Lane, & Kyprianou, 2004). Nicholson et al. (2013) 

proposed that boosting undergraduates’ confidence may leverage students’ academic 

behaviors at university. 
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However, for international students, confidence may be a problem related to 

language abilities (Lewthwaite, 1996; Robertson et al., 2000; Tompson & Tompson, 

1996). Asian-international students reported feeling frustrated and lacking confidence in 

their English language abilities, despite having a high motivation to contribute in lectures 

or seminars (Lewthwaite, 1996). Many international students reported that they lacked 

confidence in verbal skills (Robertson et al., 2000).  

Confidence is importantly related to academic achievement. Given that 

international students have previously reported confidence challenges due to language 

barriers, this study compares the frequency with which Chinese international and 

Canadian-domestic students report confidence challenges over an academic semester, as 

well as the strategies they use to regulate in the face of those challenges. 

Emotion challenges. University life is filled with different tasks, like attending 

lectures, finishing assignments, and managing daily life, so the emotional stress might 

influence undergraduates negatively. For instance, academically unsuccessful 

undergraduates showed less ability to manage stress than successful students (Parker, 

Duffy, Wood, Bond, & Hogan, 2005). Besides that, compared to high-school life, most 

undergraduates leave familiar supports such as family and close friends behind. Martin 

(2009) found that university/college students feel more anxiety than high school students. 

Therefore, emotion is a general challenge for undergraduates. 

Additionally, many international students also face emotion challenges. 

Researchers showed that international students exhibited more stress, homesickness and 

anxiety compared to domestic students (Rajapaksa & Dundes, 2002; Ramsay et al., 

1999). Rajapaksa and Dundes (2002) described that the students who feel homesick 
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looked like they left part of themselves at home. This study will test the difference 

between Canadian-domestic students and Chinese-international students in emotion 

challenge. It will also examine the strategy they use to address this challenge. 

Planning Challenges. 

Goal & Time management challenges. Time and goal management is a crucial 

part of self-regulation (Pintrich, 2000, 2004).  From an SRL perspective, goal 

management and time management are tightly connected, because goal-setting constitutes 

planning, time estimation, time monitoring and regulation. (Hadwin & Winne, 2012; 

McCardle, Webster, Haffey, & Hadwin, 2016). Planning study time and tasks reasonably 

helps students follow through on study schedules in a timely fashion. When students 

construct academic plans, they need to assess study time and goals for using that time. 

Despite limited research about goal setting challenges experienced during 

studying, research indicates undergraduate students usually struggle with time 

management. Panek (2014) posited that adolescents have an unprecedented number of 

options as what to do with their leisure time using multiple kinds of new media (e.g, cell 

phones, Internet, and TV). Without external constraints by parents and teachers, many 

students are unable to maintain a balance between schoolwork and leisure pursuits, and 

may neglect school work. Macan and other researchers (1990) found that students who 

could control their time reported better academic performance, greater work and life 

satisfaction, less role ambiguity, and less role overload. Research also indicates that older 

mature undergraduates over 25 years old have better time management skills than 

traditional-entry students who are less than 21 years old (Trueman & Hartley, 1996). 
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Despite the apparent role of time management challenges in undergraduate 

studies, particularly for young students, limited research has examined international 

undergraduates’ time management behaviors, especially for Chinese-international 

students. One study discussed the relationship between Chinese students’ time-

management and their study engagement (Liu, Liu, & Yang, 2014). They found that time 

management disposition had a partially mediating effect on the relation between students’ 

learning adaptability and study engagement. Another study found that Chinese-

international students have lower scores on setting goals compared to Canadian-domestic 

students (Salili et al., 2001). Some researchers suggest that time management might be 

affected by cultural differences in perception of time: monochromic and polychromic 

time orientation (Nonis, Teng, & Ford, 2005; Xu, Du, & Fan, 2016). In polychromic 

countries (e.g., United States, Canada), time is viewed as linear and dividable. People 

often engage in multiple tasks or activities at the same time. Conversely, people in 

monochromic countries (e.g., China) prefer doing one thing at a time rather. Therefore, 

when facing multiple academic tasks at the same time at university, domestic students 

might better manage their time compared to Chinese-international students. 

This study will examine time management and goal setting as potential areas of 

challenges for Canadian-domestic and Chinese-international undergraduate students. 

Furthermore, the study will examine students’ strategy use to this challenge. 

Life & Self-Management Challenges. Life and self management challenges 

include such things such as sleep, relationships, and health issues.  Research indicates 

that undergraduate students face a number of life stressors when they go to university 

such as: modifying existing relationships (e.g., living apart from family), learning to live 
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independently (e.g., managing time and money), and building new relationships (Parker, 

Summerfeldt, Hogan, & Majeski, 2004; Parker, Duffy, Wood, Bond, & Hogan, 2005). 

Furthermore, college students frequently engage in redundant behaviors that are 

physically unhealthy (Musselman & Rutledge, 2010; Rogowska, Wojciechowska-

Maszkowska, & Borzucka, 2016). For instance, many university students do not obtain 

efficient physical activity and sleep, and frequently engage in drug use (including tobacco 

and nicotine) and problematic alcohol consumption (Johnston et al., 2006; Von et al., 

2004). Unhealthy lifestyles can negatively influence academic studies. Lopes and his 

colleagues (2013) found that nearly 65% of students in their research reported poor sleep 

quality, and that sleep quality is also associated with lower level of academic success and 

satisfaction, learning problems, and poorer relationships with peers and intimate 

relationships. Another study reported that higher academic achievement was associated 

with adolescents’ regular consumption of breakfast and lunch (Stea & Torstveit, 2014). 

Thus, students’ healthy life management is quite important not only for their daily 

lives but also academic study. Students who are good at self management can better 

control their life events such as sleep, relationships or health. Although most research 

focuses on Western students, it is also important to investigate whether Chinese-

international students also experience life management problems that interfere with their 

academic work. 

Therefore, this study tested the difference in life and self management challenges 

and strategy use between Chinese-international students and Canadian-domestic 

students.  
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Finding the right place & situation to study. For this study, finding the “right 

place to study” refers not only as being able to find a physically appropriate place to do 

work, but also finding a sense of belonging (e.g., one’s place in a community) to engage 

in scholarly work. One study found that, for both international students and American 

students, the library is usually an appropriate place for studying (Macdonald & Sarkodie-

Mensah, 1988). Another study found that many international students prefer to do their 

academic work with those from their own culture (Sarkodie-Mensah, 1998; Treisman, 

1992). Treisman (1992) found that Chinese students and black students at UC Berkley 

studied calculus in different ways. Chinese students would like to put in 8-10 hours 

working alone at first, then they prefer to get together at night, and check each other's’ 

answers. Conversely, black students had little idea about what the other students in the 

class were doing, because they usually did assignments alone. Findings also indicated 

that Chinese students gained higher achievement in the course from their group studying 

suggesting that finding the right place to study potentially could be a peer group to study 

with. 

On one hand, the small amount of research related to finding the right place to 

study might mean that students, including domestic students and Chinese-international 

students, do not struggle with finding study space. On the other hand, it might also be a 

critical problem which has been largely ignored. Therefore, this study will investigate the 

difference in finding the right place and situation to study challenges between Canadian-

domestic and Chinese-international students. Furthermore, the study will explore the 

strategies students use to those challenges. 
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Enactment Challenges. 

Choosing or using strategies challenges. Choosing or using strategies is central 

to self-regulated learning. Successful academic task performance requires students to 

select and apply appropriate strategies to complete academic work (Hadwin & Winne, 

2012).  For example, students might substitute highlighting with note taking in their own 

words as a means for making deeper connections between ideas during reading. 

However, there could be multiple challenges associated with strategies including: (a) 

knowing a range of strategies, (b) choosing an appropriate strategy and (c) applying that 

strategy successfully. Therefore, learning how to use strategies to self-regulate is 

meaningful for many undergraduates. 

For many international students, flexibly applying strategies is also crucial, 

because research indicates that Asian students have weaker SRL skills compared to 

Western students (McInerney & Schunk, 2008). Chinese-international students score 

lower on measures of cognitive strategies use than the Canadian group (Salili et al., 

2001). Some researchers stated that Asian students study because of external influences, 

and less so driven by internal metacognitive monitoring and evaluating (Stevenson et al., 

1990). One external factor is the influence of Confucian philosophy (e.g., filial piety, 

which is a virtue of respect for one's parents and ancestors). East Asian society places 

importance on piety, hard work and education. For instance, findings indicate that parents 

of Chinese students have high academic expectations and standards of their children 

(Stevenson et al., 1990). In particular, Chinese mothers care more about their children’s 

academic performance and spend even more time in supervising their children’s 

schoolwork than American parents. From a self-regulatory perspective, it is possible that 
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highly supervised studying combined with high expectations for academic success, limits 

opportunities for Chinese learners to learn to self-regulate by choosing, using and 

adapting strategies as necessary. In contrast, Mclnerney and Schunk (2008) propose that 

Western contexts for learning might be less concerned with academic excellence and 

testing than Asian cultures, but more concerned with self-evaluation. Self-evaluation is 

important for learning to select and apply strategies that are well suited for the task-at-

hand. Chiu et al., (2007) found a relationship between academic achievement (in math 

and reading domains) and use of SRL strategies (e.g., evaluation and reflection) for 15-

year-old students across 34 countries in the Program for International Student 

Assessment (PISA) data. The authors found that the relationship varied by different 

cultures. In more individualistic cultures, the relationship is the strongest, because the 

students in these cultures rely more on individual learning strategies.  

Therefore, compared to Asian students, Canadian students could be more 

familiar with self-oriented strategies, because they are more used to evaluating and 

reflecting on their academic study in Western educational systems. This study examined 

differences between Canadian-domestic students and Chinese-international students in 

the frequency with which they report using strategy challenges, and the approaches they 

address the challenges. 

Attention Learning & Remembering Challenges. When students get into 

university, they are tasked with learning and remembering a large amount of information 

in a limited time (e.g, the period before final). Learning how to focus on the concepts and 

remember information is essential for academic success. 
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In this study, attention learning and remembering challenges refer specifically to 

difficulties remaining focused on learning and remembering key information. What are 

the cultural differences in remembering? Asian students are viewed as highly dependent 

on rote learning (Purdie, Hattie, & Douglas, 1996). They usually think that knowledge as 

something handed down by the authority and stored in their memory. They expect 

teachers to tell them the “right” answer even though there may be no answer. The reason 

for this learning process partially owes to Asian parenting styles. For instance, Japanese 

parents frequently mention the compliance with authority to their children, like children 

need to come or answer when are called by their parents (Hess, Kashiwagi, Azuma, Price, 

& Dickson, 1980).  In contrast, the Australian students are more independent in their 

learning. They have willingness to ask questions and explore alternative ways of thinking 

(Purdie, Hattie, & Douglas, 1996). 

Although the two groups of students (Canadian-domestic and Chinese-

international) might use different approaches to remember knowledge, the distinction is 

helpful, because it illuminates students’ cultural difference related to this challenge. The 

results of Purdie, Hattie, and Douglas’ (1996) research also showed that Japanese 

students scored significantly higher on “rehearsing and memorizing” and “reviewing 

textbooks” than Australian students. Some researchers also found that Chinese-

international students scored higher on memorization than the Canadian group (Salili et 

al., 2001).  

Given that there might be cultural difference in remembering challenges, this 

study examined the differences in attention learning and remembering challenges 
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between Canadian-domestic students and Chinese-international students, and their 

strategy use to these challenges. 

Social-cultural Challenges. 

Language & Communication challenges. Students who face this challenge are 

not able to communicate with others smoothly, and the language they use for 

communication is also a difficulty for them. A majority of international students (who 

arrive from countries where English is not their first language) might face these 

challenges. Because of lack proficiency in English, many international students 

experience difficulties in understanding lectures, writing reports, and expressing ideas 

(Selvadurai, 1992). Ramsay et al., (1999) found that many first-year international 

students at an Australian university had language issues, such as vocabulary, speed, and 

communication problems when listening to courses. Compared to international students, 

Australian students had issues in courses just because of instructors’ policies. As a result 

of the communication problem, Hellstén (2002) found that international students prefer to 

listen rather than talk in courses. Cultural barriers and language proficiency may pose 

unique challenges for international students. 

It is important to understand whether language is still an academic challenge to 

Chinese-international students. Although there has limited research reporting the 

language challenge of domestic students, it is still helpful to know whether the language 

used in universities is also difficult for them (e.g., communicating using terminology). 

Therefore, this study examined the difference between Canadian-domestic students and 

Chinese-international students in this challenge, and the strategies they use to settle this 

challenge. 
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Adjusting to a new culture. Adjusting to a new culture means learning to adapt to 

new academic contexts. Compared to domestic students, international students might face 

more on this challenge when they first came to a different country for studying. 

International students who participated in an exchange program in the United States 

indicated they need to adjust to American culture and wish to be more involved in the 

university community (Jacob & Greggo, 2001). 

Acculturation could be viewed as a process, based on environmental and 

individual effects over time (Wang & Mallinckrodt, 2006). A study stated that social 

support and language proficiency were both negatively correlated with acculturative 

stress (Poyrazli, Kavanaugh, Baker, & Al-Timimi, 2004). In the study of Gu et al., 

(2010), 54% of the International undergraduates who studied in the UK reported that their 

understanding of the host culture had improved after arriving, which helped them adapt to 

their new surroundings. A study also reported that learning English helps international 

students understand more about Western culture and adjust to this culture more easily 

(Sawir, 2005). Therefore, in this study, determining whether acculturation is also a 

challenge for international undergraduates is important. 

Additionally, domestic students might also have this problem. In some studies, the 

high proportion of students’ withdrawal is because of adjustment or environmental factor, 

rather than intellectual difficulties, and the factors could be the mismatch between the 

student and the course or university culture, or feelings of isolation (as cited in Pitkethly 

& Prosser, 2001). Therefore, this study compared the different self-evaluations regarding 

this challenge between Canadian-domestic students and Chinese-international students 

and the way that students address these challenges. 
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SRL Strategies for Undergraduates 

Winne and Hadwin (2012) propose that productive self-regulated learning can 

determine the quality of academic learning. Facing different challenges at university, it is 

crucial for students to build up active self-regulated learning strategies to adapt to their 

“brand-new” academic study. From a self-regulatory perspective, when students are faced 

with academic challenges, they may strategically respond in one of three ways: (a) do 

nothing or abandon the task, (b) persist with the task and approaches they were already 

using, (c) try a new strategy or approach, or adapt something they did before.  

According to Winne and Hadwin’s four-phase learning process theory, students 

might be expected to respond to challenges differently in every phase. Therefore, in the 

task understanding phase, when students have difficulty on their perceptions of tasks, 

they might choose to (a) do nothing or avoid the task, (b) persist, (c) adjust their 

perception of the task. Similarly, when students have problems on in their second phase 

(setting goals), they might choose to (a) do nothing or abandon, (b) persist with the 

former goals, (c) set different goals, adjust their goals, or reprioritize their goals. In 

addition, when students have difficulties in phases three and four, they might adapt, 

continue, or abandon the first two phases. In this study, strategy options, and categories 

of strategy options were organized according to Winne and Hadwin’s 4-phase self-

regulated learning model (see Table 2). Acknowledging that strategic responses to 

challenges can target any phase of studying as SRL, and extend beyond identifying and 

applying a new strategy or tactic. Consistent with Winne & Hadwin (1998), I 

acknowledge that a strategy is more than a skill or tactic applied to a situation. Rather, it 

is a purposeful response to a situation following an IF-THEN-ELSE sequence: IF I 
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encounter this problem, THEN I will try [a tactic or approach], but if that doesn’t work as 

expected, I will [find something new, keep trying, adjust what I am doing, give up] 

(ELSE). 

Table 2 

Strategy Categories on the Four-phase Model 

 Do nothing or 

Avoid 

Persist Adjust or Change Social-Oriented 

Strategy 

Phase1: Task 

Understanding 

 Persist Adjust the task Ask for help 

Work with a friend/s 

Phase 2: Goal 

Setting 

 Persist Set different goals Ask for help 

Work with a friend/s 

  Adjust goals  

  Reprioritize their goals  

Phase 3: Strategy 

Engagement 

Do nothing Persist Adjust the strategy Ask for help 

Work with a friend/s 

Avoid the task  Switch different 

strategy 

 

Phase 4: Large 

Scale Adaption 

 Persist Re-evaluate learning 

process 

Ask for help 

Work with a friend/s 

Motivation   Change effort  

Emotion   Change the way I am 

feeling about it 

 

 

In addition to strategies aligned specifically with each of the phases of regulation, 

this study also acknowledged strategic responses can involve changing efforts or feelings 

as well as reaching out to others for support. Therefore, four strategy categories were 

Doing nothing or avoiding, Persisting, Adjusting or changing, and Social oriented 

strategies. 
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Limited research to date examines differences in strategic responses of Chinese-

International and Canadian-domestic students. Eaton and Dembo (1997) found Asian 

students might choose to exert more effort in their studying compared to domestic 

students. Students might regulate and improve their learning by working with others, so 

they might ask for help (e.g., professors or TAs) or choose to work with friends when 

they have academic problems. Research to date suggests Chinese students might choose 

to work with friends (e.g, friends from same culture) more readily compared to Western 

students (Sarkodie-Mensah, 1998; Treisman, 1992). This study compared the strategic 

approaches reported by Chinese-International and Canadian-domestic students.  Drawing 

from theory and open-ended responses during pilot work, students will be asked to 

identify strategies they tried by selecting from 14 possible strategy options targeting key 

phases and facets of SRL where appropriate.  

Purpose Statement and Research Questions 

The purpose of this study was to examine and compare academic challenges and 

self-regulated learning strategy use of Chinese-international students and Canadian-

domestic students.  

Four research questions guided the inquiry:  

(RQ 1) Do Chinese-international students and Canadian-domestic students report 

similar levels of academic challenge across four categorizations?  I hypothesize 

difference between Canadian-domestic students and Chinese-international students in 

terms of average proportional ratings on Social-cultural challenges and Planning 

challenges. 
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(RQ 2) Do Chinese-international students and Canadian-domestic students report 

experiencing similar dominant academic challenges? I hypothesize (a) a significant 

interaction between challenge categorizations and countries, followed by (b) differences 

between Canadian-domestic students and Chinese-international students in terms of the 

proportional frequency of choosing Social-cultural challenges as the dominant challenge.  

(RQ 3) Do Chinese-international and Canadian-domestic students report similar 

strategies for addressing their dominant academic challenges? I hypothesize (a) 

significant interaction of strategy categorization and country difference, followed by (b) 

difference between Canadian-domestic students and Chinese-international students in 

terms of the proportional frequency of choosing Social-oriented strategies among 10 

weeks. 

(RQ 4) Do Chinese-international and Canadian-domestic students report similar 

probabilistic decision paths for addressing their dominant academic challenge? I 

hypothesize that they report differently on the most dominant challenges and use different 

strategies to address the challenge.  
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Chapter 3 Methods 

Research Design 

This study utilized a comparative and descriptive design to investigate the 

difference between Canadian-domestic students and Chinese-international students in 

their evaluations of challenges faced and strategies attempted to ameliorate those 

challenges. Specifically, the research questions were investigated by using descriptive 

analysis, two-way analysis of variance (two-way ANOVA), and probabilistic decision 

paths. Students’ decision paths were followed along three main branches: (a) the 

dominant challenge identified, (b) the strategy used to address that challenge, (c) the 

degree of effectiveness in enacting the strategy. These decision steps were graphically 

represented as maps to identify dominant patterns across Canadian-domestic and 

Chinese-international students. Comparison conditions were student citizenship: 

Canadian-domestic versus Chinese-International.  

Comparison Groups. Chinese-international students were defined as students 

holding People’s Republic of China citizenship as recorded in the institutional data 

records. Canadian-domestic students were defined as students holding Canadian 

citizenship as recorded in their official institutional record.  

Groups were compared on four main variables: (a) ratings of the level of 

challenge experienced for each challenge category, (b) within person proportional 

frequency of reported challenges (Motivation challenges, Planning challenges, Enactment 

challenges, and Social-cultural challenges ) over 10 weeks, (c) within person proportional 

frequency of reported strategies over 10 weeks (Persist, Do nothing or avoid strategy, 
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Adjust or change strategy, Social-oriented strategy), and (d) ratings of success or 

effectiveness of strategies. Details are presented under Measures. 

Participants 

Participants included a non-probability sample of 144 university students enrolled 

in a first-year study strategies course in 2016 (ED-D 101: Learning Strategies for 

University Success) at the University of Victoria (UVic), Victoria, British Columbia, 

Canada. Six domestic students were removed from the analysis because they had 

completed fewer than three weeks of SRL diary tool (MyPlanner) over the 10 weeks.  

Participants included 38 Chinese-international students (14 males and 24 females) 

and 106 Canadian students (62 males and 44 females). Chinese-international participants 

included: (a) 13 participants who attended Canadian high school or college before they 

studied at University of Victoria; (b) one student who was in an international exchange 

program; (c) 18 students who attended high school, college or university in China; (d) 

one student who finished high school in United Arab Emirates; and (e) 5 students for 

whom previous studies were not recorded in the institutional records. Canadian-domestic 

participants included: (a) 101 participants who attended Canadian high school or college 

before they studied at University of Victoria; (b) one student who attended a Canadian 

university; and (c) four students for whom previous studies were not recorded in the 

institutional records.  

Context 

Data were collected in a 10-week academic course called Learning Strategies for 

University Success (ED-D101) in the spring semester in 2016. The course introduces 

students to SRL theory and teaches them how to apply SRL strategies. Students attended 
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a weekly lecture and a lab component for a total of three hours a week. Lectures focused 

on teaching the four-phase cycle of SRL (Winne & Hadwin, 1998) and introducing 

cognitive, metacognitive, motivational, and behavioral strategies. Labs gave students the 

opportunity to reflect on the past week’s studying and apply a range of strategies to their 

academic studying. 

MyPlanner Data Collection Tool. Data for this study were drawn from an SRL 

diary tool (MyPlanner) completed by all students on a weekly basis as part of the 

requirements for the course. The purpose of the MyPlanner activity was to encourage 

students to commit to one study session per week and practice engaging in a self-

regulatory cycle to plan for, reflect on, and learn from each study session. The MyPlanner 

was completed weekly by students over 10-weeks. During the lab, students were 

prompted to choose a study session and set a specific goal for that study session (around 

10 min) (see Appendix A, Part 1). Sometime during the week, after completing the study 

session, they were guided to reflect on that study session (around 10-15 min) (see 

Appendix A, Part 2). Data for this study were drawn from Question 5 and Question 6 in 

Part 2 of the MyPlanner. 

On the average, students completed the MyPlanners on a regular basis over 10 

weeks (M= 8.82, SD=1.62) with Canadian-domestic students completing slighly fewer 

(M= 8.58, SD= 1.7) and Chinese-international students completing slight more (M=9.47, 

SD=1.16).  

Measures 

 Ratings of Challenges. Question 5 of the MyPlanner required students to reflect 

on their study experience and rate challenges encountered during that week, partially 
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shown in Figure 1. Additionally, students were given a list of examples that fall under 

every challenge category.  Ten challenges were rated in this question: Motivation and 

procrastination, Confidence, Goal and time management, Choosing or using strategies, 

Attention learning and remembering, Life and self-management, Finding the right place 

and situation to study, Language and communication, Adjustment to a new culture, and 

Emotion. The rating scale was from -3(major challenge) to +3(major success) of each of 

a series of 10 potential academic challenges (see Appendix B part 1 for Question 5). 

Students were asked to rate 10 challenges across 10 weeks. The Likert rating scale was 

transformed with the range from 1 (major challenge) to 7 (major success) for analysis.  

Based on the categorization represented in Table 1, students’ ratings of 10 

challenges were grouped into 4 challenge categories including (a) Motivation 

(Motivation, Confidence, and Emotion challenges), (b) Planning (Goal and time 

Figure 1.  Partial Question 5 in MyPlanner  
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management, life and self management, and Finding the right place and situation to study 

challenges), (c) Enactment (Choosing or using strategies and Attention learning and 

remembering challenges), and (d) Social-cultural challenges (Language and 

communication and Adjustment to a new culture challenges). Second, proportional mean 

ratings were calculated per student (over the weeks they attended the labs up to 10 

weeks). In other words a mean score per week was calculated per student for each 

challenge category. For example, to get the proportional mean ratings on Motivation 

challenges for one student, a student completed 10 weeks of MyPlanner, and this 

student’s proportional mean rating of Motivation challenges is the sum of the student’s 

ratings on Motivation challenges for those 10 weeks, divided by 10. Third, the averages 

of proportional rating of each 4 challenge categorizations was calculated across 

Canadian-domestic students and Chinese-international students. 
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Narrative Response Constructor. Question 6 of the MyPlanner prompted 

students to complete a paragraph describing themselves during that study session by 

using a combination of sentence starters, drop down list options, and open-ended text 

fields (see Figure 2).  

Specifically, students (a) identified the dominant challenge encountered from a 

list of 11 options, (b) described the dominant challenge, (c) selected the strategy they 

used to address the dominant challenge from a list of 15 options, (d) evaluated the 

success of the strategy as not at all, minimally, moderately, or completely success, and (e) 

identified the strategy they would try next time from a drop-down list of 15 options.  

Data from the narrative response constructor was used for the remaining measures 

including:  

(a) Proportional frequency of reported challenges. Four categories of reported 

dominant challenges included: Planning challenges, Enactment challenges, Social-

Figure 2.  Narrative Response Constructor. 
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cultural challenges, and Motivation challenges. Refer to Table 1, 10 challenge were 

grouped into 4 categories (Motivation, Planning, Enactment, and Social-cultural 

challenges). There is one more option called Other challenges (challenges were not 

included in the first question). When students selected Other challenges, the text 

description was reviewed to and recoded as either: (a) one of the 4 challenge categories 

where appropriate (which were described 55 times through the dataset), or (b) no 

challenge in that week (which were described 12 times in total). Students rarely reported 

Other challenges after recoding, so this category was not included in the analysis. A 

within person proportional frequency of each challenge category was calculated for each 

student based on the number of weeks they reported challenges. 

First, given that students’ answers to the first sub-question of Question 6 in 

MyPlanner, within person proportional frequency was calculated by summing the total 

number of dominant challenges identifies over weeks and dividing by the total number of 

weeks in which dominant challenges were identified. Second, the mean proportion of 

each challenge per student across students for Chinese-international and Canadian-

domestic students was calculated separately. Finally, mean proportions of each dominant 

challenge were summed up by categorizing challenges. 

(b) Proportional frequency of reported strategies. Four categories of strategies 

include: Doing nothing or avoid, Persist, Adjust or change, and Social-oriented strategy 

(refer to Table 2, 14 strategy options were grouped into 4 categories). Tried something 

else  was included as the fifth category. Therefore, 5 categories of strategies (Doing 

nothing or avoid, Persist, Adjust or change, Social-oriented, and Try something else 

strategies) were compared across comparison groups. A within person proportional 
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frequency of each strategy was calculated for each student based on the number of weeks 

they reported challenges. 

After collecting students’ responses to the third sub-question of Question 6 in 

MyPlanner, within person proportional frequency was calculated by summing the total 

number of specific strategies identified over weeks and dividing by the total number of 

weeks in which strategies were identified. The mean proportion frequency of each 

reported strategy across weeks was calculated within and across Chinese-international 

and Canadian-domestic students separately. 

 (c)  Strategy effectiveness.  Based on students’ responses to the fourth sub-

question in MyPlanner about success ratings, students’ ratings were converted to scores 

of 1 to 4 (1=not at all, 2=minimally, 3=moderately, and 4=completely).  

(d) Probabilistic decision paths.  Based on students’ responses to the first four sub-

questions of the MyPlanner, probabilistic decision paths were created across comparison 

groups (from the choosing of dominant challenges, followed by the decision of strategy 

use, and the rating of strategy effectiveness). Details are presented under Results (RQ4). 

Data Analysis 

SPSS for Windows (Version 24.0) was used to perform descriptive statistics and 

two-way analysis of variance (ANOVA) of the data. Microsoft Excel 365 was used to 

perform probabilistic decision paths, and details are presented in Results. 

Ethical Approval. Ethical approval was obtained as part of larger SSHRC funded 

project for the study called “PAR-21: Promoting Adaptive Regulation for the 21st 

Century” at the University of Victoria. The study was not expected to pose any 

significant risk to participants. When the data was collected, students’ names were 
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removed prior to ensure confidentiality. All the electronic data was archived and stored 

on a password protected server only accessible to the researchers. All the students who 

took the course were automatically included in the research; however, they were 

informed at the beginning of the course (in the first lecture and syllabus), and they could 

withdraw anytime during the whole semester, by easily clicking “decline to participate” 

in CourseSpaces (an online tool used frequently in the course). Furthermore, course 

instructors did not know the students who had withdrawn consent until after course 

completion and grade submission (see Appendix C for Ethics Certificate). 

 

Chapter 4 Results 

The purpose of this study was to examine and compare academic challenges and 

self-regulated learning strategy use of Chinese-international students and Canadian-

domestic students. Analysis results are presented separately for each of the four research 

questions. 

Do Chinese-international Students and Canadian-domestic Students Report Similar 

Levels of Academic Challenge across 4 Categorizations (RQ1)?   

Descriptive statistics of within person mean ratings for each challenge category 

for Canadian-domestic and Chinese-international students are presented (see Table 3). 

Assumptions of homogeneity of variances, independent observations, and normal 

distributions were met. Two-way ANOVA was used to examine differences between 

comparison groups in within person mean ratings of each dominant challenge category 

over 10 weeks. 
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Table 3 

Proportional Means, Standard Deviations, and n for Canadian-domestic and Chinese-

international Students in 4 Challenge Categorizations 

    Canadian      Chinese  

 n M SD   n M SD 

Motivation 106 5.231 .76  38 5.36 0.65 

Planning 106 5.36 .77  38 5.46 0.63 

Enactment 106 5.54 .69  38 5.50 0.63 

Social-

Cultural 
106 5.59 .86   38 5.34 0.73 

1 
The range of the rating was recoded from 1 to 7, 1 means major challenge, and 7 means major success. 

 

Findings indicated no statistically significant difference between Canadian-

domestic students and Chinese-international students on their ratings of challenges (see 

Table 4).  

 

Table 4 

Two-Way Analysis of Variance for Comparison Groups and Challenge Categorizations 

Variable and source df MS F p ή2 

Country 1 .032 .058 .810 .002 

Challenge categorizations 3 .998 1.795 .147 .006 

Country * challenge 

categorizations 

3 .839 1.509 .211 .004 

Error 568 .556    
 

Do Chinese-international Students and Canadian-domestic Students Report 

Experiencing Similar Dominant Academic Challenges (RQ2)?  

Means, and standard deviations of within person proportional frequency of 

reporting each challenge category for each comparison were reported in Table 5. The 

assumption of homogeneity of variances, independent observations, and normal 

distributions were met. 
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Table 5 

Means, Standard Deviations, and n for Canadian-domestic and Chinese-international 

students’ Proportional Frequencies in 4 Challenge Categorizations  

    Canadian       Chinese   

  n M SD    n M SD  

Motivation 106 0.43 0.26  38 0.34 0.20 

Planning 106 0.34 0.19  38 0.32 0.16 

Enactment 106 0.17 0.16  38 0.22 0.17 

Social-

Cultural 
105 0.04 0.08  38 0.11 0.13 

 

Findings indicated statistically significant main effects for challenge categories, F 

(3,568) = 78.822, p = .000, partial eta2 = .393. Importantly, the interaction between 

comparison group and challenge categories, F (3,568) = 5.093, p = .002 (see Table 6).  

Table 6 

Two-Way Analysis of Variance for Comparison groups and challenge categorizations 

Variable and source df MS F p ή2 

Country 1 .00 .04 .843 .000 

Challenge categorizations 3 2.20 78.82 .000 .393 

Country * challenge 

categorizations 

3 .14 5.09 .002  

Error 568 .03    

 

Because the interaction between country and challenge categories was significant, 

consistent with the hypothesis, the simple main effects were explored to uncover the 

differences between Canadian-domestic students and Chinese-international students for 

each of challenge category (see Figure 3). A Bonferroni simple effect was applied to 

minimize Type I error rate across the five simple effects and was reduced. the alpha level 

for each to .01 (α/5 = .05/5) (Bohrer, Chow, Faith, Joshi, & Wu, 1981). Findings 

indicated that Canadian-domestic students had higher proportional frequency of 

Motivation challenges than Chinese-international students, F (1, 568) = 7.851, p =.005. 
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However, there is no significant difference across comparison groups for other challenge 

categories. 

 

Figure 3. Results of Comparison Groups and Challenge Categorizations 

Do Chinese-international and Canadian-domestic Students Report Similar Strategies 

for Addressing Their Dominant Academic Challenges (RQ3)? 

Means, and standard deviations of within person proportional frequency of 

reporting each strategy category for each comparison were reported in Table 7. The 

assumption of homogeneity of variances, independent observations, and normal 

distributions were met. 

Table 7 

Means, Standard Deviations, and n for Canadian-domestic and Chinese-international 

students’ Proportional Frequencies in 4 Strategy Categorizations 

    Canadian       Chinese   

  n M SD   n M SD 

Do 

nothing/Avoiding 
106 0.13 0.18  38 0.09 0.13 

Persisting 106 0.25 0.24  38 0.11 0.16 

Adjustment or 

Changing 
106 0.39 0.21  38 0.34 0.20 

Social-oriented 106 0.14 0.14  38 0.33 0.21 

Try Something 

Else 
106 0.08 0.12   38 0.13 0.17 
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Results showed statistically significant main effects for strategy categories, F 

(4,710) = 38.242, p = .000, partial eta2 = .217 and a significant interaction between 

country and strategy categories, F (4,710) = 13.905, p = .000, partial eta2 = .065 (see 

Table 8).  

Table 8 

Two-Way Analysis of Variance for Comparison Groups and Strategy Categorizations 

Variable and source df MS F p ή2 

Country 1 .00 .015 .904 .000 

Strategy categorizations 4 1.26 38.24 .000 .217 

Country * strategy 

categorizations 4 .46 13.91 .000 .065 

Error 710 .03    

 

The interaction between country and strategy categories was significant, so simple 

main effects were examined to uncover the differences between Canadian-domestic 

students and Chinese-international students (see Figure 4). A Bonferroni simple effect 

alpha level of .01 (α/5 = .05/5) was applied to minimize type I error. Findings indicated 

that Canadian-domestic students had higher proportional frequency of using Persist 

strategies than Chinese-international students, F (1, 710) = 18.248, p =.000, partial eta2 = 

.022. Chinese-international students had higher proportional frequency of using Social-

oriented strategies than Canadian-domestic students, F (1, 710) = 31.825, p =.000, partial 

eta2 = .037. 
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Figure 4. Results of Comparison Groups and Strategy Categorizations 

Do Chinese-international and Canadian-domestic Students Report Similar 

Probabilistic Decision Paths for Addressing Their Dominant Academic Challenges 

(RQ4)?  

The fourth question was whether the two groups of students identify similar 

regulation path (from the choosing of dominant challenges, followed by the decision of 

strategy use, and the rating of how successful the strategy used). All decision steps were 

graphically represented for each comparison group in probabilistic decision paths 

(Appendix D) with source data reported in Tables 9 and 10.  

In the probabilistic decision path, there were in total 25 possible paths (five 

categories of dominant challenges * five categories of strategies). Given that students 

rarely reported Other challenges, 20 decision paths were chosen without Other 

challenges, so the whole map included four dominant challenges (Motivation, Planning, 

Enactment, and Social-cultural challenges) * 5 categories of strategies (Do nothing or 

avoid, Persist, Adjust or change, Social-oriented, and Try something else strategies). The 

mean proportion frequency of each probabilistic decision path per student across 

Chinese-international and Canadian-domestic students was calculated separately. 



 

 

38 

Therefore, the average proportional frequency and the standard deviation (across students 

in the same group) of each probabilistic decision path were calculated. 

Furthermore, students’ evaluations of strategy effectiveness were added for every 

probabilistic decision path. Based on the students’ responses on a 4-point Likert scale 

from 1 to 4, average ratings across time per decision path for every student were 

calculated, and then the averages of proportional rating of each decision path was 

calculated across Canadian-domestic students and Chinese-international students 

separately. 

 Therefore, the probabilistic decision map included three steps with means and 

standard deviations: (a) dominant challenges students confronted, (b) strategies they 

reported using to address those challenges, and (c) self-evaluations about the success of 

those strategies.  

The average and standard deviation of proportional frequency of each 

probabilistic decision path across two groups were shown. For example, row 1 in Table 9 

shows that, Canadian-domestic student reported Motivation challenges as dominant 

challenges over their 10-week course 43% of the time on average (SD=.22). The most 

common response to that challenge was to Adjust or change strategies reported 38% of 

the time on average (SD=.33). Canadian-domestic student reported this strategy as being 

moderately successful (M=3.26) on a 4-point Likert scale from 1 to 4. However, the SD 

of .54 indicates a fair bit of variability in ratings of success with this strategy. 

In contrast, as shown in Row 1 of Table 10, Chinese-international students also 

reported Motivation challenges as dominant challenges over their 10-week course 34% of 

the time on average (SD=.20). However, the most common response to that challenge 
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was to adopt Social-oriented strategies reported 32% of the time on average (SD=.35). 

Chinese-international students reported Social-oriented strategies as being a little less 

successful with a mean rating 2.99 on a 4-point Likert scale from 1 to 4. However, there 

was also a large degree of variability (SD=.68) in rating of the effectiveness of this 

strategy.  

Table 9 

Probabilistic Decision Pathways for Regulating Dominant Challenges for Canadian-

domestic Students 

Dominant Challenge Strategy Use Mean Percentage of Time (SD) Rating of Success 

Motivation 

Challenge 

Do nothing 
0.13(0.24)   N=31 2.06(1.04) 

M=0.43(SD=0.22) Persist 0.28(0.32)   N=55 3.17(0.57) 

 Adjust or change 0.38(0.33)   N=75 3.26(0.54) 

 Social-oriented strategy 0.15(0.25)   N=37 3.27(0.62) 

 
Try something else 

strategy 
0.06(0.18)   N=18 3.17(0.71) 

Planning Challenge Do nothing 0.14(0.25)   N=29 2.30(0.95) 

M=0.34(SD=0.19) Persist 0.29(0.35)   N=51 3.32(0.48) 

 Adjust or change 0.37(0.35)   N=65 3.16(0.61) 

 Social-oriented strategy 0.08(0.21)   N=18 3.25(0.49) 

 
Try something else 

strategy 
0.12(0.22)   N=29 3.25(0.69) 

Enactment Challenge Do nothing 0.06(0.20)   N=8 1.88(0.99) 

M=0.17(SD=0.16) Persist 0.16(0.29)   N=21 3.40(0.49) 

 Adjust or change 0.52(0.42)   N=50 3.13(0.59) 

 Social-oriented strategy 0.20(0.33)   N=23 3.21(0.56) 

 
Try something else 

strategy 
0.05(0.18)   N=7 3.18(0.66) 

Social-culture 

Challenge 

Do nothing 
0.12(0.32)   N=4 1.5(0.58) 

M=0.04(SD=0.08) Persist 0.30(0.46)   N=9 3.33(0.71) 

 Adjust or change 0.21(0.37)   N=8 3.31(0.70) 

 Social-oriented strategy 0.26(0.42)   N=9 3.56(0.53) 

 
Try something else 

strategy 
0.10(0.28)   N=4 3.13(1.44) 
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Table 10 

Probabilistic Decision Pathways for Regulating Dominant Challenges for Chinese-

international Students 

Dominant challenge Strategy Use Mean Percentage of Time (SD) Rating of Success 

Motivation 

Challenge 
Do nothing 0.04(0.11)   N=6 2.17(0.98) 

M=0.34(SD=0.20) Persist 0.14(0.27)   N=11 2.96(0.56) 

 Adjust or change 0.30(0.35)   N=21 2.86(0.73) 

 
Social-oriented 

strategy 
0.32(0.35)   N=22 2.99(0.68) 

 
Try something else 

strategy 
0.20(0.35)   N=11 2.45(0.85) 

Planning Challenge Do nothing 0.15(0.28)   N=11 1.95(1.01) 

M=0.32(SD=0.16) Persist 0.09(0.18)   N=9 3.06(0.53) 

 Adjust or change 0.42(0.33)   N=26 2.77(0.59) 

 Social-oriented strategy 0.19(0.22)   N=19 2.89(0.66) 

 
Try something else 

strategy 
0.16(0.21)   N=15 3.07(0.50) 

Enactment Challenge Do nothing 0.08(0.23)   N=4 2.5(0.58) 

M=0.22(SD=0.17) Persist 0.08(0.24)   N=4 3.38(0.48) 

 Adjust or change 0.39(0.40)   N=16 3.08(0.56) 

 Social-oriented strategy 0.34(0.37)   N=17 3.13(0.49) 

 
Try something else 

strategy 
0.10(0.20)   N=7 3.02(0.85) 

Social-culture 

Challenge 
Do nothing 0.10(0.26)   N=3 2.22(1.07) 

M=0.11(SD=0.13) Persist 0.16(0.36)   N=4 2.75(0.5) 

 Adjust or change 0.11(0.25)   N=5 3(0.71) 

 Social-oriented strategy 0.56(0.43)   N=15 3.07(0.59) 

 
Try something else 

strategy 
0.07(0.17)   N=4 3(0) 

 

Overall, when asked to identify the most salient challenge, both Chinese-

international students and Canadian-domestic students reported Motivation as their 

dominant weekly challenges. However, they used a different dominant strategy in higher 

proportions to address Motivation challenges, and reported being quite successful with 

those different strategies.  
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  Importantly, Chinese-international students also reported dominant Planning 

challenges 32% of the time on average (SD=0.16). Since this was almost as frequent as 

 reporting Motivation challenges, the decision pathway in Figure 3 also maps responses 

to Planning challenges for these students. In response to Planning challenges, Chinese-

international students also frequently reported using the Adjust and change strategies 

42% of the time on average (SD=0.33), and Adjust and change strategies were also met 

with almost moderate success (M=2.77) on average. 

  

Figure 5.  Decision Pathways for Regulating the Dominant Challenges for Two Groups. 
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Chapter 5 Discussions 

The purpose of this study was to examine the difference between Canadian-

domestic students and Chinese-international students on the challenges students face and 

the ways they self-regulate to address those challenges. Four main questions were 

examined: (a) Do Canadian-domestic students and Chinese-international students report 

similar ratings of challenge across different categories of challenge? (b) Do Canadian-

domestic students and Chinese-international students report similar dominant challenges? 

(c) Do Canadian-domestic students and Chinese-international students report drawing on 

similar types of strategies to address those challenges? And (d) Do Chinese-international 

and Canadian-domestic students report similar patterns for addressing their dominant 

academic challenge? 

This chapter presents discussion of findings, recommendations for future research 

and practice, and cautions due to limitations in the study. 

RQ1. Do Canadian-domestic Students and Chinese-international Students Report 

Similar Ratings of Challenges across Four Categories? 

Findings revealed no difference between Canadian-domestic and Chinese-

international students’ overall ratings of four types of challenge categories. Both 

Canadian-domestic students and Chinese-international students reported being somewhat 

successful in terms of all challenge categories. (Average rating across four challenge 

categories in Canadian-domestic group is 5.43, and in Chinese-international group is 

5.41). The middle of the scale is 4 (means neither a challenge nor a success), therefore, 

5.4 means a success for both groups.  
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Although past research has indicated that international students usually confront 

language issues like vocabulary and communication problems (Ramsay et al., 1999; 

Selvadurai, 1992), we found there was no significant difference across comparison 

groups on reports of Social-culture challenges.  We posit three possible explanations for 

the lack of difference between comparison groups. 

The first reason that no differences were reported on ratings of social-cultural 

challenges may be related to the fact that all students enrolled in this study were also 

taking ED-101. The course was designed to support students on achieving study goals 

and addressing academic challenges and help them on the transition to university. 

Therefore, it is possible that the similarities between Chinese-international and Canadian-

domestic students are due to the effect of the course on their university adjustment. 

Future research should extend this research to international students who are not 

participating in such a course. 

A second possible reason may relate to a limitation in comparison group 

sampling. Many Chinese-international students (in total 13 students in this study) 

finished their high school in Canada and may have adjusted to Canadian culture (more 

individualistic) already. Their previous educational experiences in Canada may have 

mitigate some of the differences in challenges experiences between comparison groups. 

In this study, comparison groups (Chinese vs domestic) was a simplistic categorization 

based on institutionally recorded data about nationality. However, the findings with this 

specific grouping on Chinese-international students shed light on the difference in 

academic challenges faced by Canadian-domestic and Chinese-international students in a 

unique education context. It is likely that there is great variability in the educational 
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experiences of Chinese-international students enrolled at UVic. Some may have already 

lived in Victoria for high school or ESL training prior to entering university. In this case 

they may have already adjusted to Canadian culture. Future research could pay more 

attention to explore the comparison across different Chinese-international student groups. 

A third reason may relate to the presence and effectiveness of specific 

international services at UVic. The international services provide many programs which 

could also help Chinese-international students decrease Social-cultural challenges, such 

as conversation partner program, mentorship program, and holiday dinner program. For 

instance, the conversation partners program provides opportunities for many Chinese-

international students to practice their language skills with other UVic students, faculty 

or staff who are native English speakers. Therefore, Chinese-international students in this 

sample may have participated in such programs to improve communication skills and 

address Social-cultural challenges. The future research should examine the types and 

extent to which students participate in these programs as a factor that might contribute to 

challenges experienced (and not experienced). 

Another surprising finding was that there were no statistical difference between 

the two groups on the frequency of Planning challenges. Findings indicated that Planning 

challenge is neither perceived as a major challenge by Chinese-international students 

(M=4.46) nor Canadian-domestic students (M=4.25). Previous research indicated that 

Chinese-international students have more problems with goal and time management, 

compared to Canadian-domestic students (Salili et al., 2001). The lack of difference may 

be attributed to that students were learning about how to address the Planning challenge 

in ED-D 101. This also warrants further examination in future research.  
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Overall, the comparisons of average ratings on different challenges are not 

consistent with previous studies, but findings reveal students’ self-reports of academic 

challenges experienced over time and under real learning contexts. Although the self-

report data might have social desirability bias, all participants volunteered to join this 

research, and the results whether positive or negative, did not affect their grades in the 

course, because course instructors did not know the students who had withdrawn or 

participated in the study until after course completion and grade submission. Even when 

the data was collected, students’ names were removed prior to ensure confidentiality. 

Additionally, in the research, MyPlanner was a good opportunity for students to reflect 

on their real academic experience, and it was used and emphasized as a tool for students 

to take control of their own learning. Furthermore, the content of each MyPlanner was 

not directly marked. Students were required to do MyPlanners weekly, but not graded on 

what they put within the MyPlanner itself. 

RQ2. Do Canadian-domestic Students and Chinese-international Students Report 

Similar Dominant Challenges? 

The interaction between country and challenge categories was significant, so 

simple main effects were calculated, and there was a significant difference between 

comparison groups on Motivation challenges. Canadian-domestic students and Chinese-

international students perceived differently on Motivation challenges. Based on findings 

for the second research question, Canadian-domestic students reported statistically 

significantly higher proportional frequency of Motivation challenges, which means they 

perceived Motivation was more challenging. However, Motivation challenges were the 
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biggest challenges for both Canadian-domestic students (M=0.432) and Chinese-

international students (M=0.344).  

Some expected findings emerged from this study. 

First, based on the past research (Eaton & Dembo, 1997), Asian students exhibit 

more external motivation behaviours under parental pressures compared to Western 

students. In this study, Chinese-international students (belonging to Asian culture) who 

might also be influenced by parental pressures perceived more motivation compared to 

Canadian-domestic students. Therefore, the finding in this study that Chinese-

international students perceived Motivation challenges as less challenging was consistent 

with previous studies. 

Findings that Chinese international students report Motivation challenges with 

somewhat high frequency are consistent past research indicating that Chinese-

international students experience intrinsic motivation (Woodrow, 2013).   

However, unexpected findings also emerged from this study. First, from past 

research, many first-year international students had language and communication issues 

(Ramsay et al., 1999). Although Social-cultural challenges were more frequently reported 

for Chinese-international students in this study, there was no statistically significant 

difference between Canadian-domestic students and Chinese-international students. One 

explanation might also be a sampling limitation. Thirteen Chinese-international students 

in this study finished their high school in Canada (have already adjusted to Canadian 

culture and communication). If more Chinese-international students could be enrolled in 

the further research, there might be a significant difference between two groups on 

Social-cultural challenges with different cultural contexts.  



 

 

47 

Second, Asian students are proposed to have weak strategy use compared to 

Western students (McInerney & Schunk, 2008). However, there was no statistically 

significant difference across comparison groups on Enactment challenges (including 

Choosing or using strategies, Attention learning & Remembering challenges) as well. 

This finding is opposite from the past research. An explanation might also be the SRL 

course influence, that the course was designed to help students master solutions to 

challenges they might face.  On the other hand, the finding could indicate that for 

Chinese-international students in the course, learning SRL skills under Western contexts 

could also could help them effectively address academic challenges. 

RQ3. Do Canadian-domestic Students and Chinese-international Students Report 

Drawing on Similar Types of Strategies to Address Those Challenges? 

Findings indicted that there were significant differences across comparison 

groups on Persist and Social-oriented strategies. Additionally, both Canadian-domestic 

and Chinese-international students most frequently reported Adjust or change strategies. 

The reason could be obviously investigated that this study was collected in a 10-week 

academic course called Learning Strategies for University Success. The course 

introduced students to SRL theories and taught them how to apply SRL strategies. 

Therefore, many students might adjust SRL appropriate strategies for better regulating 

their learning, because it was a good opportunity to apply those strategies (what they 

learned in the class).  

There were differences across comparison groups on Persist and Social-

oriented strategy usage. Canadian-domestic students significantly reported more Persist 

strategies compared to Chinese-international students, but Chinese-international students 
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significantly reported more Social-oriented strategies (e.g., Ask for help) to address their 

academic challenges.  

There are two different kinds of culture, individualistic and collectivistic 

(Heine, 2011; Hofstede, 2001), the researchers supposed that people in Individualistic 

cultures are more likely to elaborate on independent aspects of themselves, and they 

emphasize the importance of being self-sufficient. People in Collectivistic culture tend to 

emphasize interdependent aspects of the self (e.g., close relationship, group membership). 

The cultural differences corresponded with the findings in this study. Chinese-

international students (belonging to a Collectivistic culture) reported higher proportional 

frequency on the Social-oriented strategy, indicating they prefer to get supports from 

others to solve academic problems. Canadian-domestic students who belong to an 

Individualistic culture may prefer individual Persisting strategies. Furthermore, the 

difference of responses to strategy use between comparison groups also indicated that 

cultural influences might still exist, even in a special sampling of Chinese-international 

students (many students had been studying in Canada since high school). Therefore, the 

individualistic culture and collectivistic cultures could differently influence students’ 

self-regulation with difference strategy use preferences.  

RQ4. Do Chinese-international and Canadian-domestic Students Report Similar 

Patterns for Addressing Their Dominant Academic Challenges? 

Canadian-domestic students and Chinese-international students reported 

different strategy use for addressing the same most dominant challenges. After reporting 

Motivation challenges as a dominant challenge, Canadian-domestic students reported 

adjusting or changing strategies such as Adjust goals, Adjust strategy, or Change effort. 
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In contrast, Chinese-international students reported adopting social-oriented strategies, 

such as Asking for help or Working with a friend/s. The explanation for the difference is 

also consistent with different culture influences, that Chinese-international students who 

came from Collectivistic culture would like to build a close relationship with others, so 

they may choose to frequently use Social-oriented strategies to address their challenges, 

however, Canadian-domestic students reported choosing Adjust or change strategies by 

themselves. Both groups of students felt their strategy choice was moderately successful. 

Although this finding certainly warrants more research, it may suggest the different 

strategies are appropriate depending upon cultural experience and background.  

However, the high variability between students in terms of strategy use and 

effectiveness means that caution is warranted. Although some standard deviations are 

higher than means, the results also represented a specific situation (students’ real 

responses about their daily study at university). In future research, it might be better to 

enroll more participants especially Chinese-international students to increase the group 

population and decrease the high variability.  

Based on previous studies (Chiu et al., 2007; Salili et al., 2001), we know the 

difference of SRL strategy use across comparison groups, but we know little about how 

students respond about strategically addressing challenges and how much effective is 

strategy use. Flowing probabilistic decision paths unfold a broad map about how students 

regulate their dominant challenges and how much of strategy use is effective between 

Canadian-domestic students and Chinese-international students.  

Recommendations 
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In this study, students were enrolled a learning-to-learn course to support 

students’ success and strategic adjustment to university learning tasks and contexts. It is 

crucial to see if similar patterns of finding emerge for students who do not receive that 

kind of support. Based on different probabilistic decision paths, in the future, for many 

academic success services at universities, it is better to introduce to Chinese-international 

students more Social-oriented strategies to help them address their academic challenges 

more easily, and introduce Adjust or change strategies to Canadian-domestic students. 

Additionally, Motivation challenges were the biggest challenges for both groups, so it 

might be better to introduce more strategies for overcoming Motivation challenges as 

well. 

Additionally, there was no statistically significant difference across comparison 

groups on Enactment challenges. The finding could indicate that for Chinese-

international students in the course, learning SRL skills under Western contexts could 

also help them effectively address academic challenges. Therefore, teaching Western 

SRL strategies is useful for Chinese-international students. Furthermore, there is a need 

for follow up research exploring whether Western SRL strategies could also be applied to 

the International students from other cultures. If so, it is an good opportunity to support 

more International students on their academic learning by learning SRL strategies. 

Another recommendation emerging this study could improve students’ dominant 

challenge measurements on their self-reports. When students are asked to rate the level of 

challenges, they might report successes versus challenges because they perceive that to 

be socially desirable or an indicator of competence. However, when they were asked to 

identify a dominant challenge they were forced to acknowledge, something is a 
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challenge. If students are asked to measure about how much of a challenge that “big 

challenge” was, it might be a more valid indicator than general rating of challenges.  

Possible Limitations 

Limitations of the current study include issues with validity, reliability and 

material validity. 

Given that a 112: 38 ratio of domestic students to Chinese-international students, 

it may limit the generalizability of our findings. Additionally, the number of domestic 

students and Chinese-international students in our sample was significantly different 

(p<.05). The extreme sample sizes might also partially influence meeting the assumptions 

of analysis (e.g., homogeneity of variance was not met for two-way ANOVAs). 

However, it was consistent with the proportion of Chinese to Domestic students in the 

population at this university. Therefore, it is meaningful to compare two groups of 

students with unequal ratio, and the influence of assumption tests could decrease. 

Furthermore, the results of the study will contribute universities which also have similar 

ratio of Chinese-international students and domestic students.  

Furthermore, rather than using the trace of students’ data, the proportional 

frequency was chosen to represent the students’ perception of their dominant challenge 

and strategy use. Therefore, results of the study might miss some information from the 

original data set, but the findings in this study still could show us the difference between 

two groups if there is a strong hint of their proportional frequency.  

There is limited research supporting the strategy categorization which will 

delimit the materials’ validity and reliability. The lists of 14 strategy use and 10 

challenges might not include all the possible strategies students tried and challenges they 
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faced. I think it is acceptable, because besides 14 strategies and 10 challenges in the lists, 

there are two more options called Tried something else strategies and Other challenges. 

After students reported the dominant challenge weekly, they were asked to describe their 

dominant challenge, so the students who had Other challenges were recoded. However, 

we did not ask student to describe the strategies they tried, so we cannot recode Tried 

something else strategies option. We could add the descriptive option in further research. 

If the future research adds one more option to ask students to describe the strategy they 

used, more Tried something else strategies might be recoded and grouped in the other 4 

categories of strategies, and then the variability could decrease. 

Additionally, it is difficult to operationally define International-Chinese and 

Domestic-Canadian just based on institutionally collected data. Therefore, it is important 

to collect additional demographic information in further research, such as: (a) number of 

years of schooling completed in a north American high school prior to university, (b) 

amount of time living in Canada prior to university studies, and (c) types of transition 

support experiences such as English language training programs and exchanges in 

Canada.  
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Chapter 6 Conclusions and Implications 

Findings indicate that Canadian-domestic students and Chinese-international 

students effectively enact appropriate strategies for ameliorating dominant challenges, 

and support the theories of regulation: (a) for the most part, both Canadian-domestic 

students and Chinese-international students report successes (rather than challenges) in 

their weekly studying, and there is few difference in the degree to which they 

experiencing 4 categories of challenges including: Motivation, Enactment, Planning, and 

Social-cultural challenges; (b) there is a difference across comparison groups in terms of 

the proportional frequency of choosing Motivation challenges (as the main challenge); (c) 

there is a difference across comparison groups in terms of the proportional frequency of 

choosing the Persisting strategies and the Social-oriented strategies; (d) Canadian-

domestic students and Chinese-international students chose different strategies to address 

their dominant challenges, that Canadian-domestic students had more frequency 

choosing Adjust or change strategies to address Motivation challenges, but Chinese-

international students frequently reported Social-oriented strategies to address 

Motivation challenges. However, they both identified their strategies usage were 

successfully used.  

The research also has the potential to contribute to Winne and Hadwin’s model of 

self-regulated learning, regarding possible cultural influence. The Western SRL strategies 

and theories could be applied by both Canadian-domestic students and Chinese-

international students, and support these students for addressing their academic 

challenges. Furthermore, the study advances knowledge regarding how culture influences 

students’ decisions on their strategic use and academic challenges. Probabilistic decision 
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paths for answering the fourth research question unfold a broad map about how students 

regulate their dominant challenges, which might have potential for policy and practice for 

supporting academic success for Canadian-domestic and Chinese-international 

students. For instance, based on this research, international services (e.g., international 

services at UVic) could introduce more Social-oriented strategies to Chinese-

international students to help them address their academic challenges easily at university. 
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