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Abstract  
  
This research project aimed to investigate the perceptions of Mainland Chinese 
students towards the challenges they face in producing acceptable academic writing 
at undergraduate level in tertiary institutions in New Zealand. The study focuses in 
particular on students’ own perceptions of their earlier preparation with regards to 
English academic writing. Although there is much research about the challenges that 
Chinese students face with regard to academic writing, there is not a great deal 
focusing on their background preparation. It appears that despite the considerable 
financial investment the Chinese government has made to the teaching of English in 
Chinese schools, students struggle to develop adequate writing skills. One of the major 
problems appears to be the examination system in the country. Although pathway 
courses offered in New Zealand appear to better prepare these students for the 
academic writing required of them, the students felt that the courses should be more 
challenging and require greater student involvement. 
 
Keywords: English language teaching in China; Academic English instruction; 
Foundation studies language programmes 
  

Introduction  
  
To understand the academic writing difficulties facing Chinese students it is essential 
that institutions hosting these students develop a greater understanding of the ways in 
which the students have been prepared for their English medium studies. In New 
Zealand, Chinese students make up over a third of international student numbers and 
are by far the largest international student cohort (New Zealand Education, 2024). In 
order to assist these students with the language challenges they face, New Zealand 
educators need greater insight into the way English is taught in China.    
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Background  
 
Political changes in China, including the so-called ‘opening up period’ in the 1980s 
and 90s (Ding, 2001), and the joining of the World Trade Organization in 2003, led 
Chinese authorities to place great emphasis on foreign language teaching (Bolton & 
Graddol, 2012; Ding, 2001; Jin & Cortazzi, 2002). A British Council report (2019) 
noted that jobseekers who are proficient in English are highly prized in China’s jobs 
market. Almost 60% of all companies rate such proficiency as a “key skill” (p. 17). In 
addition, due to the massification of tertiary education, domestic university degrees in 
China no longer carry the same symbolic and cultural weight as they did in the 1980s 
(Mok, 2016). Students need to enroll at the more prestigious Chinese universities to 
increase their chances of success in a competitive marketplace. In 2020, for example, 
the People's Republic of China (PRC) Ministry of Education (2020) reported that 
10.71 million students registered for the National College Entrance Exam (NCEE). If 
students are to be accepted in prestigious universities they need to perform well in this 
exam. According to Li (2023), the average National Tier 1 university admission rate 
is just over 12% so almost 90% of applicants will be forced to settle for lower ranked 
universities. It is possible therefore that in order to increase the likelihood of career 
success, some Chinese students who have been unsuccessful in their application to 
Tier 1 universities could choose to study abroad. However, this decision does not come 
without challenges.  
 
Challenges faced by international Chinese students  
  
A student from China must either apply directly to the university online or through an 
agency. The sharp rise of Chinese students who wish to study abroad, primarily at 
English medium universities, has led to the opening of hundreds of agencies in China 
that aim to assist these students in their preparation for overseas study (Ding, 2018). 
The main functions of these agencies are firstly to help students to apply for their 
preferred institutions and secondly to provide training programmes to prepare students 
for their future studies (XDF Group, 2020). However, Ding (2018) argues that these 
preparation courses are limited to examination-oriented training and programmes such 
as IELTS, TOEFL and GMAT. Ma (2012) points out that after the language training 
only a few agencies provide background information, such as intercultural 
communication skills or academic writing training. In addition, the Ministry of 
Education of PRC has recently enforced limitations on off-campus education and 
training (Ministry of Education of PRC, 2023), further limiting options for students 
who wish to prepare for overseas study. 
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Students must obtain the required IELTS scores in order to be accepted for university 
education in New Zealand (Beijing Youth, 2004), and in addition, students need to 
have a Certificate of Graduation from Senior Secondary School (International 
Qualifications Assessment Service, 2013). If they have not graduated from secondary 
school, even if they have the necessary IELTS score, they will be required to enrol on 
foundation studies programmes before they can enrol on undergraduate programmes. 
The foundation studies programmes that these students enrol on are at pre-degree 
level. Many have been specifically set up for international students or those with New 
Zealand residency who do not have English as their first language. Successful 
completion of such programme gives students a university entrance qualification, 
allowing them to enrol in most undergraduate programmes in any New Zealand 
university (Strauss, 2019).  
 
If students have obtained the requisite IELTS score they are able to enrol directly into 
academic programs. Unfortunately, it is widely recognised that simply reaching the 
designated standard in IELTS does not mean that students will not struggle with 
academic writing; successful completion of IELTS merely suggests that students have 
the potential to start tertiary level studies (Dooey & Oliver, 2002; Hayes & Read, 2004; 
Ata, 2019). Language remains the most significant impediment for the majority of 
international students both academically and socially, and Chinese students are no 
exception (Haugh, 2016; Henze & Zhu, 2012; Zhang & Mi, 2010). 
 
It appears that enrolling on pathway or foundation studies programmes can help 
mitigate the challenges facing international students (Reyes & Zhang, 2020). The 
English for Academic Purposes (EAP) courses at foundation level are aimed to equip 
students with the basic knowledge they need to cope with undergraduate level tasks 
(Dooey, 2010). However, Benzie (2011) argues that although pathway programmes 
may have prepared the students to a certain degree, the curricula provide limited 
training on academic literacy. Despite completing pathway or foundation courses, 
many undergraduate students still lack the ability to express themselves appropriately, 
participate in and contribute to group discussions and clarify uncertainties with their 
lecturers about their essays and assignments (Chen, 2014; Henze & Zhu, 2012; Ho et 
al., 2007). 
 
Nor are the graduates from these programmes the only Chinese students who struggle 
with the demands of English academic writing. Overall, it appears Chinese students 
lack familiarity with this style of writing. Bian and Wang (2016) state that currently in 
China, English academic writing is only taught in the final year to English major 
university students. Most Chinese students who are enrolled in pathway or foundation 
programmes or directly enrolled for undergraduate level studies will not have 
completed degrees with an English major. Therefore, these students are unlikely to 
have encountered academic writing or have had any academic writing training. In 
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addition, the differences between the Chinese and Western writing styles impact 
students’ performance (Zhang & Zhan 2020). 
 
The primary purpose of this study therefore was to investigate how Chinese students 
believe their prior English instruction (including Chinese schooling and foundation or 
language programmes in New Zealand) affected their ability to write acceptable 
academic English in undergraduate programmes at New Zealand universities. 
 

Method 
 
This study is underpinned by the academic literacies approach which views writing as 
a socially situated practice “at the level of epistemology and identities” rather than a 
separate skill (Lea & Street, 1998, p. 159). The approach takes students’ linguistic and 
sociocultural backgrounds into account and acknowledges that inducting these 
students into the academic culture of English as a medium of instruction institutions 
is not simply a matter of introducing them to the practices of those institutions (Lea, 
2004). In line with this philosophical approach, a constructivist-interpretive research 
paradigm was adopted. This paradigm is predicated on the notion that people co-
construct knowledge via their interactions with others in a particular culture as well as 
through their lived experience (Denzin et al., 2011). Therefore, the participants’ 
learning experiences were explored through semi structured interviews conducted in 
Mandarin. Rapport between the interviewer (the first author) and the interviewees was 
easily established, as they shared a linguistic and cultural background. In addition, the 
first author had gone through similar struggles in their own academic journey.  
 
All participants:  
  

• were first language speakers of Mandarin Chinese 
• were undergraduate students studying at New Zealand universities or 

polytechnics 
 
In addition, all the participants had studied only in China before embarking on overseas 
studies. There are “two significant high-stakes assessments” (Yang, et al., 2025) for 
Chinese students in their school years. The first known as Zhongkao is taken by 
students when they are about 15. These tests are used to make decisions about whether 
students enter senior or vocational high schools. The better students fare in this 
examination the more likely they are to gain admission to prestigious schools (Yang, 
et al., 2025). The second test, the National College Entrance Examinations (NCEE), is 
taken by students when they are about 18. This examination determines where students 
will be able to continue their tertiary studies (Yang, et al., 2025).  
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After the ethics approval had been obtained, notices about the research project were 
sent to various group chats for Chinese students. Snowball sampling was employed. 
The interviews lasted, on average, between 15 and 25 minutes.  
 

Procedure 
 
Participants in the interview were 15 Chinese students who were enrolled in four 
different universities or polytechnics in Auckland, New Zealand. At the time of the 
interviews, ten students were under the age of 20 and five students were 20 years old 
or older. All the students were Mandarin Chinese speakers from Mainland China. 
Seven students were male and eight were female. 
 
Table 1 
 
Participants’ basic information 
 
Participants  Age Gender Major Arrival in 

NZ 
Language 
course 

Foundation 
programme 

S1  19 Female Business 2019 6 months 12 months 
S2 20 Female Business 2019 3 months 12 months 
S3 21 Male Biology Science 2019 6 months 12 months 
S4 23 Male Sports and recreation 2018 3 months 8/9 months 
S5 21 Male Music 2019 3 months 12 months 
S6 19 Female Education 2020 None 8/9 months 
S7 21 Female Construction 2020 None 12 months 
S8 19 Male Fashion and design 2018 6 months 12 months 
S9 19 Female Data science 2019 None 12 months 
S10 19 Male Engineering 2019 None 12 months 
S11 18 Male Computer science 2019 6 months 12 months 
S12 18 Female Business 2019 6 months 12 months 
S13 19 Female Business 2018 12 months 12 months 
S14 19 Male Business 2019 3 months 12 months 
S15 19 Female Business 2019 3 months 12 months 

 
As shown in Table 1, all the interviewees arrived in New Zealand between 2018 and 
2020. Every student attended a foundation programme for at least six months; the 
foundation programmes varied from six months to a year. Students whose English 
language proficiency did not meet the foundation provider’s requirements, normally 
either an IELTS 4.5 or a pass in a foundation entry English test, undertook three-to-six-
month language courses before embarking on foundation studies. The interviewees 
were drawn from 10 different undergraduate programs. 
 
The interviews were audio recorded and transcribed by the first author and were then 
returned to the interviewees for member checking. The interviews were then translated 
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into English by the first author who is fluent in Mandarin Chinese and English. Usually, 
the transcribing and translation were done on the same day as the interview so that the 
first author’s recollections were clear. Four of the translated interview transcripts were 
randomly selected and sent to the second author. Each author independently analysed 
the four interviews. Once agreement had been reached on the broad themes the first 
author analysed the remaining interviews. The researchers met regularly to discuss the 
evolving themes. 
 

Findings  
  
Assessed language proficiency in China  
  
The interviewed students had all taken their high school entrance exams (Zhongkao) 
in China, and three of them had also taken National College Entrance Exams (NCEE). 
Three of 15 students did not reveal their English scores; the other 12 students' scores 
are shown in Table 2.  
 
Table 2 
 
Participants’ Zhongkao and NCEE scores 
 
Participants  Zhongkao NCEE 
S1  Around 90 Not taken 
S2 Around 110 Around 110 
S3 Around 90 60-70 
S4 Couldn’t recall Not taken 
S5 Around 30 Not taken 
S6 118 128 
S7 110 Not taken 
S8 Couldn’t recall Not taken 
S9 Around 80 Not taken 
S10 69 Not taken 
S11 Around 100 Not taken 
S12 Around 100 Not taken 
S13 70-80 Not taken 
S14 Couldn’t recall Not taken 
S15 Exempt Not taken 

 
The total marks for the Zhongkao English exam are 120 and for NCEE, 150. Although 
achieving 60% is a pass, a pass does not guarantee students' entrance into their desired 
schools or institutions in China. For instance, according to the statistics provided by 
Education Online (2021), to be enrolled into one of the top high schools in China, a 
student’s total score needs to be higher than 500-650 out of 600-800 (total marks vary 
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with provinces) to have a chance of being admitted. Therefore, a student needs to score 
at least 80% (500/600=83.3%, 650/800=81.2%) in each subject to have a chance of 
being admitted by top ranked high schools. As shown in the table, five students scored 
well in their Zhongkao, and one student was even exempted from the English test. 
Four participants scored in the range from 70-90 which is considered to be an average 
score for Zhongkao exams. 
 
For participants to be accepted at the top ranked universities, students need to score 
more than 650 out of 750 in the NCEE. In the English category, the average scores of 
students admitted into top ranked universities in 2021 was around 130 out of 150 
(Education Online, 2021). This means any students wishing to be enrolled into highly 
ranked universities in China, would have to score more than 85% (650/750≈86.7%) in 
each subject. This is problematic for many students. 
 
As shown in Table 2, three students decided to study abroad after taking their NCEE; 
the other students made their decisions earlier.  
 
Assessed language proficiency in New Zealand  
  
All 15 students had either taken IELTS or passed the language programme and held a 
certificate indicating their proficiency in English. Their results are shown in Table 3.  
 
Table 3 
 
Participants’ IELTS, TOEFL or other language proficiency test scores 
 
Participants  Type of test Attempt 1 Attempt 2 Attempt 3 
S1  Foundation language test Pass   
S2 Foundation language test Pass   
S3 IELTS Band 5 Band 5.5  
S4 TOEFL 50 70 83 
S5 IELTS Band 4.5 Band 6  
S6 IELTS Band 5.5 Band 6 Band 7 
S7 IELTS Band 6.5   
S8 IELTS Band 5 Band 6  
S9 IELTS Band 4.5 Band 5.5  
S10 IELTS Band 5.5 Band 4.5  
S11 IELTS Band 5 Band 5.5  
S12 IELTS Band 5.5   
S13 IELTS Band 5.5   
S14 Foundation language test Pass   
S15 IELTS Band 5.5 Band 6  
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Of the 15 students, one had taken TOEFL, three had taken the foundation entry English 
test and 11 had taken IELTS to be enrolled for either a language programme or 
foundation studies. Nine out of the 11 students who took the IELTS had taken the exam 
more than once. Three of the participants took a foundation language entry test 
provided by the institution where they intended to enrol; the test was done online with 
an examiner hired by the foundation programme provider. Students’ speaking and 
writing were tested within an hour. The exam standard imitated IELTS writing and 
speaking. As shown in the table, most of the students’ IELTS scores were high enough 
to enable them to enrol on undergraduate programs, but some did not have the required 
school leaving certificate. Others thought foundation programmes would offer a good 
introduction to study in New Zealand. 
 
English learning experience in China 
  
The participants who started learning English before entering primary school said the 
experience was mainly to raise interest towards learning English and the content of 
their learning was limited to very basic language. 
 

We learned English since kindergarten, the content wasn't complicated, the 
alphabet, playing games and English songs and that sort of activities. (S15) 

 
Students shared a common learning style that tends towards exam-oriented learning in 
elementary schools, where the majority of participants first encountered English 
instruction. Students used their additional time to learn English since their parents 
expected them to perform well in exams. All of this was done to better prepare them 
for the intense competition they would face in their middle and high school courses. 
 
All of the participants who attended public middle and high school agreed that the 
education they received was exam-focused, with the only objective being to raise test 
scores. Therefore, the feedback about the experience of studying English highlighted 
the significance given to rote learning, memorization, practicing test papers, and 
mastering grammatical rules. 
 

We focused on vocabulary and memorization, what we learned was basically 
‘fixed knowledge’. (S15) 

 
Fixed knowledge, the student explained, meant that because there was little 
contextualization of what they learnt in class, she had an idea of what the words meant, 
but she did not know how to use them. 
 
As the regular tests like class tests, unit tests and monthly tests are mainly multiple-
choice questions related to grammatical knowledge; students have to master the rules 
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There was a strong emphasis on rote learning as this enabled the students to perform 
well in these tests. 
 

We focused on doing test papers for NCEE, we all used the set of test papers 
called Three Years’ Simulation of NCEE. (S15) 

 
Despite their reservations, participants felt that these teaching practices did have some 
benefits. Two of them said: 
 

When doing multiple choice questions, I would put each of the choices into the 
sentence, and whichever sounded right I would choose it. So, I think language 
sense is helping me to pass tests. (S1) 
 
The grammar we learnt in school is mostly for exams, but it is very systematic, 
precise and has given us a solid foundation of grammar knowledge. (S10) 

 
English writing instruction in Chinese schools  
  
All the students interviewed stated that they started to learn how to write in English 
after entering middle school. Generally speaking, English writing makes up only a 
small proportion of the marks in exams, for Zhongkao only about 15 out of 120 marks, 
for NCEE only about 25 out of 150. Lack of emphasis on English writing was 
highlighted by seven of the interviewees. 
 

I did not practise writing as much as other aspects like speaking or reading 
comprehension. We would first prepare our listening and speaking test then for 
the writing part we would use the models and standard sentences or structures to 
complete our English composition. (S2) 
 
Our writing in high school is still writing a letter, it was only testing our ability 
to write something, unlike here in New Zealand where we have to reflect on 
what we have learnt, and a lot of preparation is needed. (S6) 

 
When questioned about the kind of English writing the interviewees did in their 
schooling in China, six out of 15 students claimed that the content they wrote was 
‘simple’. Two of the students even used the word ‘naïve’ to describe the middle school 
English writing. ‘Simple’ and ‘naïve’ were used by students when describing their 
writing because the content they were asked to write lacked depth. 
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The writing we learned was not native, we used very Chinese sentences and 
vocabulary that foreigners barely use. Our writing structure was also exam-
oriented, mistake-free, and safe to have better scores. (S12) 

 
To perform well in these writing compositions, teachers and students relied on 
formulaic writing or memorization of models. Seven out of the 15 interviewees 
claimed that their writing relied on the models from their teachers. 
 

Our exams mostly ask us to write letters or introduce a place, so memorizing the 
models would guarantee a safe score for the writing part. (S13) 

 
In addition, 12 out of the 15 participants noted the word count gap between Chinese 
English writing and the tasks they are facing now. At the middle school level, they are 
asked to write about 50 to 60 words for school tests and homework. After three years 
of practice, at Zhongkao exams the required word count is between 80 to 100 words. 
Upon entering High school, the word count required in exams increases to around 100 
words. In NCEE English exams, the required word count is normally no less than 120 
but no more than 180 words. 
 

I have been paying attention to this year’s NCEE in Beijing, the topic was really 
easy, I believe a middle school student could complete the writing task. (S2) 

 
Learning in New Zealand  
 
All of the participants had completed foundation studies in Auckland that had lasted 
for at least six months. They all agreed that one of the advantages of such programs 
was that they provided students with time to adjust to the linguistic environment and 
new study methods. The students in the foundation course recognised that EAP had an 
effect on their capacity to handle undergraduate work; 10 out of 15 participants said 
that the foundation writing assignments were their first exposure to academic writing. 
 

The word choice is very different at foundation level from Chinese schooling. 
And we need to make sure of our writing’s coherence and cohesion. (S12) 

 
The majority of the participants encountered academic writing for the first time during 
their foundation courses, and the transition from Chinese school writing or IELTS 
writing to university assignment writing was problematic. Four of the students, 
however, had previously attended international high schools in China where they 
received academic writing instruction from foreign professors. They felt more prepared 
to handle the requirements of academic writing. 
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University level writing  
 
All the participants had attended at least a term of undergraduate studies by the time 
they were interviewed, they had all encountered university level tasks and assignments. 
Only one student felt fully prepared to engage with writing at this level. 
 

It was exactly like how I was prepared at high school and the foundation 
programme. (S15) 

 
Three of the participants were ambivalent.  
 

The length and depth of the writing has increased at university, but as long as I 
can comprehend what we are asked to write I can complete the tasks. (S2) 
 
The teachers at foundation and international high school had taught me how to 
handle such tasks, I know I have practised the structures many times, so tasks 
were not that hard. (S11) 

 
However, the remaining 11 students lacked confidence in their ability to cope with 
academic writing demands and expressed different levels of anxiety. 
 

University writing is a headache, I feel reluctant to write them [the assignments]. 
I do not know how I should write so many words. (S1) 
 
I felt bamboozled and confused when I did my first assignment. (S3) 

 
The major cause of students' concern when preparing their individual written 
assignments was that they have very little experience with academic writing. Students 
were also challenged at this point by additional aspects including disciplinary 
knowledge and the demonstration of critical thinking. Although participants 
understood that having good writing skills was essential for a strong academic 
performance, it was apparent that the majority (13) of participants experienced 
substantial anxiety as a result of the writing challenges. Not having sufficient English 
vocabulary was a common issue: 
 

I need the more academic and more advanced vocabulary in my writing to get a 
higher score. (S14) 

 
Four of the students shared their concerns with structuring their writing. They were 
taught various structuring methods on the foundation programmes but when they 
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attempted to apply these to their own writing, students received negative comments. It 
is possible that structuring challenges arose partly because of the brevity of writing 
assignments in China. The pieces were too short to require much structuring. The 
participants who had attended international high schools had experience in structuring 
longer writing tasks, but the public-school students had none. 
 

I feel the writing now has gone up many levels. In China we would only need to 
structure for a letter or something, but now I need to comprehend my tasks, 
sketch and structure my essays. (S2) 

 
The participants were asked whether they fully understood their assignment briefs and 
more than half of the participants claim they had trouble understanding their task 
descriptions. 
 

The descriptions are sometimes vague, and I have to ask the lecturer in person 
to have a better understanding of what to do in my assignments. (S10) 
 
We were normally asked to write without instructions, the lecturers told us to 
use our own imagination and expand our creativity. (S9) 

 
One approach popular among participants was the opportunity to hand in a draft and 
obtain feedback from their lecturers before submission of final essays. This gave them 
a better chance of understanding what they were missing and how to improve their 
writings in future tasks. 
 
Another related issue the students raised was confusion in referencing. At foundation 
level, they were only taught the basics of APA format and according to S3, the 
undergraduate level writing required much more than a single format. 
 

We were only taught APA 7 format at foundation, it is very helpful. But at 
university, some courses needed other formats like MLA, ACS for chemistry and 
AMA for medical studies, so it was challenging to master them all. (S3) 

 
Discussion  
 
Most of the students interviewed regarded academic writing skills as the key to 
obtaining good marks in their studies, as writing remains the most widely used way to 
evaluate students’ performance (Tran, 2014). It is clear that the writing challenges 
caused most of the participants significant anxiety as they all were very aware that 
their ability to write well was vital for a good academic performance. 
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The findings suggest that the students’ previous English learning experience in 
Chinese schools did not prepare them to meet the demands of undergraduate academic 
writing in New Zealand, despite the fact that the Chinese Government has made vast 
investments in the teaching of English. Even after 12 years or more of learning 
English, Chinese students still experienced difficulty when studying in English. This 
inability to communicate clearly in English despite many years of schooling has been 
recognized by Chinese scholars; ‘Deaf English’ is the nickname given to the English 
taught in schools (Gao, 2015). The participants indicated they struggled to grasp the 
concept of acceptable academic writing and found it difficult to meet the standards 
required when writing their assignments. 
 
Teaching English in context is now stressed in China and teachers are encouraged to 
move away from an emphasis on decontextualised language rules (Gong et al., 2020; 
Li et al., 2021; Wu, 2015; Yang, 2014). This concept is well illustrated by Long’s 1991 
concept of Focus-on-Form vs Focus-on-FormS. The form-focused idea has two 
categories; the focus-on-form instruction is defined as drawing students' attention to 
linguistic aspects that occur by chance or in pre-selected language pieces in 
communicative activities (Ellis, 2001). In contrast focus-on-formS is the presentation 
and use of decontextualized and isolated language rules and structures without any 
communication context (Long, 1991). English teacher educators in China have been 
seeking to shift from focus-on-formS to focus-on-form. However, due to numerous 
sociocultural factors, especially Confucian philosophy and classroom practice, the 
transformation is still in process (Sun & Zhang, 2021). The preference for teacher-
centred learning rather than a student-centred approach means that teachers do most 
of the talking. Large class sizes make it difficult to engage in student-student 
interactions which would provide them with an opportunity to practise English. 
 
The participants believed that the pathway programmes in New Zealand have better 
prepared them to meet the demands of academic writing than the English they learnt 
in Chinese schools, providing them not only with an environment in which they could 
improve their general language proficiency but also partially equipping them to cope 
with the academic demands of university study. They felt the foundation programmes 
had a positive impact on their later studies. However, the pathway programmes do not 
seem to have provided sufficient instruction or practice in academic literacy. 
 
There are other difficulties with these programmes. The participants said that there 
were always sufficient Chinese students in the class to make it quite possible for them 
to use Chinese to communicate instead of English. They used these classes as a safe 
haven in which they could be quiet and remained relatively inactive. This lack of 
communication meant that after they had completed the courses many students still 
did not have a strong grasp of the academic writing requirements of undergraduate 
study. 
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When they were enrolled on academic studies, they tended not to seek help from their 
lecturers or student learning centres but instead relied on translating tools or guidance 
from peers. The participants believe that an example or model of what they are 
expected to write from the lecturers is helpful for students to better understand the 
writing requirements. In addition, giving feedback on the students’ draft essays is also 
viewed as an effective method for students to comprehend what aspects they ought to 
improve on in their essays and how they could achieve a higher score in assignments 
(Xiang, 2004; Yu & Lee, 2016). 
  
Conclusion  
  
As indicated in this study, China has made a considerable financial investment in the 
promotion of the English language ability of its students. It is important that those 
academics teaching English writing to Mainland Chinese students keep abreast of 
these developments. Zhang and Zhan (2020) point out that much of the research 
influencing the opinions of these educators was carried out with students who grew up 
in a very different China. This study allowed contemporary Chinese students to reflect 
on their experiences, both in China and in New Zealand, as they come to grips with 
the demands of academic English. 
 
Insights such as those explored in this study should enable educators to revise current 
approaches to better meet the needs of this cohort. We can do nothing to affect teaching 
in China but we can be better equipped to deal with those students we meet in our 
classrooms. For example, it would be advisable to ensure, as far as possible, that 
student groups should be drawn from varied linguistic backgrounds. This would 
promote the spontaneous use of English in the classroom. This would enable students, 
not only to improve their English, but also to practise the social skills which 
accompany the use of the language. Hopefully, developing these skills will stand them 
in good stead in mainstream university classes when they interact with lecturers and 
other students. 
 
Students’ reliance on translation tools could be exploited if academics teaching writing 
were to incorporate AI in the classroom, allowing students to explore both its benefits 
and drawbacks. In the same vein greater emphasis could be placed on training students 
in the giving and implementing of peer feedback, a skill which research indicates is 
extremely valuable in improving students’ written English (Man et. al, 2024; Min, 
2005). Implementing peer feedback could also allow academics more time to interact 
individually with students. 
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