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ABSTRACT 

This case study explores the experience of normative speakers of English enrolled 

in Freshman Composition at the University of Arizona, including the groups commonly 

identified as International and Resident Normative Speakers of English. This study 

examines the experiences of these groups in learning English, coming to the university, 

and making their way through freshman composition. A major goal of this study is to 

identify concrete pedagogical implications, including suggestions regarding placement, 

curriculum design, classroom teaching, and student support. 

Data were collected in 2 stages over a two-year period, from fall 2000 to spring 

2002 and came from a variety of sources, including: (1) questionnaires; (2) classroom 

observation; (3) oral interviews with students, instructors, and administrators; (4) written 

materials from students and instructors. 

The results of the first stage of this study were primarily based on a questionnaire 

completed by 3,234 students attending freshman composition. This stage examined the 

characteristics of NNS attending composition courses designed for NNS and others 

attending courses designed for NS, finding important differences between these two 

groups in terms of their overall numbers, linguistic diversity, gender ratio, age, and L1/L2 

language strength. 

The second stage of this stvidy focused on 16 NS of Spanish. This stage of the 

study presented a more complex picture of the NNS experience, dividing these NNS into 

three orientations: U.S., Cross-border, and Mexico. This stage first examined the 

experiences of these students before their entrance to the university, finding differences 
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in four areas: their perception of and relationship with the U.S./Mexico border, their 

language learning experiences at home, their language learning experiences at school, 

and their writing experiences before the university. 

The second stage investigated the university experiences the students in these 

three groups via eight themes that emerged over the course of the study, also finding 

many differences between these three orientations. These themes included how they 

were placed into composition courses, the culture shock they sometimes experienced, 

their behavior in the classroom, their writing difficulties, the writing they did in other 

classes and outside of the classroom, the resources available to them, and an analysis of 

their success. 



16 

CHAPTER 1 

INTRODUCTION 

The objective of this research is to gain a deeper understanding of the experience 

of non-native speakers of English enrolled in Freshman Composition, including 

International Normative Speakers of English (INNS)^ and Resident Normative Speakers 

of English (RNNS)^, with the latter group consisting of citizens, resident aliens, and 

undocumented immigrants who grew up speaking a language other than English at home. 

This study examines the experiences of both of these groups in learning English, coming 

to the university, and making their way through freshman composition. The design of the 

study is largely case-study in nature, but also includes a quantitative comparison of 

student characteristics gathered during the first stage of the study. Finally, a major goal 

of this study is to identify concrete pedagogical implications, including suggestions 

regarding placement, curriculum design, classroom teaching, and student support. 

The research for this study took place over a two-year period and consisted of 

multiple stages, following the sequence recommended by Dell Hymes (1982): 

comprehensive and then topic/hypothesis-oriented^. In the Comprehensive Stage 

(henceforth referred to as Stage I), which took place during the first year of the study, I 

examined the freshman composition setting overall, "conducting a broad spectrum of 

' For the purposes of this study, International Nonnative Speakers of English (INNS) are defined as 
students studying in the U.S. whose first language is not English and who are not citizens or residents 
(either legal or undocumented) of the U.S. 
^ Resident Nonnative Speakers of English (RNNS) are defined as students studying in the U.S. whose first 
language is not English and who are either citizens or residents of the U.S. 
^ Although Hymes presented these stages in three parts—comprehensive, topic-oriented, hypothesis-
oriented, this dissertation combines the topic and hypothesis-oriented stages. 
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observations, with a mapping of the site, census taking, and interviewing" (Watson-

Gegeo, 1988, p. 584). This stage included a language background survey of all sections 

of freshman composition at the university—approximately 5,500 students in 278 sections. 

Based on the findings of this survey, a number of students representing a broad range of 

first-language backgrounds were chosen for further study, as described in Chapter 3 of 

this dissertation. Findings are presented in Chapters 4-6. 

In the Topic/Hypothesis-oriented stage (henceforth referred to as Stage II), which 

took place in the second year of the study, the focus of the research was narrowed to 

international and resident native speakers of Spanish. This focus was selected due to the 

predominance of native speakers of Spanish in the group being examined, as documented 

in Stage I. This should not be surprising given that University of Arizona, where the 

research took place, is located approximately an hour drive fi^om the United States-

Mexico border, in an area of the Southwest where Spanish-speakers are a 

demographically important part of the population. Themes which emerge in this stage of 

the research are discussed in depth in Chapter 5 and 6. 

Statement of the Problem 

In 1980, there were approximately 312,000 international students attending 

institutions of higher learning in the U.S., with the vast majority of these students being 

international normative speakers of English (INNS). This number had increased to about 

400,000 students by 1990 and to 515,000 international students in 2000 (Education, 

2001). This trend was found at the University of Arizona as well as nationally, where the 
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international student population increased from 2,045 individuals representing 112 

countries in 1991 to 2,635 students from 130 different countries in 2000 (Arizona, 2001). 

Students from this segment of our academic population have often been examined 

in terms of their demographic characteristics, placement in university courses (Braine, 

1993,1994, 1996; Cai, 1993; Harklau, 1994; Hillenbrand, 1994; Kroll, 2001; Leki, 1992; 

Silva, 1994, 1997; Williams, 1995), and a number of writing issues, including the 

plaiming they do before writing (Harris & Silva, 1993; Silva, 1993), their revisions after 

receiving feedback (Ferris, 1999; Harris & Silva, 1993; Matsuda, 1998; Silva, 1993), and 

the assessment of their final products (Byrd & Nelson, 1995; Ferris & Hedgcock, 1998; 

Hamp-Lyons, 2001; Hamp-Lyons & Kroll, 2001; Hillenbrand, 1994; Leki, 1992; Lipp, 

1995; Matsuda et al., 2001; Silva & Kei, 2001). There has also been extensive discussion 

of the appropriate curriculum design and classroom methodology for these students 

(Agnew, 1994; Allen, 1994; Atkinson & Ramanathan, 1995; Belcher & Braine, 1995; 

Braine, 1996; Canagarajah, 1993; Celce-Murcia, 2001; Cheung, 1984; Dong, 1999; 

Friedlander, 1990; Holmes &Moulton, 1994; Janopoulos, 1995; Joe, 2000; Kasper, 1998; 

Larsen-Freeman, 1986; Lay, 1995; Leki, 1992; Raimes, 1983; Richards & Rodgers, 2001; 

Silva, 1997; Zamel, 1976). 

INNS, however, are actually only a small percentage of the normative speakers of 

English attending colleges and universities in the United States. A larger group, as 

mentioned earlier, consists of citizens, resident aliens, and undocumented immigrants 

who grew up speaking a language other than English at home. This group will be 

referred to as Resident Nonnative Speakers of English (RNNS) in this project. As will be 
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demonstrated in Chapter 2, these students are different in important ways from INNS. 

Some of them are recent immigrants who speak Chinese, Italian, Spanish, Urdu, or one of 

a host of other languages. In the present study, this group includes a student who 

emigrated to the U.S. from Vietnam at the age of five with his parents and siblings, who 

were monolingual Vietnamese. This student grew up speaking only Vietnamese at home 

and may have had other Vietnamese-speaking children as friends, but was also exposed 

to English in the neighborhood and on the television. This group also includes a girl who 

came to the U.S. from Mexico at the age of twelve. She had studied English for two 

years in Mexico and, upon her arrival to the United States, was abruptly immersed into 

the public school system. 

RNNS also include students who were bom and raised in the U.S. This group 

includes a student from the Navajo reservation who grew up speaking her native 

language with her grandparents, who largely spoke Navajo, and with her parents, who 

were bilingual Navajo/English. Another student in this group is a native speaker of 

Spanish who was bom in Wenatchee, Washington to parents who were migrant laborers, 

but who moved back to Mexico at the age of two months. This student's parents settled 

just across the border of Arizona in Nogales, Sonora and later moved across the border to 

Nogales, Arizona just before he began school. Although a native-bom U.S. citizen, he 

spoke only Spanish at home, saw Spanish in the stores and newspapers, and spoke only 

Spanish to his childhood friends. 

Unfortunately, RNNS have been largely ignored until recently in terms of 

academic research. This may be partially due to the fact that "U.S. colleges and 
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universities collect virtually no information about U.S. residents' or citizens' native 

language status" (Harklau, Siegal, & Losey, 1999, p. 2). Due to this lack of information 

about RNNS, it is common for them to be placed in mainstream sections of college 

composition, "with mixed results" (Ramanathan & Atkinson, 1999, p. 46). Given that 

nearly forty-seven million Americans (17.9% of the population) speak a language other 

than Enghsh at home (U.S. Census, 2001) and that these students now "form a significant 

percentage of the U.S. undergraduate population" (Braine, 1996, p. 91), it is crucial that 

more research be done about them. As discussed above, it is not surprising that native 

speakers of Spanish form the largest component of nonnative English speakers in the 

United States, accounting for 10.7 percent of the U.S. population, with over twenty-eight 

million speaking Spanish at home. This trend is even more pronounced in border states, 

such as Cahfomia, Arizona, New Mexico, and Texas, hi Arizona, for example, 19.5 

percent of the population (over 900,000 people) speaks Spanish at home (U.S. Census, 

2001). 

This demographic carries over into our universities, hideed, my own current 

research into this issue found only nine sections (out of a total of 264) of Freshman 

Composition for Native Speakers of English at the University of Arizona during the fall 

semester of 2000 that contained solely native speakers (NS) of English (see Appendix A 

for a detailed description of these courses). While some of these classes contained only a 

single normative speaker (NNS) of English, the average number was approximately three 

(out of a possible 25), with two courses consisting of 9 NNS and 14 NS of English. In 

the mainstream sections of English (English 101), the vast majority of these nonnative 
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speakers, as might be expected, are immigrants or the children of immigrants and are 

native speakers of Spanish. Very few of the normative speakers in these sections were 

international. 

Given these findings, it is important for our composition program here at the 

University of Arizona, and for others around the nation, to understand how these RNNS 

and INNS are similar and/or different in terms of their characteristics, and how RNNS 

students' needs may be different from those of their international counterparts. My 

exploration of these issues will help to illustrate the similarities and differences between 

these groups and provide insight as to how the needs of both of these groups might be 

better met in the future. 

CCCC Statement on Second-Language Writing and Writers 

Teaching writing to NNS has certainly advanced since the days of Teddy 

Roosevelt when the San Francisco Chronicle printed an editorial which denied "either the 

legal or moral obligation to teach any foreigner to read or speak the English language" 

(Agnew, 1994, p. 4). However, it was not until 2001 that the Conference on College 

Composition and Communication, in recognition of the "growing number of second-

language writers in institutions of higher education across North America," devised an 

official statement on second-language writing and writers (Matsuda et al., 2001, p. 669). 

Part one of the statement, excerpted below and reproduced in its entirety in Appendix B, 

serves as the guiding principle for this dissertation: 

Second-language writers include international visa students, refugees, and 
permanent residents as well as naturalized and native-bom citizens of the United 
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States and Canada. Many of them have grown up speaking languages other than 
English at home, in their communities, and in schools; others began to acquire 
English at a very young age and have used it alongside their native language. To 
many, English may be the third, fourth or fifth language. Many second-language 
writers are highly literate in their first language, while others have never learned 
to write in their mother tongue. Some are even native speakers of languages 
without a written form.... 

For these reasons, we urge writing teachers and writing program 
administrators to recognize the regular presence of second-language writers in 
writing classes, to understand their characteristics, and to develop instructional 
and administrative practices that are sensitive to their linguistic and cultural 
needs. We also urge graduate programs in writing-related fields to offer courses 
in second-language writing theory, research, and instruction in order to prepare 
writing teachers and scholars for working with a college student population that is 
increasingly diverse both linguistically and culturally. (Matsuda et al., 2001, pp. 
669-670) 

As mentioned in the statement, writers of English as a second language (ESL) are a 

quickly increasing and incredibly diverse group in terms of linguistic, cultural, and 

educational backgrounds. Adequately meeting their needs will be one of the great 

challenges for U.S. colleges and universities in the foreseeable future, requiring a great 

deal of future research as well as curriculum adaptation. It is my hope that this 

dissertation will contribute to that process. 

Objective of the Research 

The objective of this research is to gain a deeper understanding of the experience 

of non-native speakers of English enrolled in Freshman Composition. As discussed 

above, this includes the student groups commonly identified as International (INNS) and 

Resident Normative Speakers of English (RNNS). This study examines the experiences 

of both of these groups in learning English, coming to the university, and making their 

way through freshman composition. It will do so primarily via qualitative methodology. 
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largely case-study in nature, in conjunction with a quantitative comparison of the 

demographic characteristics of these students. Finally, a major goal of this study is to 

identify concrete pedagogical implications, including suggestions regarding placement, 

curriculum design, classroom teaching, and student support. 

Research Questions 

The goals of this project are to look at non-native speaker students enrolled in 

Freshman Composition at the University of Arizona in order to determine: 

1. The nature of the NNS population in freshman composition. 

2. How the international and resident NNS in freshman composition are similar 

and/or different. 

3. What the needs of these groups are in relation to their success in the freshman 

writing program and in the university as a whole. 

4. Whether the needs of the students in those sections are being met. 

5. What instructional resources are available to meet these students' needs and the 

level of their appropriateness. 

In Stage I of the research, the first two questions will be addressed for the overall NNS 

population at the university, hi Stage II, all five questions will be addressed, with a focus 

on the Latino population at the university. 

Significance of the Study 
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This project may benefit all non-native speakers, and especially native speakers of 

Spanish, at the University of Arizona by determining what, exactly, the characteristics of 

this group are, the extent to which their needs are currently being met, and how their 

needs might be better met in the future. 

This study will fill a gap in the current research as it will better reflect the full 

diversity of the ESL programs in this country. Stage I of the study provides a more 

complete picture of the diversity of non-natives speakers present at the University of 

Arizona, while Stage II gives a focused examination of an important group of students in 

the nation: native speakers of Spanish. The present study will provide a general overview 

that reflects the diversity of non-native speakers of English in the U.S., while also giving 

a detailed examination of speakers of a specific language. 

Limitations of the Study 

There are two primary limitations for this study. First, the findings presented in 

this study may not be generalized to all settings for teaching writing in ESL since those 

findings are based on a limited sample of students and, at least in the case of Stage II of 

the research, they represent only one first language—Spanish. However, the findings 

from the first stage of the research should be applicable to similar settings—large 

multiethnic universities across the U.S. The second stage attempts to provide an in-depth 

investigation of a single group rather than skimming the surface of a much larger sample 

in a choice of depth over breadth of investigation. It is hoped that this type of an in-depth 

examination will be the impetus for future large scale research on the topic. While the 
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findings from the second stage of the research do focus on native speakers of Spanish, the 

growing importance of this group—the largest group of NNS in the U.S.—means that the 

findings are applicable to a number of other settings as well, particularly in states such as 

California, Arizona, Nevada, New Mexico, Texas, and Florida, where Spanish speakers 

form a significant percentage of the population. 

The second limitation of this study pertains to its primarily qualitative nature, 

which relies heavily on interviews. As an outsider, neither a fellow student nor a native 

speaker of Spanish, I am concerned that the participants in the study may have given me 

the answers they believed a teacher would want to hear, or that they would hold back 

information fi"om an outsider. However, the triangulation of data from a combination of 

extensive interviews with a number of students, teachers, and administrators, as well as 

information gathered through classroom observations and writing samples, should help to 

mitigate such factors. 

Definitions of Terms 

In order to avoid ambiguity, key vocabulary terms utilized in this work are listed 

below. While there is a great deal of scholarly debate regarding precise definitions of 

these terms, it is not my purpose in this study to create their "defining definition." 

Rather, these are working definitions for the purpose of this study alone. 

Native Speakers—Individuals for whom a particular language is their 'first language' or 
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'mother tongue.' This impHes that speakers of the language acquired it naturally 

during childhood, hi some cases, bilingual individuals may be native speakers of 

two (or more) languages. For the purpose of this study, the term native speakers 

(NS) will usually refer to native speakers of English. 

Nonnative Speakers—Individuals for whom a particular language is not their 'mother 

tongue.' This often implies that the speakers learned the language in a more 

formal school setting. It may also be the case, however, that the language was 

simply acquired later in childhood than the speakers' first language. A number of 

the non-native speakers (NNS) in this study had achieved a "native-like" 

command of English. 

English as a Second Language (ESL) Learners—^refers to individuals who are nonnative 

speakers of English; see nonnative speaker. 

International Nonnative Speakers (INNS)—refers to individuals studjdng in the U.S. 

whose first language is not English and who are not citizens or residents (either 

legal or undocumented) of the U.S. 

Resident Nonnative Speakers (RNNS)—^refers to students who are citizens, residents, or 

undocumented immigrants in the U.S. for whom English is not the first language. 

This, for example, could include students who were bom in the U.S. but who 

grew up speaking Spanish. 

Case Study—research designed to examine the complexity of a single case. Case studies 

are naturalistic and usually longitudinal in nature. As discussed by Johnson, the 

"unit of analysis (i.e., the case) might... be a teacher, a classroom, a school, an 
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agency, an institution, or a community" (1992, p. 76). In this study, the case is 

nonnative speakers of Enghsh in freshman composition. By performing an in-

depth examination over an extended period of time, case study research seeks to 

provide a deeper understanding of the single case. 

Process Approach—an approach to teaching writing that focuses on the writing process 

rather than only the final product. In the process approach to writing, students are 

expected to write multiple drafts of a paper and make changes in their paper based 

on the feedback they receive. 

Latino/a—a male or female of Latin American heritage. This may include individuals 

who are monolingual Spanish, bilingual Spanish/English, or monolingual English 

(or a variety of other combinations involving other languages). 

Structure of the Dissertation 

This dissertation consists of 6 chapters. Chapter 1 describes the background of 

the study and provides a discussion of the purpose and significance of the dissertation. 

Chapter 2 reviews the state of teaching ESL writing in the U.S., including the history of 

English as a Second Language (ESL) writing, characteristics of the writing of 

International and Resident ESL students, and an overview of the placement options 

available to these students. Chapter 3 describes the methodology of the study, including 

the recruiting of and description of participants, data collection procedures, and data 

While Hispanic is often used to describe people of Latin American heritage, the term more accurately 
refers to an individual of Iberian ancestry and derives from the Spanish word for Spain, Espana. This label 
is usually avoided by Latinos. 
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analysis. Chapter 4 presents the results of Stage I of the study. Chapters 5 and 6 present 

the results of Stage II of the study, which focused on Latino students in the freshman 

composition program. Chapter 5 examines the participants' experiences with English 

before arriving at the university, while Chapter 6 looks at their university learning. 

Chapter 7 discusses the findings of both stages with reference to previous research on the 

topic and also discusses the limitations of the study and its pedagogical implications. 
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CHAPTER 2 

THE STATE OF TEACHING ESL WRITING IN THE U.S. 

History of ESL Writing 

Discussions of freshman writing at the college level, let alone ESL writing, cannot 

be traced back much farther than 100 years in the United States. Indeed, college writing 

courses "originated in 1874 as a Harvard response to the poor writing of upper 

classmen..." (Rose, 1998, p. 10). The needs of nonnative speakers, however, were not 

given quite the same consideration during this time period. According to then president 

Theodore Roosevelt, "It would not be merely a misfortune, but a crime to perpetuate 

differences of language in this country.. .we should provide for every immigrant.. .the 

chance to learn English, and if, after say five years, he has not learned English, he should 

be sent back to the land from whence he came" (qtd. in Agnew, 1994, p. 4). The 

president, unfortunately, did not seem to have concrete ideas as to how the "immigrant" 

was to learn English or how proficiency in English was to be determined. While there 

was little discussion of how nonnative speakers were to learn how to speak and write in 

English, the literature on English speakers learning to write a foreign language may 

certainly be traced back to this point. 

The Infancy of Second Language Writing: The Grammar-Translation Approach 

While many discussions of ESL writing begin with an examination of 

audiolingualism (see below), it is perhaps more appropriate to look back a bit further in 
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history to the teaching of classic languages (i.e. Greek and Latin) for the roots of teaching 

ESL writing. As mentioned by Celce-Murcia, "by the beginning of the nineteenth 

century.. .[t]he analytical Grammar-Translation Approach became firmly entrenched as a 

method for teaching not only Latin but, by extension, modem languages as well" (2001, 

p. 4). With its focus on the reading and translating of texts, and its neglect of spoken 

language, Grammar-Translation (G-T) was the dominant method for teaching reading and 

writing in a second language over 100 years. 

While G-T may seem hopelessly outdated to many today, it is important to note 

that its use continues in many regions, perhaps due to the fact that its focus on the 

grammar of the language does not require that the teacher have the ability to 

communicate in the language being studied. The focus on written translation, rather than 

oral communication, also permits a single teacher to teach large groups of students at 

once. The advantage of such a method is clear when one considers that in many areas, 

such as in Laos where a colleague of mine teaches, class sizes of 50 or more students are 

still common in beginning language classes. This method is also commonly used in 

situations such as in Turkey or China where the students are learning the language in 

order to pass college entrance exams or government exams on the written language 

required for employment. 

The Influence of Behaviorism 

The next stage of second language writing was heavily influenced by the work of 

behavioral psychologists such as John Watson and B.F. Skiimer, who saw learning as 
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being habit formation. This philosophy, in turn, formed the basis for the creation of 

Audiohngualism, as laid out by Charles Fries' oral approach (1945). This approach 

applied to L2 writing is sometimes referred to as "Structuralism" (Kem & Warschauer, 

2000) or "Controlled Composition" (Silva, 1990). Audiohngualism, as developed in the 

40s and 50s, saw language learning as a process of habit formation. According to this 

thinking, "[the] more often something is repeated, the stronger the habit and the greater 

the learning" (Larsen-Freeman, 1986, p. 40). Given these assumptions, errors were to be 

avoided and the emphasis was placed on "formal accuracy and correctness" (Silva, 1990, 

p. 12). The role of the teacher was to provide accurate (and carefully selected) language 

samples that the students could repeat and memorize, and structural frames within which 

students could provide controlled substitutions. 

While Audiohngualism differed from the Grammar-Translation Approach in that 

it emphasized spoken, rather than written language, it still shared several important 

features with that earlier method in terms of the way that its syllabi were structured. First, 

the sentence was still the primary unit of analysis. Second, the language syllabus was 

typically structured based on linguistic categories (Kem & Warschauer, 2000). As 

anyone who learned a foreign language during this time period will remember, writing 

practice in Audiohngualism usually "took the form of sentence drills—fill-ins, 

substitutions, transformations, and completions" (Raimes, 1991, p. 408). As with the G-

T Approach, Audiohngualism has a heavy emphasis on grammatical structures, taught 

inductively, and little regard for the context of the communication. Audience and 

purpose were not considerations for writing. 
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Cognitive Approaches to Second Language Writing 

As so often seems to be the case in language learning and teaching theory, there 

was an eventual theoretical backlash against the ideas of Behaviorism. One of the leaders 

of this attack was Noam Chomsky. Chomsky, and others, justifiably claimed that the 

idea of first language learning purely as a result of habit formation was inadequate 

because it did not explain the fact that speakers can produce and/or understand a large 

number of perfectly grammatical utterances that they have never heard before. Instead, 

Chomsky, as laid out in his theory of transformational-generative grammar (1957), 

argued that humans are equipped with a language acquisition device (LAD) that enables 

us to leam language. Errors, according to followers of this model, are simply a natural 

part of learning a language, as a language learner creates a mental construction of the new 

language. This theory of first language acquisition soon led to changes in Second 

Language Acquisition (SLA) Theory as well. 

This new theory of language learning led to the creation of the Cognitive Code 

Approach by Jakobovits (1968, 1970), which de-emphasized the role of habit formation. 

Instead, this approach encouraged learners to consciously think about and discuss how 

the new language operates based on the samples they are exposed to. Making mistakes 

was seen as an important part of learning, as they helped learners to test hypotheses and, 

eventually, led to rule formation. Chomsky's work also influenced Krashen and Terrell's 

Natural Approach (1983) to language learning, which also emphasized the importance of 

adequate "comprehensible input" and saw errors as a natural part of the learning process. 
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In the Natural Approach, an attempt is made to provide adequate context in a learning 

situation so that the students can, once again, form their own rules about how to use the 

language in a given situation. As this discussion illustrates, all of these Cognitive 

Approaches more actively involve the learner in the language learning process than did 

their Grammar-Translation or Audiolingual predecessors. 

Sociocognitive Approaches 

The key difference between the sociocognitive theory of language learning and 

the cognitive approach is that the former maintains that language is a socially constructed 

phenomenon (Hymes, 1971) while the latter does not formally consider this aspect. As 

the name implies, however, this theory does not deny the importance of cognitive 

processes in language learning; it merely claims that the cognitive alone is inadequate. 

Dell Hymes, in response to Chomsky's mentalistic approach towards linguistic 

competence, created the notion of "communicative competence" and maintained that 

"there are rules of use without which the rules of grammar would be useless" (p. 10). 

A conscious consideration of language is also emphasized in the work of Robert 

Kaplan, the founder of Contrastive Rhetoric (a particularly important development in 

ESL writing), but Kaplan argued that language learning and teaching must reach beyond 

the sentence level in order to accurately reflect the complexity of language. He also 

maintained that the ".. .teaching of reading and composition to foreign students does 

differ from the teaching of reading and composition to American students, and cultural 

differences in the nature of rhetoric supply the key to the difference in teaching 
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approach" (1966, p. 1). Just as "contrastive grammar" was being taught in second 

language classrooms, Kaplan believed that "contrastive rhetoric" must be taught as well 

(p. 14). 

The Process Approach 

The Process Approach, also sometimes called "Focus on Form" (Raimes, 1991), 

reflects a major shift in second language writing pedagogy in that it was inspired by 

research on first language composing by scholars such as Emig (1971), Graves (1984), 

Flower and Hayes (1980) and Zamel (1976). Zamel argued that teachers of ESL 

composition were being "deprived.. .of much valuable information" by pretending that 

LI and L2 composition were not closely related (p. 68). Both Taylor (1981) and Zamel 

(1976) believed that ESL writers were likely to use similar strategies to those used by 

native speakers of English during the writing process and that the research on first-

language composition could make a valuable contribution to ESL composition. 

As impUed by its name, the Process Approach does not focus on pattern drills or 

grammatical forms, but on the overall process of writing. As opposed to the 

Audiolingual Approach, in the Process Approach "linguistic accuracy.. .is now often 

downplayed, at least in the beginning of the [writing] process" (Raimes, 1991, p. 410). 

Unlike the Audiolingual Approach, where writing was the process of linking together 

already learned structures, the Process Approach sees the composing as a "non-linear, 

exploratory, and generative process whereby writers discover and reformulate their ideas 

as they attempt to approximate meaning" (Zamel, 1983, p. 165). This approach is meant 
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to reflect the complexity of the writing process, which is . .a complex, often messy 

process" (Sadler, Brobbel, & McGaffey Sharp, 2002, p. 81). 

In the Process Approach, writing is seen as having various stages: inventing, 

focusing, drafting, revising, and editing. This process is also recursive, meaning as 

writers ".. .we move forward by looking backwards at what we have already written to re

evaluate what we have said and make changes" (Sadler et al., 2002, p. 82). Rather than 

having the teacher act as the model for students to follow, a Process Approach classroom 

"calls for providing a positive, encouraging, and collaborative workshop environment 

within which students, with ample time and minimal interference, can work through their 

composing processes" (Silva, 1990, p. 15). The Process Approach does not deny that 

grammatical knowledge plays an important role in writing, but it maintains that 

grammatical knowledge alone is no guarantee of good writing. 

While the Process Approach continues to play a very large role in academic 

writing for both native and normative speakers, it has also been criticized by some as 

failing to give students an accurate view of what academic writing is really like 

(Horowitz, 1986b; Johns, 1990; Reid, 1984). Horowitz, for example, argues that the 

Process Approach does not really "bear any resemblance" to the kind of writing that 

students will be doing in other classes (1986b, p. 144). Horowitz also maintains that the 

Process Approach doe not reflect the kind of grading that students will encounter in other 

classes, where they will be turning in only a final draft of any papers. While this is 

certainly a valid form of the approach, Raimes (1991) mentions that she "teaches two 

kinds of writing in [her] classes: writing for learning (with prewriting, drafts, revisions, 



36 

and editing) and writing for display (i.e. examination writing)" and that her students "are 

aware of the different purposes and strategies" (p. 415). Other criticisms of this approach 

are that it "neglects to seriously consider variations in writing processes due to 

differences in writing tasks, and situations" (Silva, 1990, p. 16). While there are clearly a 

number of valid criticisms for the Process Approach, I agree with Raimes when she says 

that "the process approach more than any other seems to be providing unifjdng theoretical 

and methodological principles" (1991, p. 422). 

English for Academic Purposes (EAP) 

English for Academic Purposes focuses on the expectations of the academic 

reader rather than on the writer (Horowitz, 1986b; Raimes, 1991; Silva, 1990). In this 

approach, the writing instructor often runs a theme-based class in which the writing is 

produced for a specific audience, such as an ESL writing class with economics as the 

theme. The audience being written for, then, does not consist of class members, but a 

specific academic discipline. In this situation, the students would be taught the academic 

writing style of economics rather than focusing on only the more general process of 

writing, with an emphasis on personal writing (Raimes, 1991), which some saw as little 

more than . .humanistic therapy" (Horowitz, 1986a, p. 789). Under this approach, 

"writing is the production of prose that will be acceptable at an American academic 

institution, and learning to write is part of becoming socialized to the academic 

community" (Silva, 1990, p. 17). Often this process is illustrated as a triangle of 

interaction between the writer, the text, and the reader, with each element influencing the 
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others. The Process Approach, on the other hand, would be visuahzed as the writer 

influencing both the text and the reader, with no influence flowing in the opposite 

direction. 

Figure 2.1: A Comparison of EAP and the Process Approach 

English for Academic Purposes Process Approach 

Writer Writer 

Text 

Reader Text Reader 

As with all the previous approaches, English for Academic Purposes has received 

its share of criticism. The focus of this approach on academic discourse communities 

brings up the issue of whether or not academic writing is a good model for students to 

follow at all (Raimes, 1991). Some might certainly argue that academic writing can be 

some of the least reader-friendly text produced. Silva (1990) also sees this approach "as 

much a reaction to the process approach as an attempt to construct a new and distinctive 

perspective on ESL composition" (p. 16). Raimes also believe that the emphasis of this 

approach on specific genres of writing may lead to a throwback of memorizing 

"prescriptive patterns" (1991, p. 412). 
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State of the Field Today and the Future 

The reahty of ESL writing, of course, is not as clear cut as the categories above 

might imply. Most college ESL writing classes today take elements from the Process 

Approach and English for Academic Purposes, at the very least. However, writing 

classes containing students at a lower proficiency level may very well make use of other 

approaches, ranging from Grammar Translation to EAP and everything in between. As 

with many fields, there seems to be an unfortunate trend in which approaches (or 

theories) evolve and are then quickly made extinct. Silva sees this as occurring in five 

steps: 

1. an approach is conceptualized and formulated in a rather limited fashion; 
2. it is enthusiastically (some would say evangelically) promoted; 
3. it is accepted uncritically; 
4. it is rejected prematurely; and 
5. a shiny new (but not always much improved) approach takes its place (1990, 

p. 19). 

I would suggest that the progression of approaches discussed above illustrates this theme 

and also argue that future approaches to L2 writing should carefully take into account the 

benefits and drawbacks of previous approaches. Rather than rejecting previous accounts 

as a whole, positive aspects should be integrated into the new. 
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Characteristics of the Writing of International and Resident ESL students 

As discussed in Chapter 1 of this study, the traditional thinking of ESL students at 

U.S. colleges and universities as solely coming from other countries is problematic. 

There has been extensive research regarding the characteristics and needs of these 

"traditional" ESL students over the years. While the vast majority of research that has 

been done on this topic does not explicitly differentiate between international and 

immigrant ESL students, it is usually clear from descriptions of the participants that they 

are international rather than residents. Those that do focus on students from abroad 

studying in the U.S. seem to agree on several important points. First, this type of ESL 

writer seems to do less planning before begiiming the writing process in comparison to 

native speakers of English (Harris & Silva, 1993; Silva, 1993). Second, once the initial 

text is written, this type of student tends to do less revision than their native speaker 

counterparts (Ferris, 1999; Harris & Silva, 1993; Matsuda, 1998; Silva, 1993) and, as 

might be expected, has more difficulty revising "by ear" (Harris & Silva, 1993, p. 529). 

The term "resident non-native speakers of English" (RNNS) is (at best) vague, but 

for the purposes of this study it has been defined as the diverse group of students who are 

non-temporary residents of the U.S. who do not speak English as their first language. 

This would include, then, a college student bom in China who moved to the U.S. with her 

parents at the age of thirteen, and who has attended school here since that time. 

However, it could also include a student bom in the U.S. who grew up speaking Spanish 

as his primary language in Nogales, Arizona. This group would also encompass some 

(but not all) Native American students, and some students from U.S. territories like 
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Puerto Rico, American Samoa, etc. As might be imagined, this is a very diverse group in 

terms of language proficiency and, depending on the region of the U.S., may vary 

considerably in terms of ethnic and linguistic background. 

There is general agreement on the fact that this group is a growing and significant 

population in institutions of higher learning in the U.S. (Frodesen & Stama, 1999; 

Harklau, Losey, & Siegal, 1999; Harklau, Siegal, & Losey, 1999). Unlike the case of 

international students, however, it is very difficult to estimate how many resident ESL 

students exist as "U.S. colleges and universities collect virtually no information about 

U.S. residents' or citizens' native language status" (Harklau, Siegal et al., 1999, p. 2). 

These researchers estimate, however, that there may be as many as 225,000 limited-

English proficiency students who graduate fi:om U.S. high schools each year. They also 

mention that in some settings, "particularly urban 2-year colleges, students fi"om non-

English language backgrounds already do or will soon form the majority of entering 

students..." (1999, p. 3). 

While these students do often share the characteristic of limited English 

proficiency with their international counterparts (Chiang & Schmida, 1999; Ferris, 1999; 

Frodesen & Stama, 1999; Harklau, Losey et al., 1999; Harklau, Siegal et al., 1999; Leki, 

1999; Rodby, 1999), and therefore might benefit fi-om additional coursework in English 

as a second language, there are important differences in their characteristics that make 

their academic needs quite dissimilar from those of international students. Perhaps the 

most important difference, according to Chiang & Schmida (1999) is that ".. .on the one 

hand, they are not fully comfortable with speaking, reading, or writing their heritage 
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language, whereas on the other hand, they are not fully integrated into the culture of 

mainstream, academic English" (p. 86). While these students often identify themselves 

as bilingual they may sometimes "...not possess the full linguistic facility to participate 

fully as members of [their] cultural group" (p. 86). This is especially true in the case of 

students who arrived in the U.S. at a young age and, therefore, had little or no formal 

schooling in their LI. 

This is important because ESL texts often make the assumption that international 

students are the regular population of college ESL classrooms and that students are 

literate in another language that they can refer to (Chiang & Schmida, 1999; Harklau, 

Siegal et al, 1999). These texts also typically assume that the students using them will 

have learned English "through formal, metalinguistically oriented classroom instruction" 

(Harklau, Siegal et al., 1999, p. 2), but this is often not true of the RNNS population who 

frequently learn English in "communication-oriented immersion-submersion settings" 

and who may, therefore, "lack the knowledge of metalanguage used by teachers to make 

comments about rhetorical aspects of student writing..(Ferris, 1999, p. 145). While 

these students may sometimes lack some of the language-related academic skills of their 

international counterparts (identified by Cummins (1979) as Cognitive Academic 

Language Proficiency or CALP), their informal communication skills (called Basic 

Interpersonal Communicative Skills or BICS by Cummins) may be quite high in 

comparison to international ESL students (Leki, 1999). 

This section will compare and contrast the available research on international and 

resident NNS that relates to the seven areas listed below: 
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1. Backgrounds 
2. Planning 
3. Drafting 
4. Error Types 
5. Feedback and Revision 
6. Final Texts 
7. Future Goals 

Backgrounds 

While both international and resident ESL students bring diverse cultural and 

language backgrounds to the classroom, it is usually only the international students that 

also bring the potential of "sophisticated literacy skills in their native languages" as well 

(Dong, 1999, p. 277). These literacy skills have often come about because many of these 

individuals come from "privileged and well-educated backgrounds" although some may 

have also come to the U.S. because they were unable to fulfill the entrance requirements 

for advanced education in their home countries (Reid, 1998a, p. 6). This factor is 

important because research has shown that ESL students with literacy skills can transfer 

those skills (Cummins' CALP') to the new language they are learning (Dong, 1999; 

Friedlander, 1990; Mohan & Lo, 1985; Reid, 1998a), thus enabling them to "acquire 

English language skills faster than those without native literacy skills" (Dong, 1999, p. 

277). hi addition, as discussed by Jones and Tetroe (1987), insufficient writing skills 

may also transfer from the LI, making their strong educational backgrounds all the more 

important. 

' While CALP does not correspond directly to writing skills, it is clear that many components of writing 
skills (e.g., organization, expression, and grammar) are important aspects of CALP 
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Unlike native speakers of English, these learners have typically learned English in 

a foreign language classroom, resulting in what Joy Reid calls "eye learners:" 

That is, they have learned English primarily through their eyes, studying 

vocabulary, verb forms, and language rules. These students know, understand, 

and can explain Enghsh grammar; they have usually learned grammar through 

methodologies that focus on rule learning. Often their reading skills are 

substantial. Usually, however, their listening and oral skills are hampered by lack 

of experience. (1998a, p. 6) 

While this "eye learning" gives students an academic knowledge of English grammar that 

surpasses all but a few of their Native Speaker of English (NSE) classmate counterparts, 

it is often a problem for the composition classroom. In addition to lower oral skills, this 

type of learning environment often means that "ESL writers ... simply do not have nearly 

enough practice in writing the types of English prose that will benefit them most in the 

English university environments" (Grabe, 2001, pp. 44-45). The problem is not that 

these students have no experience writing in English, but that the types of writing they 

do—often limited to fill-in-the-blank, answering questions on reading passages, and 

writing single sentence answers—is very different from what is expected in a 

composition classroom in a U.S. setting (Grabe, 2001; Leki, 1992; Reid, 1998c). This 

limited experience in writing beyond the sentence level in English means that EWS often 

must rely only on the rhetorical conventions from their LI when writing papers in 

English, resulting in the tj^e of paragraph structure that many mainstream teachers 

consider poorly developed and sometimes illogical. 
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While international students vary greatly in terms of LI, country of origin, 

religion, etc., they almost share one important characteristic: fluency—^both oral and 

written—in their LI. This is often not the case with RNNS. At one end of the linguistic 

spectrum for RNNS are the students who are fluent—^both in BICS and CALP—in their 

native language. As discussed by Reid (1998a), these individuals commonly completed a 

substantial amount of their education in their home country and their parents often chose 

to emigrate to the U.S. when their children were older. Because the parents in this 

situation had sometimes planned the move for many years, it is often the case that they 

also planned their children's' educational experiences accordingly. These students are, in 

many ways, similar to their international counterparts. 

However, most students in the resident category do not share these characteristics. 

Most arrived here earlier in life or were even bom here. The students in this group 

usually have extensive knowledge about American culture, frequently more so than their 

"native" culture. Many of them completed no formal education in their LI and some— 

including representatives from a number of Native American languages—may not have a 

written LI at all. Students on this end of the spectrum often graduated from American 

high schools and, in many cases, completed their entire educations in the U.S. school 

system. These students may be entirely fluent in their LI—or have only limited 

fluency—and often have limited or no experience writing in their LI. This mean that this 

group, unlike their international counterparts, often have no CALP from their LI that 

they can transfer to an American academic environment (Mohan & Lo, 1985). 
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The issue of fluency for this group is especially interesting as many times 

"language for these students is being used as a synonym for culture" (Chiang & Schmida, 

1999, p. 85). While these students may identify themselves as bilingual, Chiang and 

Schmida found that all the students in their study identified themselves as bilingual even 

if they did not speak the language. As they discuss, these students exist between two 

linguistic worlds: 

That is, on the one hand, they are not fully comfortable with speaking, reading, or 

writing their heritage language, whereas on the other hand, they are not fully 

integrated into the culture of mainstream, academic English by the virtue of the 

label, linguistic minority. Although at ease with their ethnic culture, these students 

do not possess the full linguistic facility to participate fully as members of a 

cultural group, particularly so if we view language learning as a transmitter of 

culture. (1999, p. 86) 

English may be the language some of these students use in their everyday lives, but they 

do not seem to accept it as being part of who they truly are. 

Depending on the schools they attend in the U.S., some of these students— 

particularly native speakers of Spanish—have been bilingual education programs, others 

participated in pullout programs, and others went directly into mainstream classroom. 

Sometimes this decision is made based on a careful evaluation of the needs of the 

students, but all too often it depends solely on issues of funding, available resources, and 

politics. Reid (1998a) calls this group "ear learners" because they usually learned 

English informally through immersion in the U.S. culture prior to their entrance in the 
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U.S. school system rather than in an EFL classroom. Their reliance on ear learning in 

their acquisition of English means that their written English often display 

"conversational, phonetic qualities" including "self-developed language 'rules' that may, 

upon examination, prove to be overgeneralized or false" (Reid, 1998a, p. 4). 

This diversity of educational and linguistic experience means that resident ESL 

students also have a variety of success rates in making the transition to the university. 

While the transition to mainstream education does often result in failure (Kelley & Sweet, 

1991), this is most often the case for students who came to the U.S. later in life and 

attended only a year or two of high school here. These students are likely to have a 

"combination of international and resident errors that make solutions to writing problems 

more complex." On the other hand, students who attended primary and/or secondary 

school here for a longer period—^whether in bilingual, pull out, or mainstream 

programs—^while being provided with sufficient support, are more likely to make the 

transition successfully (Reid, 1998a, p. 9). 

Planning 

Given that the Process Approach is perhaps the most common technique used in 

composition programs in the U.S., the initial stage—^planning—is certainly an area 

worthy of research. While the amount of research on this topic has been limited and—to 

the best of my knowledge—limited almost exclusively to the International population, 

Silva has found that "L2 writers did less planning (global and local) and had more 

difficulty with setting goals and generating and organizing material" (1993, p. 668). In 
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contrast, in an examination of ESL students who are proficient writers in their LI, 

Gumming (1989) found that this type of L2 writer did utilize successful planning 

strategies.  In the case of ESL students who were not as experienced writ ing in their  LI,  

Gumming's findings were similar to Silva's in that these writers did not plan effectively. 

Drafting 

The available research on the drafting process follows a similar pattern to the 

research on planning. Although the drafting process has been well-researched for INNS, 

there appears to have been no research on the drafting process for RNNS in U.S. colleges 

and universities. In general, the research indicates that the composing process of INNS is 

similar to that of native speakers of Enghsh (NSE) (Raimes, 1987; Silva, 1993; Wolfe-

Quintero & Gabriela, 1999). However, the drafting process for L2 writers is also more 

labor intensive, takes more time, and is more difficult (G. Hall, 1990; E. Hall & Jung, 

2000; Silva, 1993; Wolfe-Quintero & Gabriela, 1999). 

Error types 

Research into the types of errors produced by INNS and RNNS does exist, but— 

as with the previous areas—^the amount of study on RNNS is limited. Reid (1998b) 

believes that ESL errors have four primary causes: 

1. First-language interference 

2. Overgeneralization of English language rules, e.g. "Hecomed." 

3. High level of difficulty of the language structure 
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4. Production errors.^ (pp. 122-123) 

In differentiating between INNS and RNNS errors, Reid found that 

...typical international student writing will contain easily identifiable grammatical 

errors: article and preposition use, verb tense use within the framework of a 

paragraph, word order and word choice errors, and sentence boundary errors. 

Often the vocabulary and syntax will be relatively sophisticated, and few idioms 

will be present, and often international student writing will not demonstrate 

knowledge of U.S. academic rhetorical conventions. (1998b, p. 128) 

While some of these errors are "fixable," Reid points out that others, such as articles and 

prepositions are especially difficult to repair due to the complexity of their rules for use 

and because many languages may not use articles and/or prepositions at all. 

In contrast to INNS student errors, resident errors tend to share more similarities 

with those made by native speakers of English (NSE). These include "phonetic spelling, 

incorrect or missing verb endings, and often a sprinkle of inappropriately informal idioms 

and language" (Reid, 1998b, p. 128). However, as discussed earher, the range of 

language abilities among RNNS varies greatly and, therefore, some Resident NNS have 

error patterns much more similar to those of INNS. Valdes (1992) calls students with this 

pattern "Incipient Bilinguals"—English learners still in the acquisition process—and the 

former group "Functional Bilinguals." This distinction is important for Valdes as she 

maintains that incipient bilinguals may benefit from additional ESL coursework and that 

^ Reid describes production errors in this way: "These are "called 'mistakes' (as opposed to 'errors') by 
some ESL researchers, these are random blunders that the writers can recognize and repair if the errors are 
pointed out to them" (p. 123). 
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the number of errors in their writing will likely decrease over time with sufficient help. 

However, in the case of functional bilinguals, it is likely that even though they may have 

"native-like control of many levels of a second language, they will still continue to use 

leamer-like features of the language in certain expressions" (Valdes, 1992, pp. 102-103). 

In the case of functional bilinguals, then, Valdes believes "it is doubtfiil that direct 

instruction in English morphology or syntax will result in the elimination of these 

'foreign' or nonnative-like features," meaning that further coursework would not be 

useful for these individuals (p. 103). 

Feedback and Revision 

The areas of Feedback and Revision have received a great deal of attention for 

both INNS and RNNS students—likely because of the amount of research on the Process 

Approach. As discussed earlier, one of the findings regarding revision and INNS is that 

they do it much less than NSE. One explanation for this lack of revision, according to 

Ferris (1999), is that international students "may not, at least initially, see the purpose of 

teacher commentary on preliminary essay drafts" or the purpose of revision because they 

may "lack the pragmatic and cultural awareness that teacher feedback is meant to be 

taken seriously and considered carefully." This is especially true when the teacher's 

comments are indirect^, as these types of comments may be seen by the students as "a 

lack of confidence or competence" on the part of the teacher (p. 145). Another 

explanation for a lack of revision, according to Matsuda (1998), is that "group workshop 

^ An example of an indirect comment would be "You may want to consider adding to this explanation." 
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pedagogies developed in a first-language writing context may not be as effective for ESL 

writers as they are for NES writers" (p. 99). My own experience has certainly shown that 

many international students are intensely uncomfortable commenting on and criticizing 

other students' papers. 

INNS also differ in the kind of feedback they prefer in comparison to NSE. As 

anyone who has taught INNS is aware, they tend to prefer—and may benefit from— 

overt, rather than indirect, feedback on their writing that points out specific issues 

pertaining to grammar (A. Cohen, 1987; A. D. Cohen & Cavalcanti, 1990; Ferris, 1997, 

1999; Leki, 1990, 1991; Radecki & Swales, 1988) and structure (Ferris, 1997). In 

addition, as found by Grabe (2001), feedback in the form of model essays seems to be 

beneficial. Perhaps because of their preference for comments pertaining to aspects of 

grammar, Ferris (1999, p. 148) "found that student writers make primarily surface-level 

changes and relatively few macrolevel, content-focused revisions." 

While there has been some research that examines the effect of feedback on the 

revisions of RNNS, there is none that seems to make a comparison between INNS and 

RNNS (Ferris, 1999). Given Reid's (1998a) discussion of the difference between 

International—eye learners—and Resident—ear learners—students, it would seem 

apparent that they would benefit from different forms of feedback as well. In particular, 

indirect feedback—found to be problematic from INNS—may be perfectly useful for 

many RNNS (Ferris, 1995b; Ferris & Hedgcock, 1998). 

Unlike their international counterparts, it is highly likely that resident writers have 

had educational experience in the K-12 writing classroom. Because of this experience, 
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they will also be familiar with the feedback and revision process works (Ferris, 1999; 

Ferris & Hedgcock, 1998; Reid, 1998a) and seem more likely take such feedback 

seriously and use it successfully in revising their work (Ferris, 1995a, 1999; Hedgcock & 

Lefkowitz, 1994). In addition, unlike their international counterparts, Ferris (1997) found 

that RNNS were likely to use teacher comments to make "substantive," rather than just 

local, revisions (p. 148). 

Final Texts 

In terms of the final text produced, international students' papers were shorter 

(Matsuda, 1997; Silva, 1993), contained more errors (Matsuda, 1997; Silva, 1993), and 

were less effective "in the eyes of LI readers" (Silva, 1993, p. 668) than those of their 

native speaker counterparts. Matsuda (1998) notes that one important explanation for 

this is that some of the culturally coded assumptions implicit in many writing textbooks, 

essay prompts, and writing curricula may work against ESL students. It is not unusual 

for instructors of English, whether ESL or mainstream, to assume that INNS have 

knowledge regarding American culture and/or writing standards that they simply do not 

yet have access to. It is important to note, of course, that the characteristics of INNS are 

even more diverse than those of American students. A number of my international 

students, for example, have proven to be some of the best writers (NS or NNS) that I 

have ever worked with. There has been no discussion of the final texts of RNNS and/or 

how they compare to those produced by International students. 
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Future Goals 

The future goals of INNS and RNNS are as diverse as these two groups 

themselves. Perhaps the most important difference is the way in which they will likely 

use English in the future. For the majority of the international students studying here in 

the U.S., English is most important for them to ensure their success in this English-

language academic environment. What they learn in their composition courses will, it is 

hoped, aid them in successfully completing the writing components of the courses they 

must complete to attain their degree. While the ability of ESL composition courses to 

met this goal is debatable (Grabe, 2001; Lipp, 1995; Silva, 1993; Wolfe-Quintero & 

Gabriela, 1999), this is the primary use to which many students will put their English 

composing skills. 

RNNS, in contrast, will need to use their English writing skills in a much greater 

variety of roles. While ESfNS are likely to use their own languages when they enter the 

business world in their own countries, resident students will continue to use English in 

their workplaces and communities (Hartman & Tarone, 1999; Raimes, 1991). While the 

educational "stakes" are high for both of these groups, it is clear that the long term 

importance for English writing skills is much more important for the resident group 

The differing characteristics of INNS and RNNS students lead to differing needs. 

As mentioned above, while these students may sometimes be proficient in terms of 

informal communication (Leki, 1999), they often still need further help in developing the 

academic communication skills that are crucial for success in higher education. Unlike 

international students, who typically have strong academic skills in their first language, 
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RNNS students may lack these abilities entirely. Perhaps the most important difference 

between these two groups, however, has to do with their long-term goals. While some 

international students may desire to remain in the U.S., in general they "will probably 

only write in English as part of their educational requirement and even then probably 

only in a specific academic field..." (Hartman & Tarone, 1999, p. 100) and then later 

return to their home countries. RNNS students, on the other hand, will need to be able to 

use their English skills for a much wider range of purposes, including their future careers 

in the U.S. Unlike international students, who will probably perform their jobs largely in 

their native languages, resident nonnative speakers ".. .need to be able to write in English 

for the rest of their working and earning lives. They need to leam not only what 

academia expects but how to forge their place in it, and how to change it" (Raimes, 1991, 

p. 420). 

As this brief review of literature on the subject of ESL writing shows, there has 

been a great deal of research on INNS here in the U.S. and some research that has 

examined the issue of RNNS students. However, there has been very little research 

directly comparing these two groups. 
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Placement 

The issue of placement is one of the most challenging and, at times, politically 

sensitive issues facing writing program administrators. When attempting to meet the 

needs of students from such a wide diversity of backgrounds, ranging from INNS who 

arrived from Japan one week ago and have never before set foot in the U.S. to RNNS 

Latino students who were bom and raised in the U.S. but grew up speaking Spanish at 

home, the issue of finding the best placement is crucial. This diversity has led to 

increased calls for teachers to be "adequately trained and professionally prepared to 

recognize and attend to the increasingly blurred cultural and linguistic boundaries of 

linguistically diverse students" (Chiang & Schmida, 1999, p. 94). 

Unfortunately, as noted by Ferris & Hedgcock (1998), there has to this point been 

little research on the differences between INNS and RNNS and the implications of these 

differences for the composition classroom. In fact, as argued by Harklau, et al., "the 

field of college ESL in general, and academic writing in particular, focuses on a 

population of international students who enter postsecondary institutions in the United 

States after completing primary and secondary education abroad" (1999, p. 2). Research 

into this area is especially crucial, as Adamson (1993) and others have suggested that 

writing may be the key skill for ESL learners in ensuring future academic success. 

Because these two groups—international and resident—are different in a number 

of important ways, this section will examine the placement options for each separately. 

In his important article titled "On the ethical treatment of ESL writers," Tony Silva 

maintains that there are four basic ways that ESL writers must be respected in order to 
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ensure their success in our writing programs. First, they must be understood. Second, 

they must be "placed in suitable learning contexts." Third, they must be provided with 

instruction that is appropriate. Finally, they must be evaluated fairly (Silva, 1997). hi 

this section I will evaluate the four most common placement options for international and 

resident NNS composition students, keeping Silva's criteria in mind: 

1. Mainstream Composition 
2. Basic Composition 
3. ESL Composition 
4. Cross Cultural Composition 

International Nonnative Speakers 

Mainstream Composition 

In mainstreaming, ESL students are placed into the same courses as all the other 

writing students in the university. Tony Silva calls this placement "the sink or swim 

option" (1994, p. 38). Most research done on this topic has found that this is the most 

typical placement for all ESL students (Braine, 1994, 1996; Harklau, Losey et al., 1999). 

Braine (1996), for example, found that 36 out of 46 of the colleges and universities in 

Alabama placed their ESL students solely into mainstream sections of freshman 

composition. Silva points out that there are some potential benefits to this placement, 

including the need for no new courses and/or administrative support, hi addition, "in 

theory, mainstreamed ESL and NES students would profit from their interaction in such 

classes, gaining new cultural and linguistic insights" (Silva, 1994, p. 38). 

This placement, however, goes against the recommendation of ESL writing 

specialists (Braine, 1996; Harklau, Losey et al., 1999; Hillenbrand, 1994), who claim that 
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such placement is detrimental for these students. They argue that in mainstream classes 

taught by non-ESL instructors "ESL students' differences could be considered and 

treated as intellectual deficiencies by teachers, resulting in 'resentment, alienation, loss of 

self-confidence, poor grades, and, ultimately, academic failure' for the students" (Braine, 

1994, p. 25). In addition, these differences may even be perceived as being something 

worse than deficiencies. As discussed by Penfield (1988) in a study of more than 160 

non-ESL trained mainstream teachers who had ESL students in their courses, the lack of 

knowledge regarding ESL issues seemed to lead to "negative interpretations of [the 

students'] behavior," with all comments made to the researcher about Latino students 

being negative (p. 31). 

hi addition to a lack of ESL training on the part of many mainstream instructors, 

INNS tend to feel isolated in such classes (Braine, 1996). Braine found that out of the 20 

ESL students who withdrew from their mainstream English class over the course of his 

study, 17 did so because "they did not feel 'comfortable' in mainstream classes", while 

three additional students withdrew on the advice of their instructor (1996, p. 98). Braine 

gives an example of how a lack of such training can lead to student discomfort by 

mentioning two ESL students whose "mainstream teacher remarked on the first day of 

class that ESL students 'soaked up' all her office hours" and another whose teacher read 

her drafts aloud, with the other student in class laughing at her errors (1996, p. 98). 

Unfortunately, given the teaching loads and class sizes many writing teachers now face, 

this may sometimes be a legitimate concern for both the teacher and the ESL student, 

who may not receive adequate face time with the instructor. 
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Ransdell (1994) agrees that many mainstream teachers avoid ESL students 

because of time issues, but adds that many of these also "worry that they won't be able to 

help students with their writing problems" and that they "won't be able to understand 

what their students are trying to communicate (p. 217). She believes that these fears are 

not necessarily justified and that instructors who listen carefully to their NNS and work 

with them patiently will also cause their classmates to do the same (p. 218). 

The problem of instructors feeling unable to help ESL students is often 

compounded by teachers who have "little or no training in how to deal with ESL 

problems" (Hillenbrand, 1994, p. 125) and who may be unable to "pinpoint more subtle 

rhetorical differences caused by the different language backgrounds of ESL students" 

(Braine, 1993, p. 6). Indeed, one mainstream teacher with ESL students in her course 

commented that she had no idea that people with different language backgrounds might 

organize their papers in a different manner from NS. Unfortunately, this leads many 

mainstream instructors to focus on what is most easily apparent—grammar—while 

ignoring the larger issues discussed above (Agnew, 1994). In addition to a lack of 

knowledge about ESL students rhetorical and linguistic differences, Silva (1994) also 

points out that ESL students may be held to unfairly high standards with regard to topics 

like American culture and history, which mainstream instructors can normally expect 

their students to be very familiar with. 

It is important to note that this knowledge can certainly be gained by instructors 

over time. As discussed by Barbara Kroll, who first encountered ESL students when 

teaching a "regular" English class, she initially "had virtually no curiosity about why 
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their Enghsh was so different from that of the 'regular' students in the class" and did not 

initially "perceive them as language learners" (2001, p. 9). However, the question is 

whether ESL students should have to wait for mainstream English teachers to become 

more educated about second language issues or if such students should be presented with 

other options for their English classes. Indeed, based on her own experiences, Kroll 

believes that "those who teach writing to even a single ESL student must have some 

background in the field of language learning as well as their own personal experiences [as 

language learners] to reflect on and inform their teaching" (2001, p. 9). 

Basic Composition 

As an alternative to strict mainstream placement, other institutions place INNS 

into basic, or remedial, writing classes, again designed for NS. In remedial placement, 

INNS are placed in courses with NSE who do not place into the "standard" beginning 

composition course. In George Braine's (1996), study of 46 Alabama schools, he found 

basic composition placement was utilized by seven and placement by 36 of all ESL 

students into the mainstream courses, leaving only three schools in his sample that 

utilized ESL-only classes. Santos (1992) also researched this option and found that in 

some cases universities that had separate ESL courses are now merging their ESL and 

basic writing classes. Placing ESL students in these courses has the same potential 

advantages as placing ESL students in the mainstream in that there is no need to create 

new courses and students have the possibility of interacting with NES. In addition, as 

mentioned by Silva (1994), it is also likely that basic writing teachers will be more 
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sensitive to the needs of 'different' students and—if their classes are smaller—^be in a 

better position to give ESL writers some extra attention" (p. 39). It is also true that ESL 

and NSE basic writers "share certain characteristics such as problems with punctuation 

and a lack of coherent rhetorical structure, standard sentence construction, and control 

over some grammatical structures" (Braine, 1993, p. 7). 

While there are some similarities between NES basic writers and ESfNS, there are 

also a number of very important differences between these two groups and, as discussed 

below, even their surface similarities may have very different underlying causes. 

Because of this, a number of researchers agree that this option may be the least 

appropriate one for ESL writers (Braine, 1993, 1996; Hillenbrand, 1994; Leki, 1992; 

Silva, 1994). Perhaps one of the largest differences between INNS and their NES basic 

writing counterparts is that the INNS are often very fluent writers in their first language 

and are sometimes quite skilled in English writing as well (Braine, 1993; Silva, 1994), 

although their oral communication skills are usually less developed than their NSE 

counterparts. 

The linguistic explanation for the problems these groups experience are also 

different. As discussed by McKay & Homberger (1996), the linguistic problems 

experienced by ESL students are often the result of transfer from their native language 

and/or a simple lack of understanding of English grammar rules. An example of this 

would be the difficulty Japanese students have in mastering the English system of 

articles. NSE basic writers, on the other hand, are more likely to have linguistic errors 

because of limited exposure to academic texts (Silva, 1994) or because they attempt to 
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use an informal oral register in academic writing. Because INNS have often "learned 

even conversational skills irom textbooks, [they] tend to use a formal register in their 

writing" (Leki, 1992, p. 8). Organizational problems also have a similar explanation, 

with international ESL writers attempting to transfer the rhetorical patterns from their 

own language to English, hi the case of native speakers of Spanish, this often results in 

what NSE consider to be very long and redundant paragraphs. These students are 

following a very correct pattern, but just not the correct pattern for English. For NSE, on 

the other hand, the problem is more likely, once again, to be due to limited experience 

with academic writing. 

The issue of teacher training is also problematic for placing ESL students in basic 

writing. As with the mainstream courses, it is not appropriate to place these students into 

basic writing course where the instructors have little or no ESL training. These 

instructors "may not have any more insight into the characteristics and needs of ESL 

writers than those who teach mainstream classes" (Silva, 1994, p. 39) and the end result 

"is generally negative for both students and the instructors" (Hillenbrand, 1994, p. 125). 

Perhaps the most disturbing aspect of placing ESL students in remedial writing 

classes is that it may have a negative impact on not only the INNS but also on the NSE 

basic writers. In this situation, NSE basic writing students, who are often minorities, 

"could infer that they are viewed as being somehow outside of their own culture, as non-

native speakers of their own language" (Silva, 1994, p. 40). In short, they may see the 

presence of ESL students in these classes "as another instance of their own 

marginalization" (Leki, 1992, p. 28). 
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ESL Composition' 

ESL composition courses are designed specifically with the needs of NNS in 

mind and are the recommended placement for INNS in the minds of many scholars 

(Braine, 1996; Cai, 1993; Silva, 1997; WilUams, 1995). This placement is an important 

one for L2 writers " because they have special needs (distinct from LI writers, whether 

they be basic or skilled) [that] might be best served by being given the option of taking 

(credit-bearing, requirement-fulfilling) writing classes designed especially for them..." 

(Silva, 1993, p. 670). Unfortunately, some research has found that this is still the 

exception, such as in Alabama where Braine (1996) determined that only 3 of 46 colleges 

and universities surveyed offered these courses. At the same time, other research, such as 

a nation-wide survey of 100 colleges and universities by Williams, found that 90% had 

some form of separate ESL composition courses (1995). However, it is important to note 

that Williams specifically targeted institutions that she believed had "significant second 

language population," potentially skewing her results (p. 158). 

Whatever the true percentage of schools that offer separate ESL composition 

courses, it is clear that students may benefit from them and, as determined by Braine, "the 

enrollment figures clearly indicate that, when given the option, an overwhelming 

majority of ESL students preferred to enroll in ESL Composition ... classes." (1996, p. 

99). One of the reasons for this preference, as discussed earlier, is that placement into 

mainstream or basic writing classes can be psychologically uncomfortable for INNS. 

This study focused on ESL composition for students enrolled at the universities rather than ESL 
composition taught to students attending intensive English programs that do not give university credit. The 
studies examined in this section of the literature review focus on ESL composition at the university. 
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Enrollment in ESL composition, because it may result in less "anxiety and inhibition" 

will also likely aid in the language acquisition process for these students, resulting, as 

Braine found in his research, in "better performance on the exit exam in [composition] 

classes" (1996, p. 99). 

hi addition to the decreased student anxiety, it is also much more likely for 

students enrolled in ESL composition classes to have instructors experienced in TESOL. 

This training and experience with such students means that the instructors will have a 

deeper understanding of the linguistic, rhetorical, and cultural difficulties facing these 

students (Silva, 1993). Unfortunately, it is not always the case that such courses are 

taught by instructors with degrees and/or experience in TESOL. In her survey of 100 

schools, Wilhams (1995) found that only 41% of the ESL composition instructors at 

these schools had TESOL degrees and/or previous experience, while the rest came from 

fields ranging from composition, to literature, to linguistics (p. 167). 

Some have criticized ESL composition course for a number of reasons. First, 

given the ever-present budget woes of most universities, the need and expense to create a 

new ESL composition program has been claimed as unnecessary (Silva, 1994). 

However, given the earlier discussion of the inappropriateness of the existing options, 

such an expense is clearly necessary. In addition, if the program is located within an 

existing one, such as NS composition, the need for added administration is minimal. 

Since the ESL students who would have been in mainstream composition will simply be 

shifted into the new area, the need for hiring of additional instructors is also minimal as 

the number of student in the mainstream sections will drop accordingly. 
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A second criticism of these courses is that they "ghettoize" ESL students and hmit 

their contact with NES. However, considering that these ESL students are with NES in 

all of their other classes, and that composition courses take a maximum of 2 years for 

most students, this argument is hollow. Indeed, Silva (1994) sees these courses as "the 

only sheltered academic environments available to normative English speakers" and the 

one context "in which ESL students are not isolated, where they are in a position to meet, 

work, and develop a sense of community with those in a similar situation" (p. 40). 

A third criticism is that these classes are somehow remedial and subordinate to 

mainstream classes (Silva, 1994). Unfortunately, this is the case at a number of 

institutions. In schools that offer ESL composition, there are two common tracks for the 

students, as seen below in Table 2.1. 

Table 2.1: Two common tracks for ESL composition placement 

ESL Composition: Fulfilled • ; 
ESL Composition 0 
ESL Composition I 
ESL Composition II 

Williams (1995) found that about 77% of the schools she surveyed followed the track 

seen in column 1 (p. 159). The sequences seen above both assume a typical two-semester 

composition sequence, with an additional semester {Composition 0) for students needing 

a basic writing course. This means that ESL students attending institutions like the one 

on the left may be required to take as many as 6 semesters of composition before 

completing their university requirement while students in the right-hand column will take 

ESL Composition: Prerequisite 
ESL Composition 0 
ESL Composition I 
ESL Composition II 
Composition 0 
Composition I 
Composition II 
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a maximum of three courses. Unfortunately, as discussed by WiUiams (1995), ESL 

courses are considered to be noncredit bearing, resulting in as many as three courses 

taken without credit that applies towards graduation. In the case of schools falling in the 

left-hand column, ESL composition is seen—justifiably it would seem—as being 

subordinate and remedial to NS composition. Given the tight budgets and time firames 

that INNS studying at our universities are under, the imposition of up to three extra 

composition courses may not be justified. 

Cross-Cultural Composition 

A final, and less commonly discussed, option for ESL placement is in cross-

cultural composition courses. These course are carefully designed to "include more or 

less equal numbers of ESL and NES students" (Silva, 1994, p. 40), thus deflecting any 

criticism about the segregation of ESL students. At the same time, because the ESL 

students are not outnumbered by their NSE counterparts, they do not suffer fi-om a sense 

of isolation as when placed in mainstream or remedial courses. Ideally, this type of 

course "has the potential to enrich both groups involved, culturally and linguistically, as 

well as to enhance their writing abilities" as they learn firom each other (Silva, 1994, pp. 

40-41). Unfortunately, from my own experience I have also found these courses some of 

the most difficult to design and implement. Given the presence of so many NSE, 

extended discussions on aspects of grammar, for example, are not usually possible. 

While I agree with Silva (1994) that cross-cultural composition is perhaps the most 

desirable placement option, choosing the right INNS and NSE is crucial. This option is 
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not appropriate for INNS with lower level skills. In addition, it is absolutely crucial to 

enroll NSE in these courses who have a deep interest in other cultures and languages. 

Given this combination, this option can, indeed, be ideal. 

Resident Nonnative Speakers 

RNNS traditionally have had the same four options for placement as INNS: 

mainstream, basic, ESL, and cross-cultural composition courses. However, as the 

following discussion will demonstrate, the appropriate placement for these students, in 

comparison to international students, is quite different. One reason for the complexity of 

the placement issue for these students, as discussed earlier, has to do with their varying 

level of English language ability and even in their residency status. Some of these 

students are truly bilingual, while others are only bilingual in terms of their oral language. 

Some, as discussed by Chiang and Schmida (1999), have no literacy skills in their first 

language, having only had formal schooling in an Enghsh-language setting, but still do 

not consider English to be their language. 

A large number of these students emigrated to the U.S. in their childhood, others 

are more recent arrivals, and others were bom and raised here. This group, as discussed 

earlier, is rapidly growing in numbers—and importance—yet there is "virtually no 

information" available about these students from our colleges and imiversities (Harklau, 

Losey et al, 1999, p. 2). What is clear about this group is that they now form a majority 

in many of the urban community colleges in the U.S., such as the "City University of 

New York (CUNY), where nearly half of the student body now consists of first-
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generation immigrants and Puerto Ricans" (Ward, 1997, p. 3). Because of this large 

number of RNNS, Leo van Lier (1988), explains the current situation like this: 

We increasingly find classroom in which only a few, or maybe just one, of the 

learners speak a native language which is different Irom the language of 

instruction. For these learners every classroom is an L2 classroom, and unless 

they are left to sink or swim, every teacher in such a classroom is at least a part-

time ESL teacher (1988, p. 7). 

Given the complexity of this situation, the challenge of giving these students the 

composition placement that will most beneficial to them is equally complex. 

ESL Composition 

While there is general agreement that ESL-specific courses are the most 

appropriate placement for international students, this does not appear to be the case for 

RNNS. These students often see placement in ESL-only classes as being negative and 

stigmatized (Harklau, Losey et al., 1999; Rodby, 1999). It is important to remember that 

many of these students attended at least some of their K-12 education (if not all) in the 

United States and, as often occurs, attended ESL classes for only part of their school day 

in pull-out programs. This aspect of being different from the rest of the students is not an 

experience that many of them wish to continue during their college experience. Perhaps 

it is because of this important contrast with INNS that RNNS often do not feel 

comfortable being placed in an ESL class with "foreigners," whom they often have "little 

in common with." In addition, as ESL courses often do not count towards graduation. 
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many of these students see them as discriminatory because they prevent them from taking 

courses in their major (Blanton, 1999, p. 125). This difference, in addition to the equally 

important differences in language backgrounds discussed above, makes placement in 

ESL classes inappropriate for many RNNS. 

Pedagogically, one of the most problematic issues with placing RNNS in ESL 

composition classes it that "traditional pedagogy in ESL classes assumes a focus on 

linguistic structures" (Blanton, 1999, p. 125) and a preexisting explicit knowledge of 

English grammar that few RNNS—or native speakers of English for that matter— 

possess. This assumption is based on another one—^that the students "have learned 

English through formal, metalinguistically oriented classroom instruction, that they are 

literate in their first language (LI), or that they have had considerable life experience 

abroad to be drawn on in interpreting their experience in the United States" (Harklau, 

Siegal et al., 1999, p. 2). This assumption is usually a safe one for international 

students—the primary population in ESL composition courses—^because they have 

learned English in a formal classroom setting where the focus is often on linguistic 

structures with the textbooks designed accordingly. hi addition, because ESL 

composition courses are usually designed for INNS, they typically assume that the 

students "have their first or native tongue to fall back to. Whereas they are not expected 

to have English mastery because it is their second tongue, they are presumed to have 

mastery in their native tongue. In many instances, this may be the case, but this is not 

true for all our students" (Chiang & Schmida, 1999, p. 93). None of these assumptions 

may be valid for the majority of the RNNS population. 
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Keep in mind that, given the diversity of this group, ESL placement indeed may 

be the best option for some more recent arrivals. Due to this range of English abilities, 

Valdes (1992) suggests differentiating between incipient bilingual students and 

functional bilingual students. Valdes characterized incipient bilingual students as having 

writing that exhibits many grammatical errors while functional bilingual students have 

ongoing and persistent errors that additional coursework is unlikely to change. Valdes 

maintains that ESL placement is the most appropriate placement for incipient bilinguals, 

while functional bilinguals should be placed in mainstream courses. This is in keeping 

with research by Collier (1989), who found that while Basic Interpersonal 

Communication Skills (BICS) can be attained in as little as 2 years. Cognitive Academic 

Language Proficiency (CALP) can take as long as 10 years. This was also the finding of 

Tarone et al. (1993), who found that immigrant students in the universities were more 

limited in terms of their writing abilities in comparison to their NS counterparts. One of 

the main advantages of ESL composition classes, as discussed earlier, is that it can 

provide "students with language instruction and experiences not commonly available in 

the mainstream" (Harklau, 1994, p. 267). While this has been well established for INNS, 

Ferris & Hedgcock (1998) found that immigrants could also benefit from instruction 

focusing on grammar and editing. 

Cross-Cultural Composition 

While there has been very little research on cross cultural composition for INNS, 

there has been none to speak of for RNNS. However, given the earlier discussion of 
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INNS, this seems a promising possibility. Once again, this type of course would negate 

the issue of the segregation of these students. In this situation, the RNNS could either 

enter the class as the NNS half or, potentially, as one of the native speakers. In addition, 

this type of course would offer RNNS the unique opportunity of keeping one foot in the 

culture of the U.S. while also exploring their ancestral culture with international students 

from their ancestral homelands. 

As in the case of the INNS, this placement option has the potential of being the 

best option for the resident students. However, there are several problematic elements. 

First, while it is easy to identify—and therefore place—international students into such a 

course, identifying RNNS, as discussed earlier, is much more difficult. Unless U.S. 

colleges and universities begin to gather information on first language status, the only 

way for students to take such a course would be through self selection. This, of course, 

would make it very difficult to plan on the number of sections needed. Second, from my 

own experience teaching cross cultural composition courses, I have found that some 

RNNS—^who registered for the class by chance—were very resistant to the idea of taking 

the class with "foreigners." I have found this to be especially frustrating in the case of 

students who were bom—or whose parents were bom—in other countries. Finally, the 

issue of pedagogy is problematic for this placement. As discussed earlier, the 

background knowledge of international and resident ESL students are often vastly 

different; meeting the needs of two such disparate groups in a single class would be 

challenging, to say the least. While there are significant challenges both pedagogically 
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and programmatically with cross cultural composition for RNNS, I do believe that this is 

an area that is worthy of—and demanding of—further research. 

Basic Composition 

Basic composition seems to be a common placement for many of the RNNS 

attending universities in the U.S. (Harklau, Siegal et al., 1999), to the extent that at many 

schools where ESL students are mainstreamed "developmental writing courses may 

become de facto ESL writing courses" (p. 6). On some levels, this placement—in 

comparison to ESL composition—does have merit. As discussed earlier, RNNS often 

have little in common with their international counterpart in terms of cultural and 

linguistic backgrounds. In addition, they have in common with their NS basic writing 

classmates the fact that they have limited experience with academic writing, are fluent in 

the oral language, and consider the U.S. to be their native country (Leki, 1992). 

While RNNS do share some of the characteristics of their NS counterparts, there 

are also some important differences that make basic writing placement problematic for 

them. While these students may often have the oral fluency of NS, "the writing of 

language minority students often does show evidence that English is not their mother 

tongue" (Blanton, 1999, p. 124). Unfortunately this evidence of their status as normative 

writers often goes unrecognized by basic writing instructors with no experience in 

teaching ESL students, resulting in their writing being labeled as bad rather than 

different, hi the cases where the writer is recognized as being a NNS, these students face 
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the same problem as their international counterparts who attend mainstream classes— 

instructors who may be unable or unwilling to help them. 

Mainstream Composition 

Mainstream composition, possibly preceded by basic composition coursework, is 

the most common placement for RNNS. Unfortunately, as with international students 

placed in the mainstream, "typically, mainstream instructors are troubled by uncertainty 

of how best to assist [resident] students in developing writing proficiency" as well 

(Frodesen & Stama, 1999, p. 63). If RNNS are placed into mainstream sections of 

composition, there are other potential problems, the most serious being their lack of 

CALP and their still-developing English literacy skills. In addition, while long term 

residents share many similarities with the NS in these courses, immigrant students do not 

tend to have the same cultural and linguistic backgrounds as their native speakers 

counterparts. As with the INNS, this may result in a "sink or swim" experience for these 

students (Silva, 1994, p. 38). 

Mainstream placement can be a good option for some RNNS, especially if they 

are English-dominant. However, students who are LI dominant and are given this 

placement often "speak very little in class, if at all." In addition, they may be "unwilling 

to read aloud, share their assignments out loud, or even respond to questions from the 

teacher" (Kelley & Sweet, 1991, p. 6). Given that Kelly and Sweet also found that the 

instructors in this study constantly "questioned the competence of their NNS students" (p. 

7) and that one composition instructor even called one of his Latino students "an 
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exception to the rule of Hispanic students" because he was "bright and a hard worker" (p. 

8), this finding may not be surprising. Considering the emphasis on classroom 

participation—^whether formally graded or not—in many classrooms today, this may put 

such students at a disadvantage to their NS counterparts. 

Given a mainstream or remedial placement, perhaps the best option for these 

students is help from a university writing center (Frodesen & Stama, 1999; Harris & 

Silva, 1993; Janopoulos, 1995; Rodby, 1999; Wolfe-Quintero & Gabriela, 1999). 

Unfortunately, the tutors at such writing centers, who are often students themselves, are 

typically "not adequately equipped to deal with some additional concerns of non-native 

speakers of English—the unfamiliar grammatical errors, the sometimes bewilderingly 

different rhetorical patterns and conventions of other languages..." (Harris & Silva, 1993, 

p. 525). The key to the success of writing centers in dealing with normative speakers 

(both resident and international) is for them to be equipped with ESL specialists. This, 

unfortunately, is still the exception at most universities. At the UofA writing center, for 

example, normative speakers of English make up the majority of the clients, but it was 

not until 2001 that a person with ESL training joined as one of the co-chairs of the center. 

In addition, the UofA has available to certain students the Writing Skill Improvement 

Program (WSIP), which provides one-on-one tutoring services free of charge to students 

either receiving need-based financial aid and/or certain disadvantaged minority groups. 

While this latter type of tutoring has been valuable for some of my own students, it is not 

available to all second language students (e.g. an immigrant from Germany). 
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CHAPTER 3 

METHODOLOGY 

In this chapter I describe the research site for the study, the research design for 

stage one and two, the participants for each stage, my role as researcher, and the data 

analysis procedures for both stages. 

This study was grounded primarily in ethnographic research, in particular 

utilizing the methodology of the ethnography of communication. In order to understand 

how utilizing the ethnography of communication may aid in the study of communicative 

competence it is first necessary to understand what, exactly, the goals of ethnographic 

classroom research are. According to Karen Watson-Gegeo: 

.. .ethnography is the study of people's behavior in naturally occurring, ongoing 

settings, with a focus on the cultural interpretation of behavior.... The 

ethnographer's goal is to provide a description and an interpretive-explanatory 

account of what people do in a setting (such as a classroom, neighborhood, or 

community), the outcome of their interactions, and the way they understand what 

they are doing (the meaning interactions have for them) (1988, p. 576). 

This definition contains several key concepts of ethnographic research. First, unlike 

experimental research, ethnographic research should be conducted in naturally occurring 

settings (Agar, 1996; Moerman, 1988; Nunan, 1992; Saville-Troike, 1982). There is no 

attempt by the researcher to control for possible confounding variables as the study is 

"designed." In the case of the present study, this means that I observed the students in 
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their classrooms as they interacted with their instructor and the other students in the class, 

rather than having the participants all gather together in a single room to respond to a 

carefully designed prompt. 

Closely connected to this idea is a second important feature of ethnographic 

research—that it is holistic in nature (Agar, 1996; van Lier, 1988; Watson-Gegeo, 1988). 

A holistic examination of a behavior goes beyond a simple description of some single 

action that has been observed. Instead, it is necessary to take that behavior and explain it 

"in relation to the whole system of which it is a part" (Watson-Gegeo, 1988, p. 577). The 

fact that a student sits quietly at the back of the class rather than participating actively in 

the classroom discussion, for example, may not mean anything. However, if that student 

is observed this way multiple times, and is then asked about the lack of participation in an 

interview, this behavior might be better understood in terms of its connection to the class 

in question, the academic environment overall, and the student's background. 

A third key component of ethnographic research is that it tends to be longitudinal 

in nature. Unlike "one shot research" often utilized in preexperimental studies, or even 

pre and posttest methodology utilized in true experimental research, ethnographic studies 

often take place over longer periods. Susan Philips' study of students on the Warm 

Springs reservation, for example, took place over a two-year period, and Shirley Brice 

Heath, in her study, "lived, worked, and played with the children and their families and 

friends in Roadville and Trackton" for nine years (Heath, 1983, p. 5). This longer period 

is crucial for researchers using this methodology. It allows them time and adequate data 

to develop both "thick description" and, in terms of holistic analysis, "thick explanation," 



75 

which adequately takes "into account all relevant contextual influences on the 

interaction..." (Watson-Gegeo & Ulichny, 1988, p. 3). In addition, ethnographic 

research, over the course of a study, may revise questions and hypotheses as new 

information suggests new possibilities. 

A final key characteristic of ethnographic research is that it incorporates an emic 

perspective (Agar, 1996; van Lier, 1988; Watson-Gegeo, 1988). The emic perspective 

requires that the situations being examined must be understood from the viewpoint of the 

actual participants. This is often referred to as the insider's perspective. This is crucial 

because without it a holistic explanation of participant behavior would not be possible. 

This often means that an ethnographer must spend a long period becoming familiar with a 

culture, learning the language, asking question of informants, etc. This is not to say that 

ethnographic methods may not be used on one's own culture. Indeed, by doing so an 

".. .ethnographer can plumb the depths and explore the subtle interconnections of 

meanings in ways that the outsider could attain only with great difficulty, if at all" 

(Saville-Troike, 1982, p. 110). 

As indicated above, the ethnography of communication has clear contributions to 

make to the study of classroom interaction. Unfortunately, as discussed in the 

introduction of this work, its use is still relatively rare in terms of publication in the 

domain of ESL writing. Ethnographic research, unfortunately, sometimes has a bad 

name. Many researchers in the field of language study see it as "unscientific" and claim 

that it does not have any real value. A partial explanation for these types of feelings may 

be, according to Watson-Gegeo, that. .many studies bearing the name ethnographic are 
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impressionistic and superficial rather than careful and detailed"(1988, p. 575). Watson-

Gegeo describes these as being studies in which the "researcher 'dive-bombs' into a 

setting, makes a few fixed-category or entirely impressionistic observations, then takes 

off again to write up the results" (1988, p. 576). While there are, unfortunately, a number 

of studies that fall under this Watson-Gegeo's definition, the majority of studies utilizing 

ethnography of communication that were found while performing this research were, at 

the very least, adequate in terms of methodology. In addition to the Qualitative Research 

Guidelines suggested by TESOL Quarterly (see Appendix C for the Guidelines) two 

studies, in particular, played a large role in the research design of this Dissertation. 

Perhaps the most pertinent ethnographic study found in terms of my own interests 

was conducted by Dwight Atkinson and Vai Ramanathan (1995) and is titled "Cultures of 

Writing: An Ethnographic Comparison of LI and L2 University Writing/Language 

Programs." This study examines a large U.S. university that has an ESL sequence that is 

quite similar to the one at the UofA. This school has an ESL institute (hke the Center for 

English as a Second Language (CESL) at the UofA) from which many of the students 

eventually move on to the regular university courses. Once enrolled in the university, the 

international ESL students are, typically, placed in separate sections of Freshman 

Composition, but those sections have the same course goals and procedures as the native 

speaker sections. Perhaps the main finding from this study was that the "cultural norms 

of academic writing and academic writing instruction" (p. 539) were quite different 

between the ESL institute and the regular university courses. 
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The researchers in this study did extensive participant observation and 

observation of both the teacher training sessions and the actual courses over a 10-month 

period. While this does not compare to the length of the studies by Heath and Philips, it 

does cover a full academic year of observation of a group of students. As these students 

scattered throughout the university after this point, this length of observation was 

probably adequate. I do believe, however, that follow-up interviews after the period of 

the main study might have revealed more regarding the adequacy of the writing program 

in preparing the students for their university experience. The authors of this study also 

demonstrate that they used a variety of data collection techniques, including teacher 

training observation, administrator and teacher interviews, classroom observations both at 

the ESL institute and the university writing classes, and the examination of various 

written documents. All of this data collection is explicitly discussed in their article and 

information from all of these sources is utilized during the analysis of the situation, hi 

their report, the authors provide both thick description of the writing programs and thick 

explanation of their findings, using information from their observations, interviews, 

document examination, etc. 

A second recent study investigating ESL learners, this time at the secondary 

school level, titled "ESL Versus Mainstream Classes: Contrasting L2 Learning 

Environments" was performed by Linda Harklau (1994). Harklau's Si/z-year ethnography 

followed four Chinese ethnic immigrant students as they make the transition from ESL to 

mainstream classes in a San Francisco bay Area high school. Harklau found advantages 

and disadvantages for ESL students in both tj^es of classes and that the ESL program in 
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the high school was "isolated and marginalized" (p. 241). Although she found that 

mainstream classes offered the chance for interaction with native speakers, the ESL 

students were rarely able to take advantage of the opportunity. 

As with the previous study, this one is in keeping with the TESOL guidelines. 

The author performed 165 hours of observations in 56 mainstream classes and 150 hours 

of additional observation in ESL classes over the 3y2-year period. This study is 

especially well designed in terms of following the students through the transition from 

ESL to mainstream classes. In addition to observations, there were 38 formal interviews 

and numerous informal interviews with students and teachers. Finally, school records 

and homework assignments were utilized as well. The longer term of observation in this 

study improves on the work by Atkinson and Ramanathan in that it allows the reader to 

more fully assess the long-term ramifications of the ESL program being examined. At 

the same time, the nature of the students participating in this study (smaller number and a 

single high school) more easily allowed such a long-term study. The triangulated data 

gathered during this period was used by the researcher to discuss and differentiate 

multiple aspects of both types of classrooms, including: spoken interactional routines, 

written language use, structure and goals of instruction, explicit language instruction, and 

social aspects of the school environment. Once again, given the length restrictions of 

journals, this study provides both thick description of the situation and thick explanation 

of the findings. 
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It is my hope that by following the rigorous standards set by these studies, in 

addition to the TESOL Qualitative Research Guidehne, this study will provide a rich and 

detailed description of this important part of our student population. 

The Research Site 

The site for this study is within the freshman composition program at the 

University of Arizona, in Tucson, Arizona. The freshman composition program is 

housed within the English Department and has several different sequences by which 

students can complete the two-semester minimum university requirement for 

composition: 

1. Freshman Composition for native speakers of English. This course sequence 

is fulfilled by most students in two semesters, although some students may 

also be required to take a preliminary basic composition course based on their 

SAT score and on the evaluation of an initial writing exam they must take 

during their orientation session before the beginning of the semester. In the 

typical two-semester sequence, the first course focuses on the analysis of 

literary texts, while the second semester focuses on the analysis and writing of 

persuasive academic texts. 

2. Freshman Composition for nonnative speakers of English. This course 

sequence is parallel to the native speaker sequence and also is normally 

completed in 2-3 semesters depending on initial level of writing proficiency. 

Fulfillment of the normative sequence fulfills all university writing 
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requirements and students taking these courses receive standard university 

credit. It is not necessary for these students to later take the native speaker 

sequence. 

3. Combined Sections. The freshman composition sequence also includes a 

small number of courses containing a roughly equal number of native and 

normative speakers of English (60-40 split). These "combined sections" are 

designed to "broaden and enhance the educational experience for both groups 

of students through classroom interaction" (Sadler, Brobbel, & McGaffey 

Sharp, 2002). These courses allow native English speakers to learn more 

about the world of international students while also giving international 

students a unique opportimity to interact with native English speakers. 

4. Honor's Composition. The Honor's sequence typically consists of two 

courses, or in the case of students who have an adequate Advance Placement 

Examination score, a single intensive one-semester course. As of the date of 

this research, there were no INNS in the honor's sequence and no correlating 

NNS honors courses exist (see Appendix A for a detailed description of the 

freshman composition sequence). 

The curriculum for each sequence is set by the freshman composition program, 

and all new instructors attend a once weekly preceptorship for their first year in which 

they are familiarized with the various types of papers written for the courses they will be 

teaching. There is a maximum enrollment of 25 students per class, with the maximum 

enrollment in the honor's sequence being 22. There are also numerous freshman 



81 

composition classes taught in computer labs (approximately 30 per semester), and these 

have a maximum class size of 24. All composition courses meet for either three times 

per week (MWF) for 50 minutes per class or twice per week (TTR) for 75 minutes per 

class. 

In the fall of 2000, there were 165 instructors of freshman composition, with the 

vast majority of those instructors being Graduate Assistants in Teaching (GATs), or 

instructors who are themselves currently enrolled in degree programs at the University of 

Arizona. These instructors were teaching nine different levels of freshman composition 

to approximately 5,500 students in 278 different sections as illustrated in Table 3.1. The 

numbers listed here are for the semester in which the current study was initiated, but they 

are typical of offerings in the fall semester of every academic year. The instructors come 

from a wide variety of educational backgrounds and the GATs are all attending programs 

associated with the English Department, including Creative Writing, English Language 

and Linguistics (a Master's program in TESOL), Literature, Poetry, Rhetoric and 

Composition, and Second Language Acquisition and Teaching (SLAT—an 

interdisciplinary Ph.D. program that includes TESOL as one possible focus). 

Table 3.1: Composition sections in the fall of 2000 

Sequence Course Number of sections Total 

Composition for Native 
Speakers 

100 39 
Composition for Native 
Speakers 101 132 202 
Composition for Native 
Speakers 

102 31 

Composition for Normative 
Speakers 

106 3 
Composition for Normative 
Speakers 107 4 9 
Composition for Normative 
Speakers 

108 2 

Combined Sections 
101/107 2 

4 Combined Sections 
102/108 2 

4 
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103h 12 
Honors Composition 104h 0 24 

109h 12 

Each instructor of freshman composition is assigned a Teaching Advisor (TEAD) 

at the beginning of each school year who acts as his/her guide to the teaching process and 

liaison to the department. All TEADs have Ph.D.s in the field of English and/or Teaching 

English as a Second Language and also normally teach two sections of composition per 

semester. There are also a few sections of composition each year taught by professors 

fi-om the English department, usually from the Rhetoric and Composition program, who 

also devise the curriculum for the program. All sections of freshman composition for 

normative speakers are taught either by TEADs with a TESL-related degree or by GATs 

with a TESL background who are enrolled either in the M.A. in TESL or the Ph.D. in 

SLAT and who have at least one year of experience teaching composition at the 

University of Arizona. 

Students who graduate from an in-state high school—no matter their native 

language—are required to have a minimum of 1040 on the SAT exam or a 22 composite 

ACT score. Because the university does not collect information on U.S. students' first 

language, the default placement for all U.S. citizens or residents is freshman composition 

for native speakers. In order to be eligible for entrance into the university, all 

international NNS must have a minimum required TOEFL score of 500 (on the paper-

based test) or 173 (on the computer-based test). The default placement for all 

international students, as determined by their visa status, is freshman composition for 

normative speakers. 
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International NNS who wish to attend the university in the future but do not yet 

have adequate TOEFL scores often first take courses at the Center for English as a 

Second Language (CESL), an intensive language program, which is located on the 

University of Arizona campus. CESL provides intensive EngUsh language classes year 

round in eight-week sessions. Students who attend these classes are required to take 22 

hours of coursework per week. The courses are offered at 7 different levels, with the four 

skills of reading, writing, listening, and speaking forming the core for the curriculum. At 

the advanced levels, students may also take courses that focus on English for Special 

Purposes, English for Business and Public Administration, English for Science and 

Technology, and they may also take a Bridge Course in which CESL students attend a 

UofA course. CESL also offers courses for teens and has an evening program that 

provides five hours of instruction per week, two nights a week. These courses are 

community outreach, but are also often attended by UofA students and their spouses who 

wish to continue improving their skills. 

Data Collection 

The data for this study was collected in two stages: (1) comprehensive and (2) 

topic/hypothesis oriented. Stage I of the study took place from late August of 2000 until 

May of 2001, while Stage II was from August of 2001 until May of 2002. The 

methodology for each stage of the research, including data collection and analysis, are 

discussed separately below. 



84 

Stage I: Comprehensive: August 2Q00-Mav 2001 

Recruiting Participants 

In the fall of 2000, all instructors of freshman composition were contacted and 

asked to give a brief questionnaire to their students which asked about their language 

backgrounds—approximately 5,500 students in 278 sections. The questionnaire asked 

the students for the following information (the actual instrument may be found in 

Appendix D): 

1. The languages that they speak (in the order that they first used/leamed them). 

2. Their fluency in each of those languages, ranging from beginner (1) to fluent (5). 

3. Which language they consider themselves to be most fluent in. 

4. Whether or not they consider themselves to be native speakers of English. 

5. Whether or not they were bom in the United States, and at what age those not 

bom in the U.S. arrived. 

6. Their nationality. 

7. Their name. 

8. Their age. 

9. Their e-mail address. 

Based on the responses to the questionnaire a sample of eight courses—each containing a 

maximum of 25 students—^was chosen as representative of the population of normative 

speakers in freshman composition for native speakers. These eight courses contained a 

total of 35 normative speakers, in addition to approximately 150 native speakers of 

English. The instractors for these eight classes were contacted and agreed to participate 
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in the research. With their assistance, the RNNS students in each of these classes were 

also contacted and each was given a sheet explaining the research and a consent form 

asking for their permission to use any information collected during the study for this 

dissertation. All students enrolled in the non-native sections of freshman composition 

were also observed over the course of fall 2000 and spring 2001, with a sample of these 

students chosen for interviews later in the semester. The non-native sections consisted of 

nine classes of approximately 23 students each (t = 207). Table 3.2 gives the 

demographics for the composition program during the 2000-2001 academic year and 

summarizes the sample selected for the study. 

Table 3.2: Stage I composition classes and participants 

Total 
Composition courses for; 

• NS sections 226 9 

• NNS sections 9 5 

• Combined sections 4 2 
Instructors 165 15 
Students 

• NS 2,729 (84.38%) 150 

• NNS 505 (15.61%) 35 

Data Collection 

The Stage I data collection for this study began with the language background 

questionnaire discussed in the previous section. The primary data for this stage of the 

study includes data from the questionnaire, classroom observations, and open-ended 

interviews with the student and instructor participants, hi addition to this data, I also 

collected secondary data which guided my observations and interviews. The secondary 
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data for stage I includes interviews with administrators and written work from both 

students and instructors. Table 3.3 gives an overview of the types and amounts of data 

collected in Stage I. 

Table 3.3: Stage I data collection 

Data Type Fall 2000 Spring 2001 
Questionnaires 3,106 
Classroom Observations 22 18 
Students Literviews' 24 19 
Instructor Interviews 11 9 

Classroom Observation 

Observation is central to all science. This much is uncontroversial, the problem 

being what, when, how often and how to observe. For second-language 

acquisition research, it is clear that we must observe second-language 

development in action. If we wish to claim that the L2 classroom is an important 

place where this occurs, then that classroom must be observed (van Lier, 1988, p. 

22). 

Beginning early in the fall semester of 2000,1 began attending the courses involved in 

my study as a non-participant observer. The purpose of these observations was to 

"discover the recurring patterns of behavior and relationships" the students were engaged 

in (Marshall & Rossman, 1999, p. 107). I observed each of the participating classes 

periodically over the course of the semester, attending each course a minimum of three 

' The numbers given for student and instructor interviews includes only interviews conducted in more 
formal conditions. These do not include the large number of informal discussions with students and 
instructors that took place before and after class. 
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times. Before the first observation, I briefly met with the instructor of the course and 

again explained the purpose of my research and what my role would be as a non-

participant observer. I also told each instructor that they were more than welcome to 

introduce me to their students if they so chose. At this stage I also gave the instructor 

consent forms the students, along with a description of the project (see Appendices I and 

J for the student and instructor consent forms). The first time I observed a class I always 

entered the class with the instructor and, when possible, sat in a comer where it would be 

easy to observe the whole class while minimizing the potential effect of my presence. 

Most instructors introduced me as a fellow GAT who was observing classes as part of his 

research, while others had me introduce myself Given the very common practice of 

GATs visiting each other's classes in order to improve their teaching skills and TEADs 

visiting courses as part of their job requirement, I found that the students were very used 

to this kind of "outsider" observation. 

For each observation, I took field notes regarding the participants' behavior in the 

class, such as how they related to the other students and the teacher, their participation in 

group work, with whom they typically sat, when they arrived to class, etc (See Appendix 

E for a sample of the field notes). These field notes were also a place for me to jot down 

questions I wanted to ask the students and/or instructor during the interview portion of 

the research. One section of my notes for each class included a diagram of the classroom, 

seating arrangement, and student locations. I also did ten-minute logs of interaction for 

each class, recording every 30 seconds the type of activity the class was engaging in, who 

was speaking in the class, who the speaker was addressing, and the content of the 
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communication. Although the number of students of direct interest in the sections of 

composition for native speakers was relatively small—typically about 3 students per 

class—I did not focus solely on these students, as I wanted to see how they interacted 

with their classmates as well. 

I always stayed after the class to observe who stayed to talk with the instructor, 

and what kinds of communication occurred in that context. Whenever possible, I also 

talked to the instructor directly after the observation in order to get her or his impression 

of the class, activities, etc. Since many of the instructors had office hours after their 

classes, I was usually able to walk with them back to the instructor offices where we 

briefly talked about the class. 

Interviews 

As discussed by Seidman, the motivation for interviewing "is an interest in 

understanding the experience of other people and the meaning they make of that 

experience" (Siedman, 1998, p. 3). As a native speaker of English and an ESL instructor, 

in-depth interviews were crucial for me to gain a better understanding of my student 

participants. My own experiences as an American college student studying Spanish in 

Guadalajara, Mexico—^more than a few years ago—certainly gave me a sense of what 

ESL students must experience during their time in fi-eshman composition. I also certainly 

have a sense of the culture shock that many of the international—and sometimes 

resident—students feel in this setting so different from their home. However, I was a 

student studying abroad for a single year, rather than spending four years (or more) at an 
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American university getting my B.A. or, as in the case of the RNNS in the study, gaining 

a degree that will lead to a career here. These interviews, then, were crucial for me to get 

a picture of the diversity of experiences these students—from a number of different 

countries and cultures—^bring with them to the classroom. I also wanted to see the 

perspective of other teachers in the program—^both with and without ESL teaching 

experience, and the perspective of administrators in the composition program. 

Student Interviews 

The students participating in this research were formally interviewed twice over 

the course of the academic year, in addition to informal exchanges that I had with many 

of them before or after their classes or when I ran into them in the instructor offices (see 

Appendix G and H for sample transcripts of interviews). At the time of the initial 

interview, I explained again to the students the purpose of my research and how the 

interview process would work and ensured them that any information used from the 

interviews would be made anonymous through the use of pseudonyms in the final 

dissertation. I scheduled the interviews at the convenience of the participants, and almost 

all of them took place in the instructors' offices, where there are a number of enclosed 

private conference rooms that limited outside noise for audiotaping. Other interviews 

took place in the classrooms right after an observation or in a nearby empty classroom. 

Perhaps due to the fact that these interviews took place near the hectic end of the 

semester, there were a number of students who missed their initial interviews. In such 

cases, new times were set up and all students were eventually interviewed. 
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At the start of each interview I also asked if they minded the interview being 

audiotaped, and told them that they could have access to the transcripts of the interviews 

upon their request. I told them I had a list of things that I was interested in that I might 

sometimes refer to but that, in general, I wanted to just talk with them about their 

experiences in freshman composition. While the questions asked in the interviews did 

vary depending on the direction of the student's conversation, the following topics were 

covered in each student interview: 

1. The student's background, including where they were bom, what language(s) they 

spoke at home, how they learned English, the background of their parents, and 

their early experiences in school. 

2. How the semester was going for them. 

3. What had been especially challenging for them in their English class so far during 

the semester. 

4. What effect, if any, they felt their different language background had on their 

English class- in terms of their class participation, writing, and their relationship 

with the other students in the class. 

5. How they normally went about the process of writing a paper. 

6. What they felt they most needed help with in terms of their writing. 

7. What outside help, if any, they had been getting in writing their papers (e.g.. The 

Writing Center) and what other resources might have been useful. 

8. Whether they felt that Freshman Composition was adequately preparing them for 

writing in other classes. 
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Depending on the student, the length of the initial interviews varied in length from 

approximately one-half hour to two hours each. The second set of interviews, at the end 

of the academic year, asked a similar set of questions, but was designed to see if the 

students' perceptions about their composition classes and their own writing had changed 

over the course of the year. 

Instructor Interviews 

The interviews with instructors were structured in a similar way to the student 

interviews. In addition to the informal discussion that I had with all of the instructors, 

each instructor was formally interviewed once during the semester. Some instructors 

were only interviewed once, as the students in their course went on to other instructors 

for the second semester, but a few instructors had students who carried over into the next 

semester. These instructors were interviewed both semesters. As with the student 

interviews, at the start of each interview I asked if I could audiotape and told them that 

they could have access to the transcript. I told them I had a list of things that I was 

interested in that I might sometimes refer to but that, in general, I wanted to just talk with 

them about their experience teaching freshman composition to a class containing NNS. 

The following topics were covered in each teacher interview: 

1. The instructor's background, including where they were from, their education, 

their teaching experience, and the program they were studying in (if GATs). 

2. Their perspective on the progress of the student participants from their class. 

3. Their feelings on having NNS in their classes. 
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4. Their previous experiences with NNS. 

5. How they dealt with the needs of their NNS in comparison to NS students. 

Administrator Interviews 

Both the Head of the freshman composition program and the advisor for the 

normative speakers sections of composition were interviewed for the study. As with the 

previous interviews, I asked questions pertaining to their backgrounds, but also focused 

on the following information: 

1. General information on the freshman composition program 

2. The place of normative speaker composition within that program. 

3. Future directions for those programs. 

Participants' Written Materials 

Writing samples were gathered for each student participant over the course of the 

semesters. These writing samples consisted of the standard essays required for Freshman 

English and other writing done for the classes, such as journals and other in-class writing 

assignments. In the case of papers, the versions collected were ones that had been 

commented on by the instructor. These papers were collected in order to serve as a 

reference point when analyzing interview data from the students. 

The materials collected from instructors, in addition to their comments on student 

papers, included handouts given out in the classes I observed, assignment sheets for the 

various essays, syllabi, in-class assignments, and grading rubrics. Written materials from 
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program administrators included the textbook used by all sections of freshman 

composition which I co-authored, A Student's Guide to First-Year Composition (Sadler et 

al., 2002), official course descriptions, and program policies. 

Stage I Data Analysis 

The information gathered during the comprehensive stage of the study was 

examined to compare non-native speakers in the mainstream and non-native sections of 

Freshman Composition. The purpose of this first stage of the research was to gain an 

overall view of the composition program. The data used in order to answer each of the 

research questions for the study are summarized in Table 3.4. 

Table 3.4: Data used to answer each question 

Question 1 
Questionnaire ' Obsor\alioiis Interviews Written Materials 

Question 1 
Question 2 • 

Question 3 • -/ 

Question 4 
Question 5 • 

Question 1: The nature of the NNS population in freshman composition. 

The initial data source used to answer this question was the language background 

questionnaire discussed in the previous section. The questionnaire provided information 

on the languages spoken by the students in both the native and nonnative sections of 

freshman composition, as well data on their perception of fluency in those languages, 

their status as bilinguals, their native language, and their nationality. This part of the 
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stage I data analysis provided a numerical overview of NNS in the freshman composition 

program. 

Question 2: How the International and Resident NNS students in freshman composition 

are similar and/or different. 

The language background questionnaire also helped to answer the second research 

question via three questions: 

1. Whether or not they consider themselves to be native speakers of English. 

2. Whether or not they were bom in the United States, and at what age those not 

bom in the U.S. arrived. 

3. Their nationality. 

The answers to these questions allowed me to determine the number of INNS and RNNS 

in the composition program and also aided in the selection of a sample of these groups for 

further observation, as discussed in the previous section. 

The detailed field notes taken during observations were used to examine pattems 

of INNS and RNNS behavior in class. This behavior included where they sat, what sort 

of participation they engaged in during the class with other students and the instmctor, 

and how the other students and instmctor reacted to them. These observations helped to 

determine the direction of the interviews conducted with each of the participants. The 

interviews allowed me to gain a deeper understanding of how these two groups are 

similar and different in terms of their histories of language learning, schooling, 

immigration (if relevant), future plans and goals, etc. This interview data was then 
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analyzed both quantitatively (in terms of comparing age, years of English study, etc.) and 

qualitatively, in terms of experiences with language learning and family histories. 

Question 3: What the needs of these groups are in relation to their success in the 

freshman writing program and in the university as a whole. 

This question was answered by data from the observations, interviews, and 

written materials. During the classroom observations, I made note of issues that seemed 

to be problematic for the NNS in the courses. These included problems related to 

language (e.g., students who did not seem to understand the instructor and/or the other 

students), participatory issues, and the content of the courses. In addition to providing 

data for qualitative analysis, these observations, as mentioned earlier, helped to guide my 

interview questions later. 

In addition to general background questions useful in answering the first research 

question, the participants were also asked what they felt was necessary for success in the 

writing program and at the university. The instructors and administrators were asked a 

similar question during their interviews so that the responses from INNS and RNNS, their 

instructors, and the composition program administrators could be compared. This portion 

of the research, then, shows what the students believe their needs will be and how these 

perceptions are similar to and/or different from those of the composition program. 

Question 4: Whether the needs of the students in those sections are being met. 
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Data for the fourth question (whether the needs of the students are being met) was 

gathered from a variety of sources as well. Some of this information came from 

interviews of students, instructors, and administrators. In addition, to this data, final 

drafts of student essays (with comments) were collected from the student participants. 

The students' grades on their papers for the composition courses and their final grades in 

the courses were documented as well. This data was analyzed in several ways: First, by 

a comparison of the grades that the INNS and RNNS received in their composition 

courses; second, by comparing what the students identified as their needs in comparison 

to what they received in their courses (as demonstrated by the observations of classes and 

the syllabi). A similar comparison was done for the administrators of the writing 

program. 

Question 5: What instructional resources are available to meet these students' needs and 

the level of their appropriateness. 

The question was answered from data collected during interviews with students, 

instructors, and administrators, through the analysis of written materials gathered from 

these two resources, and via direct research of university resources. During interviews 

with the three groups mentioned above, I asked the participants if they were aware of any 

useful resources for NNS at the university (e.g., tutoring services provided by the 

university for NNS). If the student participants were aware of any such resources, I also 

asked them if they made use of them and how useful they found them. I also asked all 

participants if they could think of any such resources they wish they had available. 
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Stage II: Topic/Hypothesis Oriented: August 2001-May 2002 

Recruiting participants 

For the second stage of the study, which was completed during the academic year 

of 2001-2002, a smaller sample of classes and students was selected for more intensive 

observation. As the vast majority of the RNNS population attending the composition 

courses was found to be native speakers of Spanish, I decided that the focus of the second 

stage of the research would be specifically on international and resident native speakers 

of Spanish. Rather than giving a language background questionnaire to all sections of 

freshman composition a second time, I emailed the instructor listserv to ask for 

instructors who would be willing to have me observe their classes. In the email, I told 

instructors that I was interested in finding courses that contained native speakers of 

Spanish. Based on the responses received (over 50 instructors) I chose five sections of 

composition for native speakers for observation during the fall semester of 2001, each 

containing at least one resident native speaker of Spanish. I also observed all the sections 

of first-semester composition for nonnative speakers (4 sections) and all the combined 

sections of first-semester composition (two sections), each of which contained at least 

one international native speaker of Spanish. The native speakers of Spanish in all of 

these sections were also followed through the spring semester of 2002 into whatever 

section of freshman composition they attended. 
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Table 3.5: Stage II composition classes and participants 

Fall 2001 Spring 2002 
Composition courses for: 

• Native speaker 6 7 

• Nonnative speakers 4 3 
• Combined sections 2 1 

Insiruclors 11 11 

Students—all native speakers o f Spanish 
• International sections 8 8 

• Mainstream sections 8 8 

Data Collection 

The Stage II data collection followed a similar pattern to that of stage I, but 

focused exclusively on native speakers of Spanish. Once again, a large amount of the 

data for this stage of the study consists of classroom observations and open-ended 

interviews with the student, instructors, and administrators. This stage of the research, as 

illustrated in Table 3.6, also included the collection of written work by the students, to be 

used for a more detailed analysis. 

Table 3.6: Stage II data collection 

Data Type Fall 2001 Spring 2002 
Classroom Observations 28 37 
Students Interviews 23 19 
Instructor Interviews 16 18 
Writing Samples 28 28 

Classroom Observation 
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Beginning early in the fall semester of 2001,1 began attending the courses 

involved in the second stage of my study as a non-participant observer. I observed each 

of the participating classes periodically over the course of the fall semester, attending 

each course between four to eight times. Students were also followed into the spring 

semester of 2002, with additional observations taking place in their new classes. Before 

the first observation, I briefly met with the instructor of the course and again explained 

the purpose of my research and what my role would be as a non-participant observer. As 

with the previous stage of the research, I again told each instructor that they were more 

than welcome to introduce me to their students if they so chose. 

For each observation, I again took field notes regarding the participants' behavior 

in the class, such as how they related to the other students and the teacher, their 

participation in group work, with whom they typically sat, when they arrived to class, etc. 

I always stayed after the class to observe who stayed to talk with the professor, and what 

kinds of communication occurred in that context. Whenever possible, I also talked to the 

instructor directly after the observation in order to get the instructor's impression of the 

class, activities, etc. Since many of the instructors had office hours after their classes, I 

was usually able to walk with them back to the instructor offices where we briefly talked 

about the class. 

Interviews 

During this stage of the research, I conducted interviews with the Latino student 

participants, their instructors, and the composition program administrators, hi addition, I 
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also had interviews with a number of individuals involved with giving additional 

academic support to these students, such as the coordinator for the university Writing 

Center. These interviews followed the same basic format as in Stage I. 

Participants' Written Materials 

Writing samples were gathered for each student participant over the course of the 

two semesters. These writing samples once again consisted of the standard essays 

required for Freshman English and other writing done for the classes, such as journals 

and other in-class writing assignments. As in the previous Stage, these writing samples 

were used in order to determine the students' grades on the individual essays. In 

addition, the writing samples were used to give me a better understanding of the 

interview data. The samples allowed me to better understand the comments the students 

were making about their difficulties with certain writing assigrmients. 

The materials collected from instructors, in addition to their comments on student 

papers, included handouts given out in the classes I observed, assignment sheets for the 

various essays, syllabi, in-class assignments, and grading rubrics. Written materials from 

program administrators included the textbook used by all sections of freshman 

composition, A Student's Guide to First-Year Composition, official course descriptions, 

and program policies. Written materials also include information gathered from 

university support services for these students, such as the Writing Center. 

Stage II Data Analysis 
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The information gathered during the Topic/Hypothesis Oriented stage of the study 

was examined to compare NNS in the mainstream and non-native sections of Freshman 

Composition. The purpose of this second stage of the research was to gain a deeper 

understanding of one specific native language group—^native speakers of Spanish—^who 

form an important part of the composition program. The data used in order to answer the 

research questions for the study are summarized in Table 3.7; research question one is 

addressed only in Stage I. 

Table 3.7: Data used to answer Stage II questions 

Observations Interviews Written 
Materials 

Question 2 •/ 

Question 3 
Question 4 •/ 

Question 5 

Question 2: How the International and Resident Latino students in freshman composition 

are similar and/or different. 

The language background questionnaire helped to answer the second research 

question by providing information on the participants' backgrounds, their perceptions of 

their own fluency in both Spanish and English, and their status as bilinguals. 

The detailed field notes taken during observations were used to examine how the 

INNS and RNNS behaved in class. This behavior included where they sat, what sort of 

participation they engaged in during the class with other students and the instructor, and 

how the other students and instructor reacted to them. These observations helped to 

determine the direction of the interviews done with each of the participants. The 
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interviews allowed me to gain a deeper understanding of how these two groups are 

similar and different in terms of their histories of language learning, schooling, 

immigration (if relevant), future plans and goals, etc. This interview data was then 

analyzed both quantitatively (in terms of comparing age, years of English study, etc.) and 

qualitatively, in terms of experiences with language learning and family histories. 

Question 3: What the needs of these groups are in relation to their success in the 

freshman writing program and in the imiversitv as a whole. 

This question was answered by data from the observations, interviews, and 

written materials. This question also investigates whether the needs of native speakers of 

Spanish are similar or different to the overall population of NNS in the composition 

program. During the classroom observations, I made note of issues that seemed to be 

problematic for the NNS in the courses. These included problems related to language 

(e.g., students who did not seem to understand the instructor and/or the other students), 

participatory issues, and the content of the courses, hi addition to providing data for 

qualitative analysis, these observations, as mentioned earlier, helped to guide my 

interview questions later. 

In addition to general background questions useful in answering the first research 

question, the participants were also asked what they felt was necessary for success in the 

writing program and at the university. The instructors and administrators were asked a 

similar question during their interviews so that the responses from international and 

resident native speakers of Spanish, their instructors, and the composition program 
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administrators could be compared. This portion of the research, then, shows what the 

students believe their needs will be and how these perceptions are similar to and/or 

different from those of the composition program. 

Question 4: Whether the needs of the students in those sections are being met. 

Some of the information to answer this question came from interviews of 

students, instructors, and administrators, hi addition to this data, rough and final drafts of 

writing samples (with comments) were collected, along with the students' grades on their 

papers for the composition courses and their final grades in the courses. This data was 

analyzed in several ways: first, by comparing the grades that the international and 

resident native speakers of Spanish received in their composition courses; second, by 

comparing their overall GPAs; third, by comparing their Gened GPAs, and finally by 

comparing what the students identified as their needs in comparison to what they 

received in their courses (as demonstrated by the observations of classes and the syllabi). 

During the second semester of the research, the students were also interviewed 

concerning their performance in their other courses and how they believed their freshman 

composition courses did or did not prepare them for fixture courses at the university. 

Question 5: What instructional resources are available to meet these students' needs and 

the level of their appropriateness. 

The question was answered from data collected during interviews with students, 

instructors, and administrators, through the analysis of written materials gathered from 
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these two resources, and via direct research of university resources. During interviews 

with the three groups mentioned above, I asked the participants if they were aware of any 

useful resources for NNS at the university (e.g., tutoring services provided by the 

university for NNS). If the student participants were aware of any such resources, I also 

asked them if they made use of them and how useful they foimd them. I also asked all 

participants if they could think of any such resources they wish they had available. 
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CHAPTER 4 

STAGE ONE RESULTS 

This chapter describes the results of the first stage of the study, which took place 

during the 2000-2001 academic year at the University of Arizona. As discussed in the 

previous chapter, the data gathered during this stage of the research included a language 

background questionnaire that was given to approximately 5,200 students in 239 sections 

of freshman composition as seen in the following table: 

Table 4.1: Composition sections in the fall of 2000 

Sequence Course # of sections Total 

Composition for Native 
Speakers 

100 39 
Composition for Native 
Speakers 101 132 202 
Composition for Native 
Speakers 

102 31 

Composition for Normative 
Speakers 

106 3 
Composition for Normative 
Speakers 

107 4 9 
Composition for Normative 
Speakers 

108 2 

Combined Sections 
101/107 2 

4 Combined Sections 
102/108 2 

4 

103h 12 
Honors Composition 104h 0 24 

109h 12 
lotal 239 

Out of the 5,200 questionnaires that were given out, 3,234 (62%) were returned and 

analyzed. Out of the 239 sections that were given the questionnaires, 165 (69%) returned 

them. As discussed in chapter three, the survey asked the students for the following 

information (the actual survey may be found in Appendix D): 

1. The languages that they speak (in the order that they first used/leamed them). 

2. Their fluency in each of those languages, ranging from beginner (1) to fluent (5). 
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3. Which language they consider themselves to be most fluent in. 

4. Whether or not they consider themselves to be native speakers of English. 

5. Whether or not they were bom in the United States, and at what age those not 

bom in the U.S. arrived. 

6. Their nationality. 

7. Their name. 

8. Their age. 

9. Their e-mail address. 

This questiormaire was important for several reasons. First, it gave me a way to 

identify students who had a first language other than English. While this would have 

been an easy task if I had limited my research to the composition for normative speakers 

courses, my need to find normative speakers in the mainstream sections of composition 

complicated the process. As mentioned earlier in this study, "U.S. colleges and 

universities [including the University of Arizona] collect virtually no information about 

U.S. residents' or citizens' native language status" (Harklau, Siegal, & Losey, 1999). 

Given the steadily—and rapidly—increasing numbers of these students, research 

involving them is crucial. The questionnaire allowed me to gather this information so 

that I could later contact a sample of the students to request their participation in my 

research. Second, the questionnaire allowed me to form a picture of exactly how large a 

percentage of the students taking freshman composition are normative speakers of 

English. Third, it allowed me to accurately determine whether these individuals were 

classified as intemational or resident NNS. Of the five research questions in this study, 
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this first stage was designed to answer to the first two while the remaining three questions 

will be answered in the next chapter. 

1. The nature of the NNS population in freshman composition. 

2. How the international and resident NNS students in freshman composition are 

similar and/or different. 

This chapter will examine the questionnaire data in three ways. First, I will 

provide an overview of NNS in the composition program. This will include the NNS in 

all sections (100, 101, 102, 106, 107, 108, 103h, and 109h), their overall number, gender 

breakdown, and languages represented. This overview will provide the reader with a 

global view of the NNS. Second, I will examine the NNS in the NNS sections of 

composition. Third, I will look at the NNS taking mainstream composition. These last 

two sections will examine how the international and resident NNS are similar and/or 

different. Each of these sections will include information on the number of NNS in the 

courses, the languages they represent, age of arrival to the U.S., gender, and other 

language issues. 
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Question 1: What is the nature of the NNS population in freshman composition? 

As shown below in Table 4.2, nonnative speakers comprise approximately 15.6% 

(505/3,234) of the students in freshman composition. Given that the average class size in 

freshman composition is approximately 22 students (with a maximum of 25 students); 

this means that there is an average of 3.4 NNS per class in these courses. Out of the 165 

sections of composition surveyed, only 10.3% (17) contained no NNS and the highest 

number of NNS in a single mainstream class was 13 out of 21 students (62%). 

Table 4.2: Nonnative speakers in freshman composition 

Native speakers 84.38% (2,729) 
Nonnative speakers 15.61% (505) 
Total number of Students 100% (3,234); 165 sections 

The NNS taking freshman composition range in age from 17 to 53 years old, with the 

average age being 19 and the median age 18. Females accounted for 48.5%) of the NNS, 

and males 51.5%. As shown in Table 4.3, these percentages almost the reverse of the 

gender breakdown among the overall undergraduate population (UofA Fact Book, 2000-

2001). 

Table 4.3: Gender breakdown of NNS in freshman composition 

Undergraduates overall NNS in freshman Composition 
Males 47.2% (12,463) 51.1% (258) 
Females 52.8% (13,941) 48.9% (247) 
Total 100% (26,404) 100% (505) 

This discrepancy is unexpected since all students—^with the exception of students who 

enter with transfer or advanced placement credit—must take freshman composition. A 
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closer examination of these NNS, as will be performed in the next two sections, further 

illuminates the reason for this difference. 

The NNS taking freshman composition represent 63 different languages, ranging from 

Afrikaans to Zuni. Considering the location of the university in the Southwest, it is not 

surprising that native speakers of Spanish (38%; 192) account for the greatest percentage 

of NNS of English. While the next three largest language groups—Chinese (7.7%; 39), 

Japanese (4.8%; 24), and Korean (4.2%; 21)—are also commonly represented in other 

U.S. universities, the Navajo (3.6%; 18) and ASL (1.8%; 9) representatives are less usual. 

Figure 4.1 shows the distribution of all native languages (other than English) reported by 

students who were enrolled in freshman composition classes. 
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Figure 4.1 NNS in the freshman composition program 
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I l l  

This brief overview of the NNS in freshman composition illustrates the 

complexity and diversity of these students, who come from a wide variety of language 

backgrounds, but such an examination cannot accurately examine the similarities and 

differences between the normative speakers in mainstream composition courses and those 

taking composition for NNS. The next sections of this chapter will examine each of these 

groups in detail. 
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Question 2: How are the International and Resident NNS Students in Freshman 

Composition Similar and/or Different? 

Freshman Composition for Nonnative Speakers of English 

As discussed in Chapter 3 and reproduced below in Table 4.4 (see Appendix 

for complete course descriptions), the Writing Program at the University of Arizona 

offers a variety of placement options for students taking freshman composition. 

Table 4.4: An overview of the composition program 

Composition for 
Native Speakers 

Composition for 
Nonnative Speakers 

Honors 
Composition 

Honors 
Composition 

English 100 106 
English 101 107 103h 
English 102 108 104h 109h 

All students are required to complete a minimum of two semesters of freshman 

composition (most commonly English 101/102) with the exception of honors students 

who have received Advanced Placement Test scores of 4 or 5 and need only take the one-

semester intensive English 109 honors course. The "standard" composition placement is 

English 101, as determined by an examination of standardized test scores and a writing 

portfolio, but students are placed into English 100 if it is determined that they need 

further introduction to "college reading and writing expectations" (Writing Program 

online). The four course sequences illustrated above in Table 4.4 are considered parallel 

by the Writing Program and the completion of any sequence fulfills the university 

composition requirement. 

The Composition for Nonnative Speakers sequence is considered to be the 

"primary placement" for international students. All incoming international students 
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placed into a composition course based on a timed essay exam taken during an 

International Student Orientation in mid-August and standardized test scores. As in the 

case of the NS, most of these students take a two-semester course sequence (English 

107/108) with some also taking English 106. Although these courses are commonly 

referred to as "International Composition," as discussed below there are also a small 

number of students taking these courses who attended primary and/or secondary school in 

the United States but who do not speak English as their primary language. 

During the fall semester of 2000 there were 12 sections of composition for NNS 

and 10 of those classes returned the questioimaires. As seen in Table 4.5, those sections 

contained a total of 153 students. This means that the students surveyed in the NNS 

sections accounted for approximately 30% of the NNS in the composition program 

(153/505). 

Table 4.5: Composition for NNS in the fall of 2000 

Level Sections Total Students 
106 2 20 
107 5 84 
108 3 49 
Total 10 153 

First Languages Represented 

The students taking composition for NNS—as shown in Figure 4.2—^represent 33 

different languages ranging from Albanian to Vietnamese. This group also includes six 

students whose first language was English (all from India or Pakistan) and an additional 

student whose native language is American Sign Language and has no oral language at 

all. Fifteen of the languages represented were spoken by only one student each, while 
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Chinese (22) and Japanese (22) were the most frequent first languages, each accounting 

for 14.4% of the total. Arabic (11.1%; 17), and Spanish (10.5%; 16) were the next most 

frequent languages, with Indonesian and Korean next with 11 representatives each 

(7.2%). 

Figure 4.2: First languages of students in NNS composition 
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Age of Arrival 

As mentioned earlier, the common preconception of the students taking 

Composition for NNS is that they are international and, therefore, arrived to the U.S. as 

freshmen. However, as seen in Figure 4.3, the age at which these students arrived in the 

U.S.' ranges from zero (for the 3 students who were actually bom in this country), to 52, 

in the case of a retired Japanese businessman who decided he "wanted to come to U.S. 

and have a adventure." The average age of arrival was 20.5. The ages of these 

participants ranged from 17-53, with an average age of 21 and a median of 18.5. Among 

the 13.6% (20) of the students who arrived in the U.S. before beginning college, 6 of 

them (at ages 15 and 16) came here to finish high school in the United States rather than 

in their home countries; all 6 of these students came from Mexico. These other students 

who first arrived in the U.S. before the age of 15 include speakers of Arabic, Chinese, 

Korean, Portuguese, Spanish, and Vietnamese. All of these students came to the U.S. 

either as immigrants or as the children of parents who came to the U.S. to study at a 

university. 

While 52.3% (80) of these students first arrived between the ages of 17-19—the 

same age range that many American students begin college, 34.6% (53) of them arrived 

at an age that would make them nontraditional students—a fi*eshman at age 20 or above 

(See Figure 4.3). Some of these students, as in the case of the retired Japanese 

businessman, came as the result of a lifelong dream, but many of these students— 

' For age of arrival, participants were asked to not include trips to the U.S. for vacations. Therefore, if a 
student's family came to Los Angeles for a week when she was 8, but she did not come back until she was 
18—at which time she began to study at the university—her age of arrival was considered 18. 
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particularly ones from countries with mandatory military service such as Korea—simply 

started college later than their American counterparts. 

Figure 4.3: Age of arrival for students in NNS sections 
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A number of the other "nontraditional" students in this group already attended at least 

some college in their home countries before coming here. Some, such as a number of the 

Japanese students, graduated from two-year colleges at home and then decided to come to 

the U.S. to complete a four-year degree. However, others, such as Duck-Kil—one of my 

Korean participants—actually finished a four-year degree in their home countries but 

then decided to also study at the undergraduate level in the U.S. in order to improve their 

English skills before entering graduate school here. 
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Gender and Language 

As discussed in the previous section of this chapter, the percentage of female 

NNS in the composition program does not reflect the overall percentage of females at the 

university. An examination of the gender breakdown of NNS in the NNS of 

composition—as shown in Table 4.6—^helps to explain this difference. 

Table 4.6: Gender breakdown of NNS in the NNS sections 

Undergraduates overall* International pop overall* ,,NBiS in IfflS's^etiO^^ ^ 
Males 47.2% (12,463) 65.8%* (1,733) 61.9% (91) 
Females 52.8% (13,941) 34.2% (902) 38.1% (56) 
Total 100% (26,404) 100% (2,635) 100% (147)^ 
*University of Arizona Fact Book 2000-2001 

As illustrated, the percentage of females in the composition for NNS courses (38.1%; 56) 

is similar to the percentage of females in the university international student population 

(34.2%; 902). This percentage is quite different from the percentage of female NNS in 

the composition program overall, as was shown in Table 4.3 (48.9%; 247). Both of these 

groups stand in contrast to the percentage of females in the overall undergraduate 

population, where women make up over half of the students (52.4%; 13,941). The 

unanswered question, of course, is why this difference exists. 

A partial answer to this question can be gained by examining the most common 

languages represented in the NNS sections, as seen in Table 4.7. It becomes apparent 

that some of the languages, namely the three languages representing the India and 

Pakistan, had no female representatives at all and 8 of the 11 languages had a majority of 

^ This number (147) is the total number of students in the NNS sections minus the native speakers of 
English, who numbered 6. 
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male speakers. Only two languages, Indonesian and Japanese, had a majority of female 

speakers and only Spanish had an equal percentage of males and females. 

Table 4.7: A gender breakdown of the most common languages 

Language Males Females 
Hindi 100% (3) 0% (0) 
Urdu 100% (3) 0% (0) 
Gujarati 100% (4) 0% (0) 
Arabic 88% (15) 12% (2) 
Korean 82% (9) 8% (2) 
Greek 80% (4) 20% (1) 
Vietnamese 60% (3) 40% (2) 
Chinese 59% (13) 41% (9) 
Spanish 50% (8) 50% (8) 
Indonesian 45% (5) 55% (6) 
Japanese 41% (9) 59% (13) 
Total 63.9% (76) 36.1% (43) 

The percentage of females from Indonesia (55%)—^the most populous Moslem country in 

the world—is especially interesting as it contrasts with the Arabic speakers, for whom 

women comprise only 12% of the population in the courses. This difference might be 

partially explained by the more liberal form of Islam practiced in Indonesia, but it is 

clearly not fair to use religion alone to explain the small percentage of female speakers of 

Arabic. After all, the percentage of females from Korea (8%), where a variety of 

religions are practiced, is actually smaller than their Arabic counterparts. 

Another possible explanation for these differences might be the nature of the 

societies. In Japan, Indonesia, and Latin America, where an increasing number of 

women are joining an increasingly technological workplace, advanced education is 

becoming more important for women as well. While this does not fully explain the small 
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percentage of women from Korea, it does help to understand the small number—or total 

lack—of women from some language communities. It may also be that Korea is still in a 

transitional phase regarding women and the workplace. If this is true, the percentage of 

Korean women—and perhaps Chinese as well—studying here in the U.S. may soon rise 

as well. 

Language Strength 

The common characteristic that almost all (94.8%) of the NNS in the NNS 

sections of freshman composition shared is their belief that their first language is also 

their strongest. As shown in Table 4.8, this is true for all of the students taking English 

100 and all but 8 of the students taking English 107 and 108. 

Table 4.8: LI and Enghsh language strength 

Level LI Strongest English strongest Total 
106 100% (20) 0% (0) 100% (20) 
107 96.4% (81) 3.6% (3) 100% (84) 
108 89.8% (44) 10.2% (5) 100% (49) 
Total 94.8% (145) 5.2% (8) 100% (153) 

Given the nature of the NNS sections of freshman composition, which were 

designed to "provide additional support for [ESL students'] needs as second language 

learners," this finding is not surprising (Writing Program online). Further examination of 

the 8 individuals who saw English as their strongest language, as seen in Table 4.9, 

shows that three of them were bom in India. Two of these students spoke Gujarati—a 

language spoken by 46 million people in the state of Gujarat on the western coast of 

India—as their first language. After contacting these students, it became clear that both 
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of their families primarily used English in their everyday communication and both also 

attended Enghsh language medium schools. The speaker of Telugu—a language spoken 

by 69 million people in Andhra Pradesh and neighboring states in India—was bom in 

India but his family soon moved to Zambia where the official language is English. 

Although there is a sizable Gujarati-speaking population in Zambia—approximately 

12,000—this student's family did not speak that language and so rehed on English for 

their daily communication as well. 

Table 4.9: Students for whom English is the strongest language 

First Strongest Birth Age of 
Language Language Other Languages Country Arrival jAge- Sex 

Guiarati English Hindi India 17 17 m 

Gujarati English _ India 20 20 f 

Indonesian English _ Indonesia 19 19 f 

Kisii English Swahili Kenya 19 20 m 

Spanish English _ Mexico 1 18 f 

Telugu English _ India, raised in Zambia 19 20 m 

Vietnamese English _ Vietnam 8 18 f 

Vietnamese English _ Vietnam 1 20 m 

The two Vietnamese students who identified English as their strongest language 

both came to the United States when young—8 and 1-years-old—with their families. 

Both of their families lived in refugee camps for some time after the end of the Vietnam 

War where the female was exposed almost solely to Vietnamese until she was 8. Upon 

her family's arrival to the U.S., she—the oldest child—quickly became the translator for 

her parents, who still speak "very little English." Both of these students attended school 

in the Los Angeles area where their families lived in a predominantly Vietnamese and 
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Lao community. Although both of these students graduated from high schools in the 

U.S., they each decided to take NNS composition. As Nguyn, the Vietnamese-American 

male explained it, "my English is pretty good, but I still don't really feel like I belong 

with the American students. They doesn't really understand my life and I have really 

different problems than they do." 

The Indonesian woman for whom English is the strongest language came from 

quite different circumstances than the students from Vietnam. In her case, she grew up in 

a number of different countries as her father was moved there by his employer, part of the 

international banking system. As she grew up, she attended American Schools and most 

of her friends were native speakers of English. During junior high school, she attended 

boarding schools in Europe where, once again, the language of instruction and 

socialization was English. While she still speaks Indonesian to her family and Indonesian 

friends, she feels "more comfortable with English for most stuff and especially feels that 

her English is much stronger for academic use. While she could have probably done 

quite well in the NS classes, she chose to take the NNS sections because all her friends 

were taking those courses. 

The native speaker of KLisii (also called Gusii)—a language spoken by 

approximately 2 million people in southwestern Kenya—uses that language at home, but 

also learned Swahili and English, which are the official languages of Kenya. Although 

he attended primary school in Kisii, all further education in Kenya uses English (perhaps 

because Kenya has native speakers of 61 different languages), resulting in only a 20% 

literacy rate for native speakers of Kisii (Ochieng, 1986). As with the student from 
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Indonesia, he feels more comfortable communicating in English, especially on topics 

related to academia, but relates culturally to the other International students. 

The final student in this group is Lolin, a female bom in Mexico, arrived in the 

U.S. at the age of one, when her parents moved to El Paso, Texas where her father was 

seeking work. During her childhood, Lolin's family moved back and forth between the 

U.S. and Mexico numerous times and she attended school in both of those countries in a 

number of different cities, although the majority of her schooling—and childhood—^was 

spent in border communities in the U.S. After completing her first year of high school in 

Mexico, Lolin's family moved to the U.S. again—this time to San Diego—^where she 

finished high school. 

As mentioned earlier, most students who take the composition for nonnative 

speaker courses are international, but these sections are also an option for U.S. Citizens 

and/or Residents who are nonnative speakers, such as the Vietnamese-American Nguyn 

discussed earher (see Table 4.10). During the fall semester of 2000, 9.8% (15/153) of the 

students fit this description. As this illustrates, the commonly used label of 

"international" for these sections of composition is not quite correct. 

The average age of these U.S. Citizens or Resident is 20 (in comparison to 21 for 

the International students) with a range fi"om 17 to 41, the oldest a Japanese woman who 

came here at the age of 22 with her American husband, who is now retired. The average 

age of arrival for these students is about 9 years-old (compared to 20 for the International 

students), but this includes two students bom in the U.S. and the Japanese woman who 

arrived at 22. 
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Table 4.10: U.S. citizens and residents in composition for NNS 

First 
Language 

Strongest 
Language Other Languages #IE?: 

Birth 
Country Arrival >%e Sex 

Arabic Arabic - no U.A.E. 7 20 m 

ASL ASL English no U.S. 0 18 m 
Chinese Chinese English no Singapore 8 17 m 

Chinese Chinese English no Taiwan 13 18 m 

Japanese Japanese English no Japan 22 41 f 

Korean Korean Enghsh no Korea 11 19 f 

Portuguese Portuguese English no Brazil 15 20 m 
Russian Russian English no Russia 18 24 f 

Spanish English - yes Mexico 1 18 f 

Spanish Spanish Enghsh no U.S. 0 19 m 

Vietnamese Vietnamese English yes Vietnam 11 17 m 

Vietnamese Vietnamese - no Vietnam 13 17 f 

Vietnamese Enghsh - no Vietnam 8 18 f 

Vietnamese Vietnamese no no Vietnam 10 18 m 

Vietnamese English no no Vietnam 1 20 m 

Perhaps the most unusual of the NNS in this group is the native "speaker" of 

ASL. While there have been a number of deaf students who have taken freshman 

composition here at the university, the vast majority of them tend to enroll in mainstream 

composition. The student who participated in this survey has been profoundly deaf from 

birth and went to school at deaf academies from K-12. Although his initial placement, as 

a U.S. citizen and graduate from an American high school, was into English 101, he had 

his placement switched to English 106 because he felt he had "more in common with the 

language problems of the other ESL students" than with the American NSE. 
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With 5 speakers, the largest group in this category are native speakers of 

Vietnamese. As discussed earlier, these students all arrived in the U.S. during the 

aftermath of the Vietnam War. With the exception of the students who arrived at the age 

of 8 and 1—see earlier discussion—^the NS of Vietnamese all consider that language to 

be their strongest, even though their average of arrival was just over 8 years-old and they 

have been here an average of over 9 years each. With the exception of the 24 year-old 

Russian female who came to the U.S. at age 18 as a mail order bride, the rest of these 

students followed a fairly typical immigration pattern, arriving between the ages of 7 to 

15 when their famihes immigrated to the U.S. to live and work. 

As shown in Table 4.10, only 2 of these 15 students consider themselves to be 

native speakers of English, hi the case of the woman from Mexico, Lolin, this comes as 

no surprise given her early age of arrival and frequent schooling in the U.S. The label 

NSE seems less likely in the case of the Vietnamese male who first arrived to the U.S. at 

the age of 11, although classroom observation showed that this students was, at the very 

least, native speaker-like in his English ability. 

Summary 

This section examined NNS enrolled in Composition for NNS. These students 

form a significant—^but minority—^percentage of the NNS in the composition program 

(30.3%; 153/505) and represent a wide range of languages (33). While many of these 

students are "traditional" in terms of their age of arrival to the university, they represent a 

span of over 50 years in terms of their first arrival to the U.S. and include students who 
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are already retired and others who have already graduated from universities in their home 

countries. These students do not represent the trend in U.S. universities of more females 

enrolling than males, with females accounting for only 38% of the NNS in the NNS 

sections compared to roughly 53% in the overall undergraduate population. 

Almost 95% of the students in these sections claim their LI as their dominant 

language, with the remaining 5% consisting largely of students who come from English-

speaking countries and/or students who spent part of their childhood in the U.S. While 

about 90% of the students in these sections do indeed reflect the "international" label, 

there are also a number who are citizens or residents of the U.S. 

Freshman Composition for Native Speakers of English 

Although the official designation for this course sequence is "First-Year 

Composition," the existence of the composition for NNS courses would seem to indicate 

that this sequence is designed for native speakers of English. As discussed in Chapter 3, 

this course sequence is fulfilled by most students in two semesters, although some 

students may also be required to take a preliminary basic composition course based on 

their SAT score and an initial writing exam taken during their orientation session. In the 

typical two-semester sequence, the first course focuses on the analysis of literary texts, 

while the second semester focuses on the analysis and writing of persuasive academic 

texts. 

As seen in Table 4.11, 155 sections (out of 230) of composition for NS returned 

the questionnaires given out at the start of the fall semester of 2000, resulting in a return 
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rate of 61 A%. As indicated, there were 3,081 students in these sections, with 88.4% 

(2,723) being NSE and 11.6% (358) being NNS. The NNS in these mainstream sections 

account for 71% (358/502) of the NNS in the composition program overall. The students 

in this group range in age from 17-53 years old and have an average age of 19, with a 

median age of 18. 

Table 4.11: Composition for NS in the fall of 2000 

Level Total Students Sections 
100 83.1% (399) 16.9% (81) 100% (480) 28 
101 89.4% (1756) 10.6% (208) 100% (1964) 92 
102 87.5% (356) 12.5% (51) 100% (407) 21 
103h 91.5% (86) 8.5% (8) 100% (94) 7 
104h* - - - -

109h 92.6% (126) 7.4% (10) 100% (136) 7 
Total 88.4% (2723) 11.6% (358) (3081) ^1:55::: :1: 
*There were no sections of English 104h offered in the fall of 2000 

As Table 4.11 demonstrates, the issue of NNS in the mainstream sections of composition 

is more complicated than in the NNS sections, where one might assume that most—but 

as seen in the previous section, not quite all—of the students are NNS. As seen above, 

the percentage of NNS in each of the levels of mainstream composition varies from 7.4% 

in the case of EngUsh 109h to 16.9% in the case of Enghsh 100, a 9.5% range. 

The highest percentage of NNS is found in English 100, where they form 16.1% 

of the students. Looking at the percentage of NNS in these three mainstream courses— 

English 100, 16.1%; English 101, 10.5%; English 102, 12.7%—^the higher percentage for 

English 100 stands out as does the dip in percentage for the English 101 students. While 

this may at first seem confiising, it is important to remember that this questionnaire was 

given one time only (at the beginning of the fall semester) to all the composition students. 
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This means that all of the students taking English 100, unless they failed twice during the 

previous year, are very likely to be new arrivals to the university. This same fact applies 

to the students taking English 101. On the other hand, the students enrolled in English 

102 during the fall semester are usually students who took English 100 the previous fall 

and English 101 the previous semester. 

What these numbers fail to tell us, however, is how likely a NS is likely to enroll 

in at a certain course level in comparison to a NNS. As demonstrated in Table 4.11, 

7.4% of the students enrolled in English 109h are NNS, but this does not necessarily 

mean that NS are more Ukely to be enrolled in Honors English than NNS. Table 4.12 

shows the likelihood of a student being placed in a course. As you will note, the data for 

English 102 is not included in this table as an initial placement into that course is not 

possible. 

Table 4.12: Percentage of placement 

English 
100 

English 
101 

English English 
103h 104h 

Total 

NS 16.9% (399) 74.2% (1756) - 3.5% (86) 5.3% (126) 100% (2367) 
NNS 26.4% (81) 67.8% (208) - 2.6% (8) 3.3% (10) 100% (307) 
Total 2674 

At the time of this survey, as seen above, 26.4% (81/307) of the NNS who were 

beginning composition enrolled in English 100. On the other hand, only 16.9% 

(399/2367) of the NS began in English 100. In comparison, the percentage of NNS who 

begin in English 106 (13.1%; 20/153) is actually lower than the percentage of NS who 

begin in English 100, as shown in Table 4.13. 
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Table 4.13: Percentage of Students beginning in English 100/106 

Difference from NS Placement 

English 100 English 106 

Difference from NS Placement 

|;;:;i:;::::NNS-" 

Difference from NS Placement 
16.9% 26.4% 13.1% 

Difference from NS Placement — +9.5% -3.8% 

These ratios bring up a number of questions regarding the placement of NNS in 

the mainstream sections. If the percentage of NNS placed into EngUsh 106 is 3.8% lower 

than percentage of NS placed into English 100, then why are 9.5% more of the NNS in 

the NS sections placed into English 100? One possible answer to this question may have 

to do with how students are placed into these sections, hi the case of the NNS sections, 

composed largely of international students, teachers with ESL training are recruited to 

read their placements essays. 

On the other hand, in the mainstream sections most of the essay readers for the 

placement exam have little or no ESL training, hi addition, there is no way for these 

readers to tell whether the essays they are reading come from students with different 

language backgrounds. While it is certainly possible that the English 100 placement is a 

correct one for these NNS, it is also possible, as discussed by Allen (Allen, 1994) that the 

differences the raters with no ESL training are seeing in the NNS writing are being 

perceived as deficits, resulting in a lower placement. 

First Languages Represented 

As with the students in the NNS sections of composition, the NNS in the 

mainstream sections come from a variety of language backgrounds. 



Figure 4.4: First languages of NNS in freshman composition 
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As seen in Figure 4.4, the 358 NNS taking Composition for NS represent 55 

different languages ranging from Afrikaans to Zuni, and include 8 students (2.2%) whose 

first language is American Sign Language. Twenty-six of these languages (47%) are 

represented by only one speaker, including three languages that are native to Arizona; 

Apache, Yoeme/Yaqui, and Zuni. Unlike in the NNS sections of composition, where 

Japanese and Chinese tied for the most frequent first language (with 22 each), Spanish 

was the clear leader among first languages in the mainstream sections with 176 speakers 

(49.2% of the total). While Chinese was the third most frequently spoken first language 

(4.8%; 17), students whose first language was Navajo were the second most common 

with 18 speakers (5%)). With the addition of the 2 speakers of Tohono O'odham, the five 

languages native to Arizona^ represented in the study (Apache, Navajo, Tohono 

O'odham, Yoeme/Yaqui, and Zuni) account for 6.4% (23) of the NNS population in 

mainstream composition. 

These differences between the languages represented in the NS and NNS sections 

of composition reflect the complexity of the needs of these two groups. Clearly, the 

language challenges of the international students, dominated by Asian language groups, 

are quite different from the overwhelming number of Spanish speakers in the mainstream 

sections. In addition, as discussed by a number of scholars, each of these groups has had 

very different educational and cultural experiences (Agnew, 1994; Atkinson & 

Ramanathan, 1995; Braine, 1996; Casanave, 1992; Emig, 1971; Ferris, 1999; Frodesen & 

^ For the purposes of this study I identify only pre-European contact languages as native to Arizona. 
Therefore, while native speakers of Spanish in Arizona predate U.S. possession of the region, I do not 
consider Spanish (or English) as being native languages of the state. 
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Stama, 1999; Grafton, 1992; Harklau, 1994; Harklau, Losey, & Siegal, 1999; Joe, 2000; 

Leki, 1992; Losey, 1997; Matsuda et al., 2001; Reid, 1998; Silva, 1990; Silva & Kei, 

2001). 

Age of Arrival 

As might be expected, the age at which the NNS in the mainstream sections 

arrived in the U.S., as seen in Figure 4.5, is quite different from the students in the NNS 

sections. While there were 3 (2%) students in the NNS sections who were bom in the 

U.S., 219 (61.7%) of the NNS in the NS sections were bom in the U.S. with the 

remaining 136 (38.3%)'' were bom in another country. 

Figure 4.5: Age of arrival for students in NS sections 
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Three students did not indicate their age of arrival to the United States, hence the total for Figure 4.5 is 
355 ittstead of the 358 shown in Figure 4.4. 
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Overall, the ages of arrival ranged from 0 to 26 (versus 0 to 52 in the NNS sections), and 

the average age of arrival was 3.8 (versus 20.5 in the NNS sections), with a median age 

of zero. As mentioned earlier, the ages of these participants at the time of the study 

ranged from 17-53 years old, with an average age of 19. In comparison to the students in 

the NNS, then, they are a bit younger (average age 19 versus 21 for the students in the 

NNS sections), arrived much earlier to the U.S.—and were most likely bom here. 

Among the 219 students who were bom in the U.S., as seen in Figure 4.6, 128 

(58.5%) are native speakers of Spanish, the next largest group being native speakers of 

Navajo (18; 8.2%), and ASL students making up the third largest group with 8 NS 

(3.6%). 

Figure 4.6: First language of NNS bom in the U.S. 
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With the addition of the 5 other speakers of Arizona Native American languages 

discussed above (Apache, Tohono O'odham, Yoeme/Yaqui, and Zuni), these 8 languages 

account for 74% (161/219) of the NNS in the mainstream sections of composition. The 

rest of the students in this group, with a few exceptions, are the children of immigrants 

and many of them have older sibling who were actually bom abroad prior to the family's 

emigration to the U.S. Some, like the native speaker of Laotian, were actually bom and 

raised in Tucson, but were spoken to only in Laotian while growing up in the household. 

Many of them, including many of the native speakers of Spanish, only began to learn 

Enghsh in childhood when they began school, and still usually use their first language 

when at home with their families and friends. Most of these students are part of the 

group that is referred to as Generation 1.5 (Harklau, Losey et al., 1999), growing up 

between two linguistic worlds yet not comfortable in either of them. 

While the students bom in the U.S. are the largest portion of NNS in the 

mainstream sections, there are also a number of students in these classes who were not 

bom here. Of the 136 students (38.3%) who arrived in the U.S. rather than being bom 

here, as seen in Figure 4.7, the largest group came from Spanish speaking countries or 

territories^ (30.1%; 41), including Mexico, Puerto Rico, Chile, Venezuela, Bolivia, 

Panama, Cuba, and Peru. Students from India (11.8%; 16) formed the second largest 

group in this category and included speakers of Bangla, Farsi, Hindi, Konkani, Marathi, 

and Tamil. 

' While U.S. territories such as Puerto Rico and American Samoa are part of the United States, they 
represent very different "countries" linguistically and are considered separate from the U.S. for the 
purposes of this study. 
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Figure 4.7: Countries/regions of origin represented in NS composition 

Country of Origin (Totai Students = 136) 

These students are different from both their "international" counterparts and their NNS 

classmates who were bom in the U.S. The average age of these students at the time of 

the current study was 19.5 (with a range of 17-53). This compares to an average age of 18 

for their counterparts bom in the U.S. Their average age upon their arrival to the U.S. was 

10 years-old, with a range of 1 month to 26 years-old. These students, then, are older 

than the NNS bom in the U.S. but younger than the NNS enrolled in the composition for 

NNS sections. On average, they arrived to the U.S. almost 10 years later than their NNS 

counterparts in the NS sections (age 0 versus 10) but more than 10 years earlier than the 

students in the NNS sections (age 10 versus age 20.5). 
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Gender and Language 

In addition to differences in language backgrounds, the NNS in the mainstream 

sections also differ from their composition for NNS counterparts in terms of gender 

ratios. Although the percentage of females students in the mainstream sections (48.7%), 

as seen in Table 4.14, is still not equal to the percentage of females in the jfreshmen 

population overall (52.4%), it is much closer to that number than the NNS sections, 

where females made up only 38.1% of the population. 

Table 4.14: Gender breakdown of NNS in freshman composition 

Freshmen Overall NNS inNS Composition :^S;ml^S::: ^ • 
Composition 

Males 47.8% (3,152) 51.4% (184) 61.9% (91) 
Females 52.2% (3,442) 48.7% (174) 38.1% (56) 
Total 100% (6,594) 100% (358) 100% (147) 

This seems to indicate that the mainstream population, which consists largely of 

immigrant and/or native bom U.S. citizens, more closely follows the cultural trend in the 

U.S. of more women attending college than men, although they still lag behind their NS 

counterparts in terms of enrollment. 

An examination of the top 11 first languages represented in this group, as seen in 

Table 4.15 reveals a very different gender breakdown than that seen in the NNS sections 

of composition (see Table 4.7). As you will recall, in the NNS sections males formed a 

majority in 8 of the 11 represented languages and were the sole representative in three of 

those languages: Hindi, Urdu, and Gujarati. 
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Table 4.15: A bender breakdown of the most common first languages in NS sections 

Language Males Females 
ASL 75% (6) 25% (2) 
Korean 60% (6) 40% (4) 
Farsi/Persian 54% (7) 46% (6) 
Chinese 53% (9) 47% (8) 
Spanish 51% (89) 49% (87) 
German 50% (3) 50% (3) 
Hindi 50% (3) 50% (3) 
Vietnamese 50% (5) 50% (5) 
Tagalog 36% (4) 64% (7) 
French 33% (2) 67% (4) 
Navajo 0% (0) 100% (18) 
Total 47.7% (134) 52.3% (147) 

In contrast to the NNS sections, where females were the majority in only 2 of the top 11 

languages (Japanese and hidonesian), the females formed the majority in 6 of the top 

languages in the mainstream sections and were the sole representatives for LI Navajo 

students, hi addition, the gender balance was equal for three more languages—German, 

Hindi, and Vietnamese—meaning that males formed a majority in only two of the top 11 

languages in the mainstream sections, the reverse of the trend in the NNS sections. As 

seen in the totals for these 11 languages, females not only form a clear majority (52.3%), 

but also represent almost the exact proportion as females in the overall undergraduate 

population (52.4%). 

Of the 11 languages represented above in Table 4.15, only five—Chinese, Hindi, 

Korean, Spanish, and Vietnamese—also rank in the top 11 languages for the NNS 

sections. Of these 5 first languages, Spanish is clearly the most common and is the only 

language in which the gender balance was equal (50-50 in the NNS sections) or very 
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nearly equal (51% male in the NS sections) in both the NS and NNS sections. Two of 

the remaining languages—^Navajo and ASL—are native to the U.S., although ASL, as 

discussed earlier, did have one representative in the NNS sections. Although it is 

difficult to generalize given their small number, it is interesting to note that the gender 

balance of the ASL students—all bom and raised in the U.S.—is actually more skewed 

towards males (75%; 6) than in even the NNS sections, where males accounted for 61.9% 

of the population. 

Language Strength 

Given the large number of NNS taking NS composition who were bom in the 

U.S. 61.7% (219) and the additional students who came to the U.S. at a young age or who 

are from countries where English is often used, it is not surprising that English has 

become the strongest languages for many of the students in this group. Unlike in the 

NNS sections of composition, where only 5.2% of the students saw English as their 

strongest language, 79.7% of the students in the NS sections of composition felt this way, 

as shown in Table 4.16. 

Table 4.16: LI and English language strength 

,Le:v^eliiili LI Strongest English strongest Tolal 
100 37% (30) 63% (51) 100% (81) 
101 20% (41) 80% (164) 100% (205) 
102 21.6% (11) 78.4% (40) 100% (51) 
103h 25% (2) 75% (6) 100% (8) 
109h 20% (2) 80% (8) 100% (10) 
Total 20.3% (72) 79.7% (283) 100% (355) 
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The trend for English language dominance demonstrated in Table 4.16 is clear, with at 

least 60% of the NNS students in all levels of NS composition reporting that English is 

their strongest language. As might be expected, the course with the smallest percentage 

of English-dominant students is English 100, with 63%. The rate of English-dominance 

jumps by 17% for the English 101 students, where 80% see their LI as being weaker than 

English. As shown earlier in Table 4.11, and is partially replicated below in column 2, 

the percentage of NNS in English 100 is also higher than for English 101. Given the 

increased demands of English 101, this difference is, perhaps, to be expected although it 

once again brings up the question of placement. 

Table 4.17: NNS and English dominance by level 

Level % English Dominant 
100 16.9 63 
101 10.6 80 
102 12.5 78.4 
103h 8.5 75 
104h* - -

109h 7.4 80 
Total 11.6 79.7 

In this case, if 37% of the NNS in English 100 are strongest in their first language, is a 

NS section of composition the most appropriate placement or might their language needs 

be better served in the NNS sections of composition? This question is especially 

pertinent given that many researchers have found that the needs of NS and NNS who are 

enrolled in basic level English classes are often vastly different (Braine, 1993, 1996; 

Hillenbrand, 1994; Leki, 1992; Silva, 1994) However, in addition to their linguistic 

needs, which might be better met in a NNS section, the students' own desires must also 
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be taken into account. In later discussions with a number of the RNNS students, many of 

them agreed that they had no desire to be put in a class with "a bunch of foreigners" that 

they had nothing in common with. 

Although there were a number of NS and RNNS who expressed the sentiment of 

not wanting to take an English class with "foreigners," there were a number of INNS who 

were enrolled in NS composition. At the time of the survey, as shown below in Table 

4.18, there were 22 international students taking NS composition. 

Table 4.18: International students in NS composition courses 

First Strongest Other Birth Age of 
Language Language Languages Country Arrival 
Afrikaans English - S. Africa 26 26 f 
Bangla English - India 18 18 f 
Chinese Chinese English Hong Kong 18 18 F 
Chinese Chinese English Singapore 19 20 m 
Danish Danish English/German Holland 18 18 f 
French French English Canada 18 18 f 
Hindi English - India 21 21 m 
Hindi English - India 18 18 m 
Hindi/Tamil English - India 19 19 f 
Hokkien English - Malaysia 19 20 f 
Icelandic Swedish Danish/English Iceland 21 22 m 
Konkani English - India 18 18 m 
Konkani English Hindi India 20 20 m 
Latvian Latvian - Latvia 18 20 m 
Marathi English - India 17 17 f 
Samoan English - U.S. Samoa 17 18 m 
Samoan Samoan English U.S. Samoa 18 18 f 
Spanish Spanish English/Italian Mexico 19 19 m 
Swedish Swedish English Sweden 19 20 m 
Tagalog Tagalog English Philippines 15 17 m 
Tagalog Tagalog English Philippines 17 17 m 
Tamil English - India 19 19 f 

As demonstrated above, 11 of these students—including 8 from India and 1 each 

from American Samoa, Malaysia, and South Africa—^believed that English was their 

strongest language. Fourteen of these students, including the participants from Canada, 
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Hong Kong, Singapore, India, South Africa, and American Samoa, all come from 

countries where English is either an official language or at the very least is commonly 

used. 

For the Indian students, as with their countrymen taking NNS composition, they 

largely grew up speaking English at home, and used only English at school after 

elementary school. In discussing their unique linguistic situation with them, some, such 

as 19 year-old Anupama, agreed that they were often more comfortable "hanging around 

with other international students," but that they also felt that they "should not be taking 

[NNS composition] as English is their native language." At the same time, some of these 

students struggle in these courses as their dialect of English is often seen as "incorrect" 

by their instructors. One additional student, 22 year-old Ami from Iceland, found a 

language other than his first or English to be his strongest—Swedish in this case. The 

other 10 international students all believed that their first language was also their 

strongest, but all ranked their English ability as being very high. 

Summary of Stage I Results 

In this chapter I examined the NNS population in the freshman composition 

courses at the University in three ways: an overview of the population in all composition 

courses, NNS enrolled in NNS sections of composition, and NNS taking mainstream 

composition. Examining this group from these three perspectives revealed a number of 

important similarities and differences in the NNS enrolled in the NS and NNS sequences. 
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First, I gave an overview of the population in all the composition courses 

including the sections for NS and NNS in order to show the nature of the NNS in 

freshman composition (research question 1). This overview included an examination of 

overall number, gender breakdown, and language represented. As the results of the 

questionnaire show, only 10.3% of the freshman composition contained no NNS 

(17/165), with an average of 3.4 students who are NNS in each course. I also found that, 

contrary to the undergraduate population overall, there were more male NNS enrolled in 

freshman composition than females (51.1% versus 48.9%). Finally, I looked at the 

overall number of languages represented by these students. Among the 63 languages 

spoken by the NNS group, Spanish was the most common (spoken by 38%), followed by 

Chinese (7.7%), Japanese (4.8%), and Korean (4.2%). While this overview did give an 

overall impression of NNS in freshman composition, I also mentioned that it did not give 

an accurate picture of the differences between NNS attending NS and NNS section of 

composition. 

In the second and third sections in this chapter I looked at NNS enrolled in NNS 

sections of composition and NNS taking mainstream composition in order to partially 

answer the second research question: how the International and Resident NNS in 

freshman composition are similar and/or different. 

In the second section I found that the NNS attending composition for NNS, often 

referred to as International Composition, accounted for only 30% of the NNS taking 

freshman composition classes. These students represented 33 different languages, with 

Japanese and Chinese being the most common (with 22 representatives each). I found 
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that the students in this group arrived in the U.S. at an average age of 20.5, and that their 

average age at the time of the study was 21. Only 13.6% of the students in this group 

came to live in the U.S. before college. I also found that there was a larger percentage of 

males in the NNS sections of composition than in the overall NNS population (51.1% in 

the overall NNS population versus 61.9% in the NNS sections). In this section I also 

showed that the vast majority of the students in this group identified their LI as being 

their strongest (94.8%). Finally I looked at the 9.8% of the students in this group who did 

not fit the international label. These students were either U.S. citizens or permanent 

residents. 

In the final section of this chapter I studied NNS attending freshman composition 

for NSE. I found that these students accounted for 70% of the NNS attending freshman 

composition classes overall. Given the traditional focus on international ESL students 

attending universities in the U.S., and particularly on NNS attending courses designed 

specifically for them, this number suggests a need for a greater focus on this majority 

group of NNS attending U.S. universities. I found that the highest percentage of NNS 

was found in English 100 and that NNS taking NS composition were more likely to have 

an initial placement into this class than their counterparts taking NNS composition 

(English 106). I suggested that one reason for this discrepancy may be due to the way 

students are placed into courses. I also suggested that a greater involvement by ESL-

trained instructors in the grading of placement essays might help to identify students who 

are merely displaying language differences rather than deficits. 
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In this section of the research I discovered that the NNS attending NS 

composition courses were linguistically more diverse than their counterparts in the NNS 

sections (55 different languages versus 33 in the NNS sections). I found that almost half 

of those languages had only a single representative and that Spanish was far and away the 

most common LI among these students (49.2%), with Navajo being the second (5%). I 

suggested that these differences in the predominant languages between the students in the 

NS and NNS sections were also accompanied by very different educational and cultural 

experiences and that this factor needed further study. 

I found that 61.7% of these students were bom in the U.S. (versus 2% of the 

students in the NNS sections) and that the students in this group who were bom outside 

of the U.S. arrived here at an average age of 10. Among the students in this group who 

were bom abroad, 30.1% came from Spanish speaking countries. 

This section of the research also showed that the NNS in NS composition and 

NNS composition were different in terms of gender ratios. While males accounted for 

61.9 percent of the population in the NNS sections, they formed only 51.4% of the NNS 

attending the NS sections. While both of these stand in contrast to the overall 

male/female ratio at the university (47.8%) male), I suggested that the difference between 

the two NNS groups was likely due to a greater cultural assimilation of the resident NNS, 

resulting in a gender ratio that is more similar to the norm. 

Finally, I found that the majority of the NNS attending the NS sections of 

composition identified English as their strongest language (79.7%)). This contrasts 

strongly with the students attending the NNS sections, where only 5.2% saw English as 
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being stronger than their LI. I also discovered that only 63% of the students attending 

English 100 believed that English was their strongest language, again suggesting the need 

for further consider of other placement options for such students. 
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CHAPTER 5 

STAGE TWO RESULTS: 
THEMES FROM BEFORE UNIVERSITY ENTRANCE 

This chapter describes the participants of the second stage of this study, focusing 

on their experiences prior to arriving at the university. As discussed earUer, the second 

stage of this study focused on Latino students from a variety of backgrounds. As I 

explored the composition program in the first year, it soon became apparent that Latino 

students formed a strong majority of the students who speak English as a second 

language. In order to gain a more in-depth understanding of this important group of 

students, I chose to focus the second year of my research on them. While the first stage 

of the study provided a macro examination of the first and second research questions, this 

stage of the research seeks to answer all five questions: 

1. The nature of the NNS population in freshman composition. 

2. How the international and resident NNS students in freshman composition are 

similar and/or different. 

3. What the needs of these groups are in relation to their success in the freshman 

writing program and in the university as a whole. 

4. Whether the needs of the students in those sections are being met. 

5. What instructional resources are available to meet these students' needs and the 

level of their appropriateness. 

As illustrated in the Uterature review of this study, the traditional division among 

these native speakers of Spanish has been to identify them as either resident or 
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international, with most previous research done on the international group. However, this 

does not reflect the complexity of these students. As I began to observe and interview 

these individuals it soon became apparent that the resident versus international label was 

problematic for many of them. Some of them, for example, were bom in the United 

States but left the country soon after birth and were raised in Mexico, never returning to 

their birth coimtry until college. These students are citizens of the U.S. by birth (resident) 

and sometimes are not even citizens of Mexico, but their language and cultural 

characteristics are clearly Mexican in nature. Should this student be identified as a 

RNNS or an INNS? 

It is also often difficult even determine whether or not a student is a native 

speaker of Spanish, a native speaker of English, or something in between. In some cases, 

such as the students raised in Mexico, they are clearly native speakers of Spanish. Many 

of the students from the United States, however, were raised in a complex early language 

environment. Those who were raised in the border regions of Arizona—in towns such as 

Nogales, Bisbee, and Douglas—^may have not learned any English until they entered 

school and are clearly native speakers of Spanish. However, many others were raised in 

cities like Tucson, Phoenix, or Los Angeles and grew up being exposed to both Spanish 

and English, often resulting in bilingualism. Others have parents—or grandparents—^who 

speak Spanish as their first language, but who decided to speak only English at home in 

the belief that it would give their child an advantage later in life. Some of these students 

learned Spanish only in school, if at all. 
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As these examples show, native language status is not always black and white. 

Because of this, the following discussion seeks to place students on a continuum of 

language status, with Latino native speakers of Spanish on one end and Latino native 

speakers of English at the other. 

As the following discussion will reveal, the issue of national/cultural orientation is 

also not always clear for these students. While some of the students in this study are 

clearly oriented towards the U.S., and others towards Mexico, there is a third group that 

crosses the border both literally and in identification. For this reason, the following 

discussion will also place these students on a continuimi of national/cultural orientation. 

M • 

U.S. orientation Cross-Border Orientation Mexico Orientation 

The Students 

The second stage of this study included 14 participants, all of whom were enrolled 

in either first-semester freshman composition (English 101) or first-semester freshman 

composition for nonnative speakers of English (English 107) during the fall semester of 

2001 at the University of Arizona. All of these students identify themselves as Latino 

and/or native speakers of Spanish. Their ages range from 18 to 22, and although all have 

at least a high school diploma, their educational backgrounds are diverse. Some 

< 

Native speakers 
of Spanish 

Bilingual 
Spanish-English 

Native speakers 
of English 
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graduated from a high school in the United States and immediately enrolled at the 

University of Arizona, while others came here directly upon graduation from a high 

school in Mexico. Many of them, however, took an alternate route to the university, with 

time spent either working, improving English skills, or just traveling before their arrival. 

As I began to talk with these students it soon became apparent that their 

backgrounds—where they are from, their family and language backgrounds, and their 

early educational experiences—must be taken into account in any discussion of the five 

research questions for this study. While many of the questions to be answered in this 

research pertain to the participants' writing and classroom behavior, it is abundantly clear 

that these earlier life experiences play a much greater role in how they do in the 

university than what they are taught in one or two semesters of freshman composition. 

Accordingly, a "portrait" of each participant's hfe, as summarized in Table 5.1, up until 

his or her arrival at the university follows. 

Table 5.1: Participants in Stage II 

English 
Rank 

Name 
Birth School; School: Home Comp 
place eng KtoH.S. H.S. Lang: placement 

1 Katie US 1 US US Es 101 
2 Melinda US 1 US US Es 101 

3 Mark US 6 USB US S 
100 inNV, 
101 here 

4 Yomaris US 4 US US Se 100 
5 Maria US 5 US US S 101 
6 Alejandro US 8 M/US US S 100 
7 Catalina US 3 M US Sg' 101 
8 Alberto US 6 USB US s 103 
9 Manuel M 5 US M s 107 
10 Consuela M 6 M M s 106 

' Greek 
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11 Francisco US 5 M US/Mb S 
107-placed 
in 100 

12 Osmar M 6 MB Mb S 107 

13 Dominga M 5 M M s 107 

14 Nelly M 5 M M Se 107 

15 Columba M 12 M US S 
107-placed 
in 101 

16 Edmundo M 5 M USb S 
107-placed 
in 101 

The first column in Table 5.1 indicates the participants' ranking in terms of their 

oral language proficiency. These rankings are based upon a holistic evaluation of audio 

taped samples of the 16 participants by 3 evaluators, all of whom are scholars in the field 

of L2 acquisition and all of whom have extensive experience teaching ESL students. The 

three evaluators ranked the participants individually, with no placement differing by more 

than one rank. In cases where there was not universal agreement about a student's 

ranking, the ranking given by the majority of the evaluators was used. The rankings at 

the top of the table ( from #1) are the most native-like while the students who ranked 

towards the bottom of the scale had the largest number of NNS-like features in their oral 

language. The table also includes the country of birth for each participant, the age at 

which they were first exposed to English, where they attended elementary and high 

school—^with the letter b indicating attendance at a bilingual English-Spanish school, the 

language the participant speaks at home—^with the principal language indicated by a large 

letter and the secondary language—if any—indicated by a small letter, and the student's 

composition placement. As indicated in the table, some students were initially placed 

into one level of composition and either switched themselves to another level or were 

advised to change by their instructor. 
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Portraits of the Participants 

Katie 

Katie was bom and raised in Tucson and is a third generation American. Her 

spoken English has no trace of a Spanish accent, but does have that distinctive 

Southwest/Southern California tone familiar to anyone who has traveled in the region. In 

appearance, Katie wears stylish, but young and modem, clothes that would fit in at any 

West Coast Mall. Her personality is outgoing, friendly, and helpful. Her father spoke 

Spanish as his first language, although English is now his strongest language in terms of 

production. Her mother is Irish in ancestry, and leamed Spanish from Katie's father. 

Katie's paternal grandparents, who now live in Tucson, were both bom and largely raised 

in Mexico and still speak Spanish to their children and try to practice it with 

grandchildren, sometimes with limited success. Although Katie spoke Spanish with her 

father and grandparents when she was a young child—^her grandmother often took care of 

her—she now speaks little Spanish and also has problems comprehending it when her 

grandparents speak it to her: 

"I don't speak Spanish in my home but my Nana and Tata speak it whenever we 

go over there. They usually speak in Spanish and sometimes they'll forget that I 

don't speak much Spanish and they'll try to speak to me and I don't understand. I 

can kind of pick up on a few words...but as far as responding back I'm clueless." 

Katie is clearly a native speaker of Enghsh in terms of her speech and most of the 

Spanish that she now knows was leamed during the three years of Spanish that she took 
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in Middle School and High School. She has not taken any Spanish classes since her 

freshman year and was unable to pass the language fluency test for the UofA and will 

have to take at least one more semester of Spanish to fulfill her graduation requirement. 

Although Katie would love to become more fluent in Spanish so that she could talk more 

with her "Nana and Tata" and to make her more marketable for jobs, her schedule in the 

Business College is tight and does not allow for many electives. She is also paying her 

own way through college and hopes to finish in four years. As with a number of the other 

participants in this study, Katie attended New Start the summer before her first semester 

at the UofA, where she took a Math class. 

Katie's experiences with writing are in some ways similar to those of the 

normative speakers of English. In describing her writing experiences in high school she 

says, "I didn't really have a good experience with high school English. It was pretty 

poor, as far as like teaching structure and learning. I remember senior year, I think I 

wrote AN essay, maybe!" She also described many of her English classes as being "a big 

waste of time" where they "just read books and took tests on them about what color her 

shoes were on page 87 or something." 

Melinda 

Melinda was also bom and raised in Tucson, Arizona and is a second generation 

American on her mother's side. She is a very outgoing 18 year-old who has no 

discemable accent and a wonderful sense of humor. Her mother was bom in Nogales, 

Sonora and is a native speaker of Spanish while her father is from Tucson and is a native 



152 

speaker of English. While her mother spoke to her in Spanish as a young child, 

Melinda's father spoke little Spanish at that time—^he has since learned it—and spoke to 

her only in English. However, by the time Melinda was entering elementary school, her 

mother spoke to her almost entirely in English. 

Although she grew up in a neighborhood with a large number of Spanish-

speaking residents, Melinda began a Gifted and Talented Education (GATE) program in 

the second grade and was bussed across the city from that time and "was mostly around 

white people" until high school. It was not until junior high that Melinda began to learn 

Spanish more formally, and she took it for one year at her school. However, after this 

time she decide to switch over to French, which she took for a total of three years, and 

now believes she "probably knows more French than Spanish [although she] doesn't 

really know that much of either." 

Upon entering high school, Melinda transferred to Tucson High School, which 

has a diverse population, including a large number of Hispanic students. Although she 

"got along with both Whites and Hispanics" at the school, most of her friends now are 

"pretty much Hispanic but they don't speak Spanish." While the University of Arizona is 

only a few blocks away from Melinda's high school, she remarked that she was 

"surprised when [she] started taking classes here how white the campus is." 

Marco 

Marco, whose parents fled the Castro government in Cuba, was bom in Miami, 

Florida and spoke no English at all until he entered first grade. Marco has a slight—^but 
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distinctly Cuban—accent and looks like the Cuban version of Antonio Banderas. He is 

fiiendly, very quick with a joke, and very fond of his family. His parents did not begin 

to learn English until recently, largely due to the influence of their English-speaking 

children, and Enghsh was not allowed in the house while Marco was a child. As with 

many of the families that emigrated from Cuba, his parents initially saw their living in 

Miami as a temporary exile and believed that they would return to Cuba as soon as Castro 

was "kicked out." In addition, the neighborhood that Marco grew up in was "100% 

Cubano" and in that area "even to get a job you don't need to leam English." 

Marco began to leam English in first and second grades, when he was placed in 

ESL classes, but he "pretty much learned English from [his] friends" as the ESL classes 

"really didn't teach much." After second grade Marco was placed in mainstream classes 

and participated in a one-hour pull out program every day that focused on ESL issues, 

although even his mainstream courses consisted of about 50% Spanish as "a lot of the 

teachers don't know English very well." A more drastic change in his education occurred 

when, after finishing grade in Miami, Marco's parents sent him to Las Vegas, where 

his sister was working. He lived there with his sister for three months, and his parents 

then followed him there, where they continue to live—this is when his parents began to 

study English. 

Unlike in Miami, Marco found that the teachers in Las Vegas were using only 

English in the classroom and that the students who spoke Spanish used a very different 

variety than his Cubano Spanish. The lack of Cubans and the comparative lack of 

Latinos in general made the change "tough," but it was during this time that he "picked 
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up huge vocabulary" because of the "accessibility to native speakers" that he found in his 

new environment. Marco and his family still visit friends and relatives in Miami and he 

is always surprised at what he finds upon his return: 

"...when I went to Las Vegas I exceeded [my Miami friends'] level cause I started 
having American teachers. So, I went back to Miami and my friends are like 
"jeez you talk like a surfer now!" I wouldn't be here if I'd stayed in Miami. I 
talk to a lot of my friends who I they were a lot smarter than me and they're 
thinking about going to community college or maybe not continuing their 
education. For a lot of them, their English is still not very good." 

After finishing high school, Marco attended UNLV for a year but decided that he wanted 

to go to school a "little bit farther from home." Marco has not found the transition to the 

UofA to be drastic, largely because of his previous changes in culture, from Miami, to 

Las Vegas, to UNLV, and now to Tucson. At UNLV he took a basic English course 

similar to English 100 here, which consisted mostly of "grammar and organization of 

essay," and when he applied to the UofA he tested into EngUsh 101. 

Yomaris 

Yomaris was bom in Tucson, but her family is from Rio Rico, which is about 40 

miles south. She has a very outgoing and fiiendly personality and her English is 

definitely native speaker like, with a southwestern Latino accent with some NNS 

features. Her parents are both from Mexico and moved to Arizona around junior high 

school when her grandparents were looking for better jobs. Although both of her parents 

speak English, they spoke only Spanish to her imtil she entered preschool so that she 

would have a firm foundation in her native language before begirming to learn English. 

After this time, her family often engages in code switching, although her father was very 
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strict in only allowing his children to code switch at the paragraph level, as he fomd code 

switching at the "sentence or word level" to be "really bad Spanish and bad English too." 

Her transition into school was not a difficult one as she already knew many of the 

Spanish speaking children. Rio Rico does not have its own school, so she went to school 

in nearby Tubac, where she participated in a one period per day pull-out program until 

second grade, after which she no longer took any ESL classes. Although the majority of 

the students at the school were Latino—there were only "8 whites"—they were still 

diverse in their language backgrounds, with "maybe 20% who were mostly Spanish 

speakers, maybe 20% who spoke mostly English, and the rest were always going back 

and forth between Spanish and English. Yarette found writing in secondary school to be 

interesting, although not very challenging, as "in high school they basically graded our 

writing on the effort we put to actually writing in the class and we didn't really need to do 

any writing at home." 

Yomaris's decision to apply to the UofA was made for her very early in life. Her 

aunt, with whom she is very close, and two cousins went to the UofA and she visited all 

of them while they attended school here. Here father is also "an insane basketball fan" 

and a season ticket holder so she has attended many games here. She applied to two 

schools, with UCLA as her "backup plan," but always hoped to come here. Yomaris 

attended New Start the summer before officially entering the university and took English 

100 during that time. 

Maria 
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Maria was bom in Phoenix, Arizona but moved to the town of Douglas, located in 

Southern Arizona, at the age of 4. Maria is a shy but friendly person who has a slight 

Spanish accent. Her parents are both from Sonora, Mexico and moved to the U.S. at the 

age of 19, just after being married and about 3 years before Maria was bom. Her parents 

spoke to her only in Spanish as she was growing up and she spoke no English when she 

started school in Douglas: 

When I went to kindergarten, I had, well, first I was put in with the Spanish-
speaking students so then I leamed, and that's where I started to learn to speak 
English and then by the time I was in 4"^ or 3'^'^ grade I was always put in the 
advanced reading groups and then I became English as my first language but I 
always spoke Spanish at home. So, like in vacations, every everything out of 
school was I spoke Spanish. So then sometimes I'd forget. I'd be talking to 
someone and start speaking in Spanish. 

The schools she attended in Douglas "was mostly pure Mexicans" and most of the 

student spoke Spanish to each other although the teachers "mostly spoke no Spanish." 

While Maria does continue to speak in Spanish to her parents and to many of her 

friends, she is also insecure with her ability in that language; "Yeah, I know my Spanish 

is different because I don't say the words correctly. I know that now that I'm speaking 

mostly English, my Spanish, my words are not that correct." While she does believe that 

her Spanish influences the way she writes in English, she is unsure of its nature as she 

does not "know how to write in Spanish." This inability to write in her native language is 

a source of fhistration for Maria, and she does hope to be able to eirroll in Spanish for NS 

courses while studying at the university to learn this skill. 

Alejandro 
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Alejandro was bom in Boise, Idaho where his father was working as a migrant 

farm worker. Alejandro has a fairly strong Spanish accent and shows other linguistics 

characteristic of a NNS, but is able to communicate very fluently in both formal and 

informal English. When his father made the decision to go to the United States to work, 

his mother, already pregnant with Alejandro, joined him so that their son could be bom in 

the U.S. Shortly after his birth, Alejandro's mother retumed with him to their home in 

the Mexican border town of Nogales, Sonora. He grew up speaking and writing only 

Spanish and "wasn't exposed to English at all" until at the age of 8, just before beginning 

3'^'^ grade, when his family moved across the border to Nogales, Arizona. Although the 

distance of his family's move from Mexico to the U.S. was only about 6 blocks, his 

change in educational environment was drastic: "the first day of school [third grade] I 

entered into my English speaking class. I did not understand like a single word of what 

they were saying, like I was totally...! sat there and just looked at everyone." 

Alejandro's entry into school in the U.S. was, as he described, abmpt, but he was 

provided some support in this transition. From grades three to six he took ESL courses 

for half the school day and mainstream courses—history, science, and math—during the 

other half. By sixth grade he was "pretty tired of ESL classes and only took "normal" 

classes after that time. By 9^*^ grade, Alejandro was enrolled in honors English and he 

continued in them through high school. Although his classes were taught in English, 

Abraham and his classmates spoke to each other both during and after class almost 

entirely in Spanish. This also held trae out of school: "Mexicans are like the majority in 

Nogales; even in town everywhere you go everybody speaks Spanish. When you go to 



158 

your Safeway or Wal-Mart. Everywhere. It's just Spanish. It's just like another 

Mexico...." Alejandro decided to go to the University of Arizona early in his school 

experience—6*^^ grade—when his parents took him to see a football game there. When he 

actually came to the school as a student he was very surprised. Although the distance 

from Nogales to Tucson on only an hour drive, he found the experience disquieting due 

to the lack of "Mexican faces" and the presence of so many "American people." 

Alejandro summed up this experience in these words: "Cause now I feel like what it is to 

be like a minority." 

Catalina 

Catalina was bom in Tucson to a Mexican mother and a Greek father. CataUna's 

father was in the Greek navy and met her mother during a port of call at the Sonoran port 

town of Guaymas. Two years later, at the age of 22, he retumed, married CataUna's 

mother, and became a naturalized Mexican citizen. Catalina is the epitome of the term 

vivacious, with an extremely friendly and bubbly personality. She talks often and for 

long periods, but always has interesting things to say. While she has a definite Spanish 

accent, CataUna's vocabulary—^both informal and academic—seems quite extensive. 

Catalina is a U.S. citizen—her mother came to Tucson to give birth to Catalina and 

retumed to Mexico several weeks later—^but is not a Mexican citizen although she was 

raised there through high school. As is often the case, CataUna's parents wanted her to be 

bom in the U.S. because they "thought it would be better for [her] if [she] was bom in the 

U.S., for more opportunities." Growing up in Guaymas, Catalina spoke mostly Spanish 
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at home, although the first language she spoke at home was Greek. Her mother, who 

learned Greek from her husband, wanted to be sure that she was exposed to her father's 

language and culture, so she spoke to Catalina in Greek when she was a baby, adding 

Spanish when Catalina was about three years old. When Catalina's Greek grandparents 

came to visit when she was six, she described her language interaction with them as being 

fluent, but by the age of 9—^when they visited a second time—she found oral 

communication with them to be difficult, probably because her parents were speaking to 

her almost entirely in Spanish by this time. 

Catalina began studying English informally at the age of 3, when she, her mother, 

and older sister came to Tucson to enroll her sister into an elementary school here. 

Catalina's mother wanted both of her children—^the sister is also a U.S. citizen—^to attend 

at least some school in the U.S. to leam English, but they all returned to Mexico before 

Catalina started school as her mother found living in Tucson to be too difficult culturally. 

When Catalina began school in Guaymas she was enrolled in an English academy. 

Although she attended the academy from elementary school until her junior year of high 

school, she describes her language proficiency in this way: "I couldn't talk at all 

probably. I was just knew grammar and like words, verbs, stuff like that.... It was just 

like basic things, and you usually speak like 'yes I do' and 'no I don't' and stuff like that, 

you know? And you understand a little bit." 

Catalina came to Tucson and spent two years at Desert View High school, where 

she graduated. During these two years, and continuing until now, Catalina has shared an 

apartment with her mother in Tucson, while her father (her parents are now divorced) 
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continues to live in Guaymas. Although the experience was challenging linguistically, 

the change in culture—as with a number of the other participants in this study—^was the 

most shocking for Catalina: 

...I was like, really, really scared cause I was like, culture was so, was so different 
it was scary. I used to see all those girls with like short shorts and like tattoos and 
tongue piercing and stuff hke that, and like hickeys on their neck and I was like 
"what was that?!" And my mom was like "I'm gonna take you back!" And my 
dad was really scared. He was like "no, no don't go. There's drugs over there!" 

Catalina a spent one year in the ESL/Bilingual Education program at Desert View. She 

initially associated almost entirely with other students from Mexico, but soon decided 

that this was not helpful in learning English and began to "hang out" with people who 

spoke no Spanish at all. As might be imagined, this caused tension with her Spanish-

speaking friend, who accused her of thinking she was a "gringa." Many of her friends at 

this time were Hispanics who spoke "really bad Spanish," but normally conversed in 

English. 

Near the end of her junior year, Catalina decided to attend Pima Community 

College after graduating, but her guidance counselor insisted that she also apply to the 

UofA, where she was accepted and given a scholarship. Before starting classes here, she 

attended the New Start program^, which allowed her to transition into college, complete 

one class during the summer, and also get extensive counseling on how to succeed in 

college. 

Alberto 

^ The New Start Program is discussed in Chapter 6. 
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Alberto was bom in Los Angeles in 1983 and grew up in an area along Long 

Beach near Compton. His father, who works as a welder, is from Michoacm and his 

mother was raised in Sinaloa. Although his father is now taking ESL classes and is 

learning English, his mother speaks only Spanish. Until he entered school, Alberto spoke 

only Spanish at home and in his neighborhood. When he began first grade, he was 

enrolled into a bilingual education program and "just spoke Spanish...up through the third 

grade" when his parents decided to switch him to English only classes. Although he was 

exposed to some English from television and contact with "other kids," his transition 

from bilingual to English only classes was abrupt: "...it was just sort of like umm one 

quarter I was in that Spanish class and then the next quarter I got changed over and it was 

just like only English now." He enjoyed the change and was placed into the Gifted 

Program about a year later. 

Alberto did not have fond memories of the bilingual education program, perhaps 

because most of his friends who continued in the program "are still in the ESL program" 

and still speaking "mostly Spanish." The effect of his transition into mainstream courses 

was that it turned English into his "primary language." However, Spanish continued to 

be his primary language out of school and he continues to feel more comfortable using it 

for "casual sorts of conversation" when he can "just lean back and talk and ramble." 

However "when it comes to giving a speech or something formal" he prefers English as 

he believes his vocabulary is more "educated" in that language. 
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As the oldest of three brothers, Alberto often acted as the translator for his parents 

and still continues in that role when necessary. His language interaction with his brothers 

also reflects the complexity of his language environment: 

I still speak Spanish with one brother [the older one], but the other ones doesn't 
like to speak Spanish. The second oldest one, he feels comfortable speaking it. 
He'll go either way. If I talk to him in English he'll talk in English, if I talk in 
Spanish he'll talk in Spanish. The youngest one basically, if I talk to him in 
Spanish he's just gonna answer me in English and he's gorma try to force the 
conversation to just English. He's understands it, but he's just not comfortable 
with it. 

Alberto did not find the transition to the university to be culturally challenging, 

probably due to the diversity of Los Angeles, but has been struggling somewhat with the 

demands of academics and Navy ROTC and worries about the effect his grade in 

English—^his lowest grade that semester—^might have on his Navy scholarship. 

Manuel 

Manuel was bom in Mexico, in the city and state of Durango. He has a strong 

Mexican accent but a strong English vocabulary. He lived there until the age of one, 

when he and his family moved to Los Angeles for his father's job. They lived in Los 

Angeles until Manuel was in grade and his parents divorced; at that time, his mother 

moved the children back to Durango. During his time in L.A., his family spoke only 

Spanish in the household as his mother was monolingual Spanish. The neighborhood 

where Manuel lived was predominately Latino and he heard mostly Spanish until he 

entered first grade, although he learned some English before school by watching cartoons 

on TV. 
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Once he began school, Manuel was in a bilingual education program, although he 

says that Spanish was the main language spoken at the school by both the students and 

teachers. While Manuel's English improved greatly during this time, once he returned 

with his mother to Durango he lost "most of his English." Manuel's transition back to 

school in Mexico was not extreme for him, probably due to his bilingual education 

experience in Los Angeles and his broad exposure to Spanish at home and he did very 

well in school there. He continued taking English classes from 5"^ grade, but the "focus 

was on grammar rather than communication" and he found it increasingly hard to 

communicate with people in English when given the opportunity. 

Although accepted to schools in Mexico, Manuel decided to come to school in the 

U.S. in order to regain his skills in English and because he felt that this country was also 

"a part of him." He chose the UofA as it was close to both Los Angeles, where his father 

still works, and to Mexico. His placement was into English 107. 

Consuela 

Consuela was bom in the Mexican state of Michoacan but moved to Ciudad 

Obregon in Sonora at the age of five for her father's job. She has a strong Spanish accent 

and sometimes searches for vocabulary, but is able to communicate well in English. Her 

mother is monolingual Spanish and her father speaks "a small amount of English" that he 

learned for his job, where he works as a factory manager. Although Consuela did have 

some lessons in English during elementary school, these took the form of weekly lesson 

of about an hour and consisted mostly of "showing pictures and practicing verbs." Once 
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she began high school she had daily English classes and continued this when she began to 

attend college at the Instituto de Mexico de Sonora, where she ranked near the top of her 

class. She would have finished her degree there, where she was studying accounting, but 

a trip to Mazatlan during her senior year changed her plans. During this trip she met her 

future husband—an American from Seattle—and within a year they were married and she 

moved to Seattle. While still a Mexican citizen, Consuela is also a Resident Alien of the 

U.S. and plans on becoming a citizen as soon as allowed. 

In Seattle, Consuela enrolled for classes at Seattle Community College, where she 

took intensive ESL classes for two years. In describing this transition from Mexico to the 

U.S., she commented on the large change in culture—and weather—^between Seattle and 

Sonora: "When I first moved to Seattle, because I got married, one day I was in Mexico 

and then I was in Seattle, so it was hard! The city, the rain, the fraffic were not so good. 

Everything was so different and I had to speak English because [my husband's] parents 

don't really speak any Spanish." Consuela also found the academic environment, and in 

particular the interaction between students and professors, to be quite different: "I don't 

know, I think people here is cold. If you have a question, so it's like they don't like to 

help that much." 

As a compromise between Sonora and Seattle, Consuela and her husband decided 

to move to Tucson to complete their educations. This was also beneficial for Consuela as 

the UofA has a sister school agreement with the Instituto de Mexico de Sonora and many 

of her credits from that school will transfer here. The transition to this new academic 

environment has been uniquely challenging for Consuela, who had nearly finished her 
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degree in Mexico: "But, I have to start like taking the general classes and the system is 

like really hard for me because in Mexico I took like 6 or 7 classes and I was in the top of 

the, you know the best students, and then I came here and like I have to start from the 

bottom. It's tough." 

Francisco 

Francisco was bom in Tucson, but only spent a week in the hospital before 

moving back home to Navojoa, Sonora, which is about seven hours south of Tucson. He 

is tall and slim, has a strong Spanish accent, and often pauses in his search for the right 

word in English. He holds citizenships in both the U.S. and Mexico. As with most 

students from Mexico, Francisco began taking English at a young age—^Kindergarten in 

his case—^but the early classes were once a week and very basic in nature. At the age of 

12 Francisco's parents sent him to a residential military academy near Chicago where he 

studied for two years. This military academy is a tradition in Francisco's family, with his 

three older brothers all attending the same school before him. There were about 50 

Mexican and 70 American students at the academy, so Francisco had to leam English 

quickly "for necessity," as Spanish was not permitted at the school. Perhaps due to the 

large number of Mexican students at the academy, Francisco was able to adjust to the 

new envirormient, although he found some aspects of American society surprising: "It 

was strange cause like in Mexico there are lots of less divorces and families are more 

united. And back in Chicago all the Americans like their parents were divorced or they 

were separate and stuff like that." Although he advanced his oral language skills at the 
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academy, he had less success with writing; "They have like a major research paper at 

military school every year, but I did really badly. I didn't learn how to do them, like 

here. Even from the military school, it was a really strict rule, like do that, do this." 

After two years he returned to Navojoa and continued taking English there until 

the 9'^' grade, when he tested out of taking additional Enghsh classes, hi high school he 

attended the Instituto Tecnologico Estudios, which is a prestigious private institute with 

branches all over Mexico. This was a bilingual English-Spanish school and Francisco 

started in the highest level of English classes, in which he continued to develop his oral 

communication skills. He completed five semesters of English and one semester of 

French at the school. During his second year of high school he also spent one semester in 

Calgary, Canada, where he took ESL and regular classes at the University of Calgary, 

where his most vivid memories are of forty degree-below-zero temperatures. 

When Francisco applied to universities in the U.S., he chose the UofA for its 

proximity to Mexico as it "feels more like home." His initial placement was into English 

100, but his instructor told him in the first week that it might be better for him to take the 

normative sequence, so he switched to English 107. Francisco o first took the course 

during a spring semester, but later dropped the class when it became clear that his 

coursework was too heavy. Unfortunately, the second time he began to take it was 

during a summer session, and the 7AM class time did not agree with his desire to "sleep 

in for the morning. He also had a family emergency in Mexico which caused him to miss 

too many classes and he was dropped. The third time he took the course was during his 

participation in this study 
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Osmar 

Osmar was bom and raised in Puebla, Mexico where his father works in an 

exporting business and his mother is a high school teacher. Osmar has a very outgoing, 

friendly, and confident personality. Although he has a definite accent, his English 

vocabulary and syntax are quite advanced. His parents decided that they wanted Osmar 

and his siblings to become bilingual and sent all of them to study at the American School 

of Puebla. During elementary school half of the classes were conducted in English, 

including EFL classes and portions of the classes "like math and art and such" and half 

were in Spanish. This continued until his transition to secondary school, also at the 

American School, during which most of the classes were in Spanish, with EFL classes 

and at least one content class per semester being in English. 

After graduation, Osmar "still wasn't very comfortable with [his] English, so [he] 

decided to spend a year off traveling and improving [his] English." The summer after 

graduation he attended an intensive ESL program at Cambridge University and spent the 

following semester at that same program as well. The courses there focused on the four 

skills and also worked on "academic English and what you needed for college." 

Immediately following his time at Cambridge Osmar went to the University of Victoria 

in Canada and studied for six months at their ESL institute taking similar courses and 

then moved on to a Philadelphia, where he stayed with fiiends for a few months while 

continuing to improve his English. 
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Dominga 

Dominga was bom and raised in Mexico City and began taking English classes in 

kindergarten, when she enrolled in a bilingual English-Spanish school. She continued in 

that school throughout her K-12 Mexican schooling, at least when she was in the city. 

She is friendly and outgoing, but she does sometimes have trouble communicating her 

ideas in English, possibly due to a heavy accent and limited vocabulary. Because 

Dominga's life has been based around tennis since she began playing at the age of 8, her 

educational experiences have been radically different from most students. She began 

doing tennis tournaments at the age of 12 in Mexico, South America, the U.S., Austraha, 

and Europe. At 15, she moved to the Tampa, Florida to study at a tennis academy, later 

moving to another academy in Miami, and then to yet another academy in Tampa, finally 

ending up in Palm Springs. Although she had been taking bilingual education classes 

since kindergarten, she was amazed that she seemed unable to communicate in English: 

But it's so different because my school is like I go to the Oxford school and 
everybody says "Oh that school is hard and everything," but then when I go to the 
United States and everj^hing, I could not speak you know? It was so weird. I 
could not believe it, I had always gone to these bilingual school and everything 
and I cannot speak, like I don't know, it's weird! When you have these tests in 
HS for like listening and everything, and writing ah, you expect more, you know? 

This was especially important for Dominga because once she began to attend the tennis 

academies she was "forced" to use English on a daily basis as it was the lingua franca of 

the other international students at the schools 

While attending the tennis academies in the U.S.—ages 15-18—she continued to 

take regular classes. Although the majority of the students in the academics were from 

abroad, they did not provide ESL classes. However, Dominga felt her English improved 
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as the students used English as their common language. She described the academy 

classes as "impossible to fail" as they would give "special exams" to any students who 

were having problems. At age 18 Dominga moved back to Mexico, where she 

concentrated on teimis for three years instead of enrolling in college. After this time, 

when it became apparent that her termis career was not advancing, she enrolled in La 

Universidad de Nahuac for two years, where she studied business administration. After a 

spending a summer studying at the University of Queensland in Australia, Dominga 

decided to attend school in the United States. She decided on the University of Arizona 

because of its proximity to Mexico, but primarily due to its tennis program, which offered 

her a scholarship. 

Nelly 

Nelly was bom in Obregon, Sonora and lived there until graduating from high 

school. She is a shy but very charming woman. Although she has a strong Mexican 

accent, and often searches for vocabulary, she communicates well. Both of Nelly's 

parents speak some English, and actively encouraged all of their children to become as 

fluent as possible to "give them better opportunities for jobs." She began taking English 

in kindergarten, where they focused on English for about an hour each day. In first 

grade, she attended a bilingual school where two hours of each day were conducted in 

English, but she switched back to a "regular" school in grade, where English classes 

were one or two hours per week. She maintained this level of English study through 

jimior high, after which she attended the Instituto Tecnologico de Monterrey, a national 
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bilingual high school. In addition to taking EFL courses each year, this school required 

the students to take one content course entirely in English each semester. 

Her real interest in Enghsh began after her first year of high school, when she 

went to a summer study program at the University of Calgary. Although she was "really 

surprised" that she "could hardly understand anything that they were saying" when she 

first arrived in Calgary, Nelly found that her comprehension and productive abiUties 

"grew a lot" during her stay there. During this time she "really came to love English" 

th 
and determined to study abroad further. This goal was accomplished during 11 grade, 

when she spent a semester studying in a small town in Oklahoma, where she took 

mainstream classes such as Speech and English at a small local college in addition to an 

ESL class. After graduating, Nelly studied abroad again, this time retaking her senior 

year at a small town between Baton Rouge and New Orleans in Louisiana. She loved 

living with a host family there and learned "so much English" by talking with friends, but 

found the classes to be "pretty easy with little or no homework." Upon her return to 

Mexico, Nelly studied for one semester at a university in Puebla while making 

applications to a number of U.S. universities. Although she was accepted to several 

schools, Nelly decided to come to the UofA because her "parents wouldn't let [her] be 

any farther firom home." She spent one semester at the Center for English as a Second 

Language at the UofA where she took ESL courses while waiting for her regular 

admission in the fall. 

Columba 
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Columba grew up in the town of Cumpas in the Mexican state of Sonora. 

According to Columba, Cumpas is a town of about "twelve streets and seven avenues" 

with a school too small to have English classes. Columba finds communicating in 

English to be fi-ustrating at times and is working to improve her oral communication 

skills. Although both her parents spoke little English, they decided that it would be an 

advantage for their three children to become as fluent as possible. Nevertheless, 

Columba did not begin taking English until junior high school when she moved to a 

larger town in Sonora. She described the three years of English that she had there as just 

studying "verbs like to be." Columba's parents decided that the best way for their 

children to become fluent in English was to be immersed in the language so, after 

finishing junior high in Mexico, Columba's parents sent her to Tucson to share an 

apartment with her sister, who was already there taking ESL classes at Immaculate Heart 

Catholic High School. Columba enrolled in the same school and took ESL classes there 

during her freshman year. 

Columba faced two main challenges during this time: linguistic and cultural. 

When she started in the ESL classes at Immaculate Heart, Columba says she didn't 

"know anything about English" and didn't "even know what houses and horses was." 

After his first year at the school, Columba was placed in mainstream courses. Although 

she felt her English had improved over that time, she describes her feelings about the 

mainstream classes in this way: "Yeah. I can't speak English. It is so hard for me, like I 

never do [speak English]. Like even school I never ask questions cause of my English 

was tough. Like I have a big accent and somebody doesn't understand me, so." 
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Columba's linguistic challenges were compounded by the culture shock she experienced 

upon her arrival at the school. Having grown up in very small and "very catholic" towns 

in Mexico, her introduction to American teen culture was a bit of a shock: 

Yeah, and it's really hard for me like, I know that's mean but I can't like with 
American girls I can't be that friendly because of culture. Yeah, they do stuff that 
I'm against cause I grew up different stuff, so like I'm how can I do this? For 
example, the first day that I get to school I see a friend kissing a guy and then 
when she was next to my locker I asked her, is that guy your boyfriend? No, she 
said, He's just a friend. I'm like, how come you can kiss a guy that's just your 
friend? 

Due to the combination of the cultural and linguistic difficulties that Columba 

experienced during high school, most of her time there was spent with her sister or 

brother, who arrived two years after her. Columba took summer courses at the university 

through the Writing Skills Improvement Program^ and signed up for English 101 her first 

semester her. However, within a week she decided to switch to English 107. 

Edmundo 

Edmundo was bom in the Mexican town of Los Mochis, which is north of the city 

of Mazatl^. Edmundo is a friendly and helpfiil person, but struggles with his oral 

communication, partly due to a very heavy Spanish accent and also due to a limited 

English vocabulary. He often pauses to search for the right word and rephrases his ideas 

to get his point across, sometimes with limited success. At the age of three months his 

family moved to Nogales, Sonora for his father's job. While Edmundo is a Mexican 

citizen, his two younger brothers were both bom in the hospital in Nogales, Arizona and 

^ The Writing Skills Improvement Program is further discussed in Chapter 6 
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are U.S. citizens. Although his father speaks both English and Spanish, Edmundo's 

family speaks only Spanish at home as his mother does not speak English. Edmundo 

began taking English in "kinder [garten]," although the lessons at that stage were usually 

just "colors and numbers" for one or two hours per week. He continued taking English 

classes through his sophomore year in high school, when he and his family "crossed the 

line" to Nogales, Arizona, where they continue to live today. Although Edmundo took 

ESL classes his junior and senior years, the rest of his classes, "like math, geography and 

stuff like history, were in Spanish." Although the textbooks for these classes were in 

English, the discussion in class was in Spanish and students were given the option of 

writing in either Spanish or English. In discussing his experiences with bilingual 

education, Edmundo had mixed feelings. While it made his educational experience more 

"comfortable," he had concerns about its effect on his future academic plans: "...the first 

semester I was afraid, well...if I do it [writing] in English I will mess up my grades. I will. 

I will. But then I start thinking, well I have to practice my English, so I will start writing 

my papers in English." This was important to Edmundo, as he decided in his junior year 

that he wanted to attend college to become a mechanical engineer and felt it was crucial 

to improve his spoken and written English. 

Once admitted to the UofA, Edmundo was also admitted into the New Start 

Program, which he attended the summer before his fi-eshman year. When I asked him if 

he found the program useful, he responded by saying: "Yeaaaaaah, kind of I get to the 

university with a lot of confidence. That doesn't help. You are too confident that. That 

is contrary to what you find." Edmundo was initially placed into English 100, but based 
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on the experiences of a friend from Nogales, and his own first few days in the course, 

switched to Enghsh 106. 

The preceding section of the study served as a partial answer to research questions 

1 and 2. In particular, it begins to develop a picture of how these international and 

resident native speakers of Spanish and similar and different. As these portraits 

demonstrate, even among the single group of the NNS speakers examined in this stage of 

the study—^native speakers of Spanish—there is great diversity. Also, it shows that it is 

not always easy to accurately identify exactly which students are international and which 

are resident. Some of these students were bom and raised in the U.S., some in Mexico, 

and some on both sides of the border. These portraits also show that these students have 

diversity in their proficiency in both Spanish and English, with some clearly Spanish 

dominant, some English dominant, and others balanced bilingual. Finally, the portraits 

demonstrate that these students have a range of educational experiences, with some 

students attending K-12 only in Mexico, some only in the U.S., and some in both 

countries. 

The following sections of this dissertation (the remainder of Chapter 5 and 

Chapter 6) will further develop themes that emerged over the course of the second stage 

of the research, with the rest of this chapter focusing on the students' experiences prior to 

entering the university and the next chapter focusing on their experiences at the 

university. 



175 

Emergent Themes 

As seen in Table 5.3, a number of themes emerged from my observations of and 

discussions with these 14 students. The remainder of this chapter will focus on the first 5 

themes, with the rest discussed in Chapter 6. 

Table 5.2: Themes 

Themes from before university- entrance 
• National/Cultural Orientation 
• A Blurring of the Border 
• Language learning experiences at home 
• Language learning experiences at school (K-12) 
•_ Writing Experiences Before the University-

Themes from the University 
• Placement 
• Culture Shock 
• Behavior in the classroom 

o Speaking and Silence 
o Workshops: In and Out of Class 
o Computer labs 

• Writing in the Composition Classroom 
• Writing in other classes 
• Writing outside of the classroom 
• Resources available to students 
• Analysis of Grades/Success 
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Themes from Before University Entrance 

National/Cultural Orientation 

As seen from the portraits above, the participants in this study brought a wide 

variety of backgrounds and experiences with them to the university. While it is possible 

to rank these students in terms of their spoken English, as was seen in Table 5.1, this 

ranking did not exactly capture some features that might allow meaningful grouping of 

individuals. As I examined the data for each student it became apparent that each student 

had one of three orientations that was closely associated with their proficiency in spoken 

English and also reflected these other factors. I identified these orientations as both 

nationally and culturally based; The United States, Mexico, or a blending of Mexico and 

the United States (Cross-border). 

Table 5.3: Orientations of the participants 

Orientation Participant English rank 
Katie 1 
Melinda 2 

U.S. Marco 3 
Yomaris 4 
Maria 5 
Alberto 8 
Alejandro 
Catalina 7 

U.S.«& Manuel 
Mexico Francisco -

Edmundo 16 
Consuela 10 
Osmar 12 

Mexico Dominga 13 
Nelly 14 
Columba 15 
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These three groups, as seen above in Table 5.3, will form the basis for the 

discussion of Stage Two results. My categorization of the participants according to this 

national/cultural orientation is based primarily on an objective consideration of their 

residential and educational experiences, but it is also influenced by attitudes they 

implicitly or explicitly expressed in my interviews with them. I include verbatim 

segments from these interviews in the following discussion of emergent themes. 
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A Blurring of the Border 

One characteristic of this group that became apparent to me very early in my 

conversations with them was that the U.S./Mexico border—and nationality for that 

matter—^was blurred for many of them As seen in Table 5.4,1 used three criteria to 

determine the orientation of each student; birthplace, citizenship, and where they were 

raised. 

Table 5.4: A Blurring of nationality 

Orientation English 
rank 

Participant Birthplace Citizenship Raised 

1 Katie U.S. U.S U.S. 
2 Melinda U.S. U.S U.S. 

U.S. 3 Marco U.S. U.S Border-U.S. 
4 Yomaris U.S. U.S Border-U.S. 
5 Maria U.S. U.S Border-U.S. 
8 Alberto U.S. U.S U.S. 

Wmm:: Alejandro U.S.-2 wk"^ Mexico/U.S. Border Mexico/U.S. 
mr: im: Catalina "Mexic€i/U.S.: "• 

U.S. & Manuel Mexico Mexico/U.S. :Mexico/U.S.'^ • 
Mexico mm-:-- Francisco IMexi^/UiS;!::;::" : Maxicb/U^S^n: 

• ,  „  Edmundo Mexico :;:Mfexic:o/U.S.::,. 
10 Consuela Mexico Mexico/U.S.' Mexico 
12 Osmar Mexico Mexico Mexico 

Mexico 13 Dominga Mexico Mexico Mexico 
14 Nelly Mexico Mexico Mexico 
15 Columba Mexico Mexico Mexico 

U.S. Orientation 

Three of the U.S.-oriented students in this study were bom and raised in the U.S. 

away from border regions—Alberto, Katie, and Melinda. Alberto was bom and raised in 

" Participants with wk added to their birthplace were bom in the U.S. but returned to Mexico either 1 or 2 
weeks later. In all three cases, their parents wanted their children bom in the U.S. to gain citizenship. 
' resident alien 
® resident alien 
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the Los Angeles area. Although he occasionally traveled to the San Diego/Tijuana 

region, his only significant trips to Mexico while growing up were to visit his father's 

relatives in Michoacan and his mother's family in Sinaloa—only going to each region 

once. Katie and Melinda were both bom and raised in the U.S. and although their first 

language was Spanish, they are now clearly English-dominant. Because they are and 

2"'^ generation Americans, neither Katie nor Melinda did any significant travel to Mexico 

as their closest relatives all now live in the U.S. 

The three additional students in the U.S.-oriented group grew up in the border 

region, but almost entirely on the U.S. side—^Yomaris, Maria, and Marco. Yomaris's 

parents are both from Mexico and came to the United States when they were in junior 

high; they met while attending the same high school in Tucson. While growing up in Rio 

Rico, a small town about 10 miles north of the border, Yomaris and her family spent 

occasional vacations with relatives still living in Mexico and spent "a lot of weekends in 

Nogales," Sonora to shop. 

Maria had a similar experience growing up in Douglas Arizona, which is located 

in the Southeastern comer of Arizona across the border from Agua Prieta, Sonora. 

Maria's parents came to the U.S. from Sonora at the age of 19, shortly after being 

married, so that their "kids could be bom here" and to follow job opportunities. While 

she was bom in Phoenix, Maria's family moved to Douglas when she was 4 so that they 

could be closer to their families, who live only about 2 miles away from Maria's home, 

but in Agua Prieta. Even more so than Yomaris, Maria spent a significant amount of time 

going back and forth between Arizona and Sonora, although her "home" was always in 
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Arizona. Nevertheless, for both of these women, the border existed largely only as an 

inconvenience, with both spending "a lot of hours" waiting to cross back and forth. 

The third student in this group—Marco—^was bom in raised in Miami. While this 

does not fit the common definition of a border region—^the closest foreign country being 

"across" the Atlantic Ocean, the Cuban-American community in South Florida is 

considered, by many Marco's relative and friends, to be the "real Cuba." While visits to 

Cuba were all but impossible due to the U.S. embargo, many of Marco's older relatives 

believe it is only a matter of time before a return to Cuba will be possible. 

While these students did sometimes spend a significant amount of time traveling 

in Mexico, they all share three important characteristics. First, they were all bom in the 

U.S. Second, all of them are U.S. citizens, and none of them hold citizenship for any 

other country. Finally, all of them were raised in the U.S. For some of them (in 

particular Yomaris, Maria, and Alberto) the border is blurred, but their orientation is 

clear. 

Cross-border Orientation 

For the students with a cross-border orientation, answers to questions regarding 

birthplace, citizenship, and where they were raised are much more complex. Three of the 

students in this group—Alejandro, Catalina, and Francisco— were bom in the U.S. but 

grew up in Mexico. Two of these students— Catalina and Francisco —^were bom in 

Tucson and then moved back to their homes in the Mexican state of Sonora within a 

week of their births. Alejandro was bom in Idaho, where his father was working as a 
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migrant laborer, but also went back to his home in Nogales, Sonora only a couple of 

weeks later, hi all three of these cases, their parents made the conscious decisions to 

come to the U.S. in order to give birth. As mentioned by Catalina, the reason for this is 

simple: "My dad thought it would be better for me if I was bom here in the US, for more 

opportunities and stuff like that for me when I grew up and everything. So, that's what 

they did." All three of these students retained their U.S. citizenship, and two of them— 

Alejandro and Francisco—hold joint MexicanAJ.S. citizenship. In the case of Catalina, 

she only holds U.S. citizenship although she spent almost her entire life in Mexico up 

until the age of 15, when she came to Tucson to finish high school. 

Two of the participants—^Manuel and Edmundo—grew up on both sides of the 

border, with Edmundo being a Mexican citizen and a U.S. resident alien and Manuel 

holding joint Mexican/U.S. citizenship. As discussed in his portrait, Manuel was bom in 

the city of Durango, Durango, but moved to Los Angeles when he was one year-old. He 

lived there until he was in the 5 grade, at which time his parents divorced and his 

mother took him back to Durango. While he spent the majority of his childhood in that 

city, he also spent a number of months in Los Angeles with his father, primarily during 

summer and winter vacations. Edmundo spent the majority of his childhood in Nogales, 

Sonora, until his family "crossed the line" to Nogales, Arizona when he was a sophomore 

in high school. Literestingly, while Edmundo, his parents, and one sister are all Mexican 

citizens, his two younger brothers are U.S. citizens as they were bom in the Nogales, 

Arizona hospital for the same reasons as Alejandro, Catalina, and Francisco. 
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Mexico Orientation 

Four of the students in this study grew up in Mexico—Columba, Dominga, 

Osmar, and Nelly—and are Mexican citizens. Columba was bom and raised in the small 

town of Ciimpas, Sonora and had almost no exposure to English until she entered junior 

high school, at which time her parents moved to a larger town with better jobs and 

schools. The blurring of the border for Columba began in high school, when her parents 

sent Columba and her older sister to a catholic high school in Tucson to complete their 

educations and continue to improve their English. Dominga was bom in Mexico City, 

where she lived until the age of 15. From the ages of 15-18, Dominga lived in Miami, 

Tampa, and Palm Springs, where she attended tennis academies. During this time she 

also spent many months traveling to tournaments in Mexico, South America, the U.S., 

Australia, and Europe. Nelly was bom and raised in Obregon, Sonora and her first 

significant cross-border experience was during a summer program at the University of 

Calgary after her fi"eshman year of high school. Only one of the students in this group— 

Osmar—^had no significant experience outside of Mexico before graduating from high 

school. Osmar was bom and raised in Puebla, Mexico and was raised there through high 

school, hi addition to the four students mentioned above, one more—Consuela—^was 

bom and raised in Mexico, but she is now a Resident Alien in the U.S. and plans on 

becoming a U.S. citizen soon. As discussed in her portrait, Consuela's first significant 

trip outside of Mexico occurred after she had already graduated from high school and met 

her future husband during a vacation in Mazatlan. Although she now lives in Tucson, she 
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and her husband split their free time between his parents in Seattle and her family in 

Michoacan. 

Summary of A Blurring of the Border 

As this section shows, a classification of the nature of native speakers of Spanish 

attending freshman composition courses at the University of Arizona is more complicated 

than "U.S. versus International." Some of these students are clearly oriented towards the 

U.S. due to their birthplace, citizenship, and where they were raised. Others have an 

orientation towards Mexico that is just as clear. However, there is a third important 

group for whom the situation is more complex—^more blurred. These students have a 

cross-border orientation. As will be discussed below, these three groups also differ in 

important ways regarding the three remaining themes in this section: language learning 

experiences at home, language learning experiences at school, and writing experiences 

before the university. 
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Language Learning Experiences at Home 

U.S. Orientation 

All of the participants in this group acquired Spanish as their first language, 

although, at least for some of them, English is now their primary language. This situation 

is clearly illustrated in the case of Katie, whose father is a NSS and who was taken care 

of by her grandparents—^both native speakers of Spanish—in her early childhood. 

However, since Katie's mother speaks Spanish as her second language, Katie primarily 

spoke English at home as she grew up, and eventually lost most of her Spanish. At this 

point, Spanish is a now an imperfectly "learned" language for her: 

Katie I don't speak Spanish in my home but my nana and tata speak it whenever 
we go over there they usually speak in Spanish and sometimes they'll forget that I 
don't speak Spanish and they'll try to speak to me and I don't understand. But I 
can kind of pick up on a few words and try to make out some sort of what they're 
trying to get across, but as far as responding back I... clueless. 
R Are you taking Spanish here? 
Katie Ummm I'm actually thinking of taking it at Pima just because I don't have 
room in my schedule. 
R So, would you, in the ideal world, would you want to be fluent in Spanish? 
Katie Oh, I would love. I've I try I really do try. I'll ask like if I go over to my 
Nana's I'll be like Nana speak to me in Spanish and then I'll get tired of it within 
like 5 minutes I'm like don't know what you're saying I can't respond back to 
you, so like it's hard. Ummm I've had a couple of friends who've been really 
fluent in Spanish and they've tried but I'm... a lost cause ha, ha, ha. 

Katie's situation is very similar to that of Melinda, who also spoke Spanish as her first 

language—learned from her mother, who is a native speaker. While her father is also 

fluent in Spanish, her parents made the decision when Melinda was still quite young that 

they would begin to communicate with her only in English and she lost most of her 

ability to communicate in Spanish. At this point, most of the Spanish that Melinda 

speaks was learned in middle school: 
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Melinda Okay, My mom's first language is Spanish and my dad's second 
language is Spanish. He's fluent in it, both of them. Umm, unfortunately, they 
never taught me, the language, so, I don't know it at all, {nervous laughter} 
R Uhuh 
Melinda So, I have, have no background really in Spanish. I studied 
Spanish in middle school and then they offered French as an alternative to PE, so 
I took French, ha, ha, ha. 

While both Katie and Melinda have lost most of their ability to communicate in Spanish, 

this is not the case for the rest of the participants with a U.S. orientation. Maria, bom in 

Phoenix and raised in Douglas, a small town in Southern Arizona, exemplifies the 

background of this group: 

Maria Well, my parents are, they're both Mexican and so I grew up just umm 
with Spanish. Speaking that was my first language. 
R Where were your parents from in Mexico? 
Maria Ummm Sonora. And I was bom in Phoenix and then we moved to 
Douglas and that's where I started school. And when I started school I didn't 
know any English. 
R Oh really, so even when you were a little kid growing up in Phoenix, 
pretty much only Spanish at home? 
Maria Yes, pure Spanish. 

While both of Maria's parents were able to communicate in English, her mother, who 

was a stay-at-home mom, was much more comfortable speaking in Spanish. Perhaps 

because of this, Maria also grew up "watching the telenovelas on Telemundo and 

Univision" next to her mother on the sofa, and "didn't really watch even English 

television" as a young child. 

This was also the case with Marco, who was bom and raised in Miami. In his 

household, using English was actually forbidden by his parents, who hoped on day to 

return to their native Cuba and wanted their son to speak the language. His parents 
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simply saw no reason for their son to learn English, although they are now learning it 

themselves: 

Marco Even to get a job, you don't need to learn English, so that's why my 
parents never learned it. They're learning now, but before they couldn't speak a 
word. So, it was kind of difficult living there and you don't really need English 
there. 

Yomaris's family also insisted on Spanish only spoken in the household when she was 

learning the language. In her case, growing up in the town of Rio Rico in Southern 

Arizona, this decision was made by her parents to give her a firm foundation in Spanish 

before begirming school. Yomaris now feels this was a very beneficial choice as it 

allowed her to avoid the "Spanglish" that she often hears from her friends who grew up in 

Tucson, a city less than an hour to the North: 

R What do you think about Tucsonan Spanish? 
Yomaris Ummm, Ha, I think its, not to say that my Spanish is proper. I just 
think their way of speaking, their accent, or the way they say things. Ummm, 
they really need to work on it more. Not all of em, cause there's some people 
who are Mexican that just moved in from Mexico to Tucson, so their Spanish is 
really good. But the majority of Mexicans that were brought up here in Tucson 
tend to speak a different style of Spanish. 
Yomaris ...actually in Nogales that is pretty common, but because my 
parents disciphned me, every time I talk to them either I need to talk to them 
either in Spanish or all in English. They never let us mix the two together. So, I 
guess I was fortunate enough to not really have that problem with Spanglish. 
Yomaris Actually my mom graduated here from Tucson high, but she grew 
up in Nogales until she was like 16 or 17, so she got both worlds. The reason I 
mentioned that to you was because my mother had an opportunity to grow up in 
Nogales and then live here in Tucson, but her sister never really got to grow up in 
Nogales, she grew up in Tucson. And when you speak to her in Spanish, she 
tends to speak Spanglish or has a difficult time expressing herself in Spanish even 
though when you look at her she looks ftill-blooded Mexican. As a matter of fact 
she works at the back of the UofA stadium, and she tells me I'm really lucky to 
learn Spanish really well because I didn't get that opportunity. 
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While Yomaris appreciates her abihty to speak Spanish rather than "Spanglish" she also 

has ambivalent feelings on the topic: 

Yomaris One thing that does feel weird is like actually when you compare 
the Mexicans from Nogales to the Mexicans from Tucson, its like, most of the 
times, the Mexicans in Tucson have a better, umm can speak better in English and 
write better in English. But I like the fact that because I grew up in Nogales it like 
really helped me understand Spanish more than, I had the opportunity to learn 
more Spanish. But being at school I do feel a little bit, I mean there's times where 
I think it would have been easier if I would have learned English first, because it 
just, you know, one of the most common languages spoken throughout the world. 
You know and I really, I struggle so much in English. That's why I guess I think 
I would have learned English first, and then maybe Spanish. I really don't know. 

Perhaps the most interesting case in this group is represented by Alberto, who also 

has parents who speak English as their first language, and who used Spanish as "basically 

the only language [he] spoke before school." Alberto has two younger brothers, and his 

family is an interesting example of the shift from Spanish-dominant to English-dominant 

family members within a single generation. While Alberto speaks Spanish at home to his 

parents at all times, the situation with his two brothers is more complex: 

Alberto Ah, I still speak Spanish with one brother. He still feels 
comfortable talking. The other one doesn't like to speak Spanish. I mean. 
R Are they younger than you? 
Alberto Yeah, [it's the younger one] that doesn't like to speak Spanish. 
The second oldest one, he feels comfortable speaking it. He'll go either way. If I 
talk to him in English he'll talk in English, if I talk in Spanish, he'll talk in 
Spanish. The yoimgest one basically, if I talk to him in Spanish he's just gonna 
answer in English and he's gonna try to force the conversation to just English. He 
understands it, but he's just not comfortable with it. 

Because he grew up speaking Spanish with his parents and friends, Alberto prefers that 

language for "a casual sort of conversation" because it allows him to "relax more with a 

person and just lean back and just talk and ramble in Spanish." However, "when it comes 
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to going up in front of an audience and giving a speech or something formal [he is] better 

at English." 

Cross-border Orientation 

Without exception, the students with a cross-border orientation grew up with a 

strong basis of Spanish as their first language. Although, as discussed earlier, three of 

these students were bom in the United States (Alejandro, Catalina, and Francisco), all of 

them spent their early years of language acquisition in Mexico. Alejandro's experience is 

typical of the group bom in the United States. While bom in Boise, Idaho so that he 

would be a U.S. citizen, his parents (both Mexican citizen) took him back to their home 

in Nogales, Sonora 2 weeks after his birth, and he lived in that border town until he was 

8-years old. Growing up in Nogales, Sonora, Alejandro spoke no English at home as his 

mother was monolingual Spanish and his father, who worked on both sides of the border, 

only spoke to his son in Spanish. According to Alejandro, this decision was not made to 

ensure that his Spanish developed properly, but because his "dad did no really like to 

speak English very much." 

Francisco was also bom in Tucson, Arizona in circumstances the same as 

Alejandro, and his family moved back to his hometown of Navojoa, Sonora (7 hours 

south of Tucson) one week after his birth. While Spanish was the language usually 

spoken in his household, Francisco was also exposed to some English through his 

father—^who is fluent in English—and his older brothers, who had attended school both 

in Mexico and the United States. 
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Catalina, the third student bom in the United States also returned to her hometown 

of Guaymas, a port city located in Sonora, Mexico. Catalina's early language learning is 

the most diverse of this group as her father is a native speaker of Greek. As Catalina 

describes, he childhood was a mixture of both Greek and Spanish: 

My mom started teaching me when I was little. She was, she learned from my 
dad, but my dad never actually taught her. She just like listened and picked it up 
very quick. So she wanted us to have my dad's culture also, so she started 
teaching me some, I'm the youngest. So, I started speaking Greek, that was my 
first language, but after that cause she though, like if she's going to be here in 
Mexico anyway she's still going to speak Spanish, right? So, she started teaching 
me that and then umm I learned and then I started learning Spanish after that and 
like my Greek was like my second language, I was like fluent 100% probably in 
Greek also. 

As Catalina grew older, however, her parents began to speak to her only in Spanish, and 

her fluency is now limited: 

Yeah, and then like I start like forget, I started forgetting stuff, and now I can 
understand, I can understand everything if you bring a Greek person over here and 
he starts talking to me I understand, but when I want to speak I start stuttering and 
I'm like oh how do you say this? 

Catalina moved with her mother and sister to Tucson when she was three so that her 

sister (who was nine) could attend school at a local elementary school and she lived here 

for about a year, when her mother decided it was too difficult living away from their 

hometown. During this time, Catalina was "starting barely with English," since she 

mainly heard Spanish from her mother and sister at home. 

Unlike the previous three students who were all bom in the U.S., Manuel was 

bom in Durango, in the Mexican state of Durango. When he was one year old his family 

moved to Los Angeles for his father's job. Although he was living in L.A., Manuel was 
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exposed almost solely to Spanish until he entered school since his mother (a stay-at-home 

mom) was monolingual Spanish. Although is father's English is "really perfect" he 

spoke only Spanish at home and the children in Manuel's neighborhood were all native 

speakers of Spanish as well. Manuel's only memory of "learning some English" before 

beginning school was from his favorite cartoons that he could only find "on the English 

channels, like He-man." Manuel and his mother returned to Mexico when he was in 5'^ 

grade due to his parents' divorce. 

The final student in this group, Edmundo, was also bom in Mexico, in the small 

town of Los Mochis, Sonora, located near Mazatlan, but his family moved to Nogales, 

Sonora when he was 3-months old and he lived there until two years ago, when his 

family "crossed the line" to live in Nogales, Arizona. Edmundo's early language 

experience was almost identical to Alejandro (who was also raised in Nogales on both 

sides of the border) in that Spanish was the only language he was exposed to until he 

began school. As with Alejandro, Edmundo's father worked on both sides of the border 

and spoke some English, but his mother was monolingual Spanish and that was the only 

language spoken in the household. 

Mexico Orientation 

The early language experiences of the students with a Mexico orientation 

(Consuela, Osmar, Dominga, Nelly, and Columba) are almost identical even though they 

were bom in various parts of Mexico (Michoacan, Puebla, Mexico City, Obregon, and 
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Cumpas ̂  respectively). While all of them took English classes once they began school, 

none of them had any substantial exposure to English before that time. While all of them 

mentioned an interest in English because of music and American movies, they all grew 

up speaking only Spanish until they began school. 

Summary of Language Learning Experiences at Home 

This section investigated the complex language learning experiences these 

students had at home. All of the students who participated in the second stage of this 

research share one important characteristic—they began life speaking Spanish. However, 

their ability communicate in Spanish now varies widely. 

Among the students with a U.S. orientation, two are clearly English dominant, but 

the rest grew up speaking Spanish until they entered school. All of the students with a 

cross-border orientation grew up with Spanish as their primary language, with Spanish 

being the language used in the household. Most of the students in these first two groups 

were exposed to English prior to entering school, although to varying degrees. Unlike the 

students in these groups, the Mexico oriented participants grew up speaking only Spanish 

and had almost no exposure to English until they began to take it in school as a foreign 

language class. 

^ Both Obregon and Cumpas are in the Mexican state of Sonora 
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Language Learning Experiences in School 

U.S. Orientation 

Although the six students with a U.S. orientation (Katie, Melinda, Marco, 

Yomaris, Maria, and Alberto) all completed their entire educations in the United States, 

their early educational experiences (see Table 5.5) took three different paths: 

mainstreaming, ESL programs, or bilingual education. 

Table 5.5: K-12 school experience of U.S. oriented students 

Parlicipanl Mainstreaming ESL Bilingual Education 
Katie K-12 - -

Melinda K-12 - -

Marco 3-12 - K-2 
Yomaris K, 3-12 1-2 -

Maria 1-12 K -

Alberto 4-12 - K-3 

As discussed earlier, both Katie and Melinda grew up in households where only one 

parent was a NS of Spanish and spoke Spanish when younger but gradually had their 

fluency diminish. By the time they reached the age to begin school, Katie and Melinda 

were both English-dominant. Given this it is not surprising that they entered school in a 

mainstream program, with no ESL support. 

Maria and Yomaris both began school in ESL programs. Although Maria began 

kindergarten in an ESL program and only spoke "pure Spanish," her English improved 

rapidly: 

Maria ...when I went to kindergarten, I had, well first I was put in with the 
Spanish-speaking students so then I learned, that's where I started to leam to 
speak English and then by the time I was in fourth or the third grade I was always 
put in the advanced reading groups and then I became English as my first 
language but I always spoke Spanish at home. So, like in vacations, every. 
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everything out of school was I spoke Spanish. So then sometimes I'd forget. I'd 
be talking to some and start speaking in Spanish. 

After spending kindergarten in an ESL program, Maria entered 1®' grade as a mainstream 

student and received no further ESL support during her K-12 schooling. Although the 

school she attended in Douglas, Arizona was "mostly pure Mexicans," and the students 

usually spoke Spanish to each other outside of class, the teachers "spoke pure English" to 

the students. 

Yomaris, who attended K-12 in Tubac, Arizona, also spoke only Spanish until 

kindergarten so that "she could learn Spanish better." Although she was not in an ESL 

program during kindergarten, she attended one period per day in a pull-out ESL program 

in first and second grades. In her school she says that the student population was "maybe 

20% mostly Spanish speakers, 20% mostly English and the rest were always going back 

and forth." She added that the Enghsh speakers tended to also learn some Spanish so that 

"they would fit in." Once she began school, her parents, both fluent in English, spoke to 

her in both Spanish and English, and "at home they do 'code switching,' but only at the 

paragraph level because [her] father doesn't want them to speak sloppy Spanglish." 

The remaining U.S.-oriented students (Alberto and Marco) both began school in 

bilingual education programs, although in both cases their parents removed them from 

the program by the third grade. Alberto, who attended bilingual classes from K-3, 

explained his parents' decision this way: 

[The class was] mostly in Spanish. The program didn't too much to ahh transition 
students. It sort of just kept them there. Cause I still have a lot of friends from 
back then that are still in the ESL program. But my parents decided that that 
wasn't the best thing for me and they crossed me over in the third grade. And that 
was a bit difficult. I mean I knew some Enghsh at the time from television and 
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contact with other kids and umm but basically it was just sort of like umm one 
quarter I was in that Spanish class and then the next quarter I got changed over 
and it was just like only English now, so uhh I took it well, I enjoyed the English 
classes better than the uh Spanish. At the same time they put me in a little Gifted 
program so that was an accelerated class. It sort of didn't discourage me, I looked 
at it as a new level of coursework. 

This shift from the bilingual education program to the mainstream had, according to 

Alberto, had an enormous effect on his language: 

It just affected me in the sense that it turned English into like my primary 
language. At the time, I really didn't look at speaking English like okay that's the 
language. I'm going to speak. Spanish was the one I was feel comfortable, cause 
I would always go home and that's what I would speak and ah, cause my parents 
at the time they didn't speak any English.^ 

In comparison, Alberto points to some of his friends from the bilingual education 

program who remained in the program and "ended up taking ESL classes even up to high 

school." Although Alberto still spoke Spanish with his family, in the school "everybody 

preferred to speak in English and [although] sometimes people speak broken 

English...you'll rarely find people in the regular English classes that feel comfortable just 

speaking Spanish." While Alberto feels more confident with Spanish for "just a casual 

sort of conversation, where he can relax more with a person and just lean back and just 

talk and ramble in Spanish," he also says that he enjoys "speaking English now even 

more than Spanish because he [did] speech contests and debate" while he was in high 

school. While Alberto considers himself bilingual, he considers his vocabulary better in 

English due to his English-language education. 

^ Alfredo's father now speaks some English and is attending ESL courses although his mother speaks only 
Spanish 
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Marco, who grew up in Miami, where he lived in a Cuban neighborhood, attended 

bilingual courses in 1®' and 2"'' grades. During these two years, he says that the only 

English he learned was "pretty much from [his] friends." Although he entered a 

"mainstream" class in third grade, Marco said that the teachers still often "went back and 

forth" between English and Spanish because "everybody speaks Spanish." Outside of the 

classroom, Marco spoke almost entirely Spanish: 

Even to get a job, you don't need to leam English, so that's why my parents never 
learned it. They're learning now, but before they couldn't speak a word. So, it 
was kind of difficult living there [while trying to leam English] because you don't 
really need English there. 

Marco continued his education in Miami through the 8^^ grade, when he and his parents 

moved to Las Vegas, where his sister was already living. Marco found his educational 

experience there quite different from Miami: 

The education is pretty good. Compared to Miami, in Miami if I'd stayed in 
Miami I wouldn't be here if I'd stayed in Miami. I talk to a lot of my friends who 
are...I think they're a lot smarted than me and they're thinking maybe about going 
to community college or maybe not continuing their education. I think they don't 
push you as hard as they do in Las Vegas. They don't challenge your mind and 
there's a lot of language factors and also the language barrier. A lot of teacher's 
don't know English very well when they start teaching, so you're frying to, well 
you're kind of at their level, so when I went to Las Vegas I exceeded [my Miami 
friends'] level cause I started having American teachers. So, I went back to 
Miami and my friends are like jeez you talk like a surfer now. 

Cross-border Orientation 

As with the U.S. oriented students, the students with a cross-border orientation 

have had a variety of educational experiences. As seen in Table 5.6, all of these students 

do share one important characteristic not found among the former group—they attended 

school (and hved) both in Mexico and the United States during their K-12 years. 
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Table 5.6: Location of K-12 schooling for border-oriented students 

Participant School Ycfu-s in 
Mexico 

School Years in U.S. 

Alejandro K. 1.2 3-12 (3-6 ESL) 
Catalina K-10 (7-10 English 

academy) 
11-12 (11 bilingual 

ed) 
Manuel 5-12 K-4 (K-1 ESL) 
Francisco K-5, 8-12(10-12 

bilingual HS) 
6-7, 11 (1 semester in 

Canada) 
Edmundo K-10 11-12 (bilingual ed) 

As the table illustrates, these students have complex educational backgrounds which 

include English classes in both Mexico and the United States for all of them, and 

bilingual education in both countries, ESL education in the U.S., and/or mainstreaming in 

the U.S. for some. This complexity is one of the defining characteristics of this group. 

Schooling in Mexico 

With the exception of Manuel, all of these students began school in Mexico, and 

four of them (Catalina, Manuel, Francisco, and Edmundo) completed the majority of their 

K-12 educations in that country. All of the students in this group also took English 

classes in Mexico, all beginning in kindergarten (with the exception of Manuel) although, 

as described by Edmundo, the language presented at this stage was basic: 

So, I've started learning English like in since kindergarten, but they were colors 
and number, but they were like colors and the language like basic stuff It wasn't 
like practice at all, it was just one hours a week, two hours a week. But you don't 
advance at all. 

Although Alejandro came to the U.S. at a much younger age than Edmundo versus 

11'^ grades), their early educations are very similar in terms of the classes they took. This 

should not be surprising as they were both raised in Nogales, Sonora and Nogales, 
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Arizona, and both spent time at the same schools. While they came to the U.S. at 

different ages, their feelings about what they actually knew before coming to the United 

States, as expressed by Alejandro are clear: 

Well, before moving here to the United States.. .1 wasn't exposed to English at 
all.. .1 probably knew like a couple of words. I knew how to say like teacher... 
R Yeah 
And I knew how to say mom, dad, house, car, like very, very basic words. But 
besides that I did not know how to like read sentences or I couldn't put together 
like anything so... 

Francisco also shared this feeling, mentioning that after his arrival to the U.S. he realized 

that he "barely knew a little bit" of English from his years of schooling. 

Although most of the students in this group attended "regular" schools during 

their time in Mexico, two of them (Catalina and Francisco) attended special schools to 

develop their English. Catalina, as discussed earlier, spent some time in the U.S. before 

beginning school, and her mother had hoped to live in the United States and have both 

daughters attend K-12 here. After their return to Mexico, Catalina took English classes 

like the students discussed earlier, but starting in 7''' grade she attended an English 

academy. Although the goal of this Academy was to prepare Catalina for a return to the 

United States to complete her education, Catalina's perception of the experience is not 

entirely positive: 

But then when we went back I was like 8 years old and she put me in this English 
academy in Mexico and I started learning like grammar and stuff like that, but no 
practicing. I wouldn't talk at all probably. I was just knew grammar and like 
words, verbs, stuff like that. And then later, I didn't finish that course but I went 
into another one and I finished it but it wasn't that big. It was just like basic 
things, and you usually speak like "yes I do" and "no I don't" and stuff like that 
you know? And you understand a little bit. And then, umm, when we came here 
umm I didn't I understood what they were saying. 
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The most complicated student in this group—at least in terms of education—is Francisco. 

While he began his education in Mexico in a similar manner to the other students, he 

tVi 

spent 6 and 7 grade at a military academy in the U.S. He then returned to Mexico and 

spent and 9"^ grade in a "normal" school, after which he finished his education at a 

bilingual high school. During his 3 years at that school he also spent one semester 

studying in Calgary, Canada. Unlike Catalina, Francisco's educational experience at the 

bilingual high school, perhaps due to his earlier experience with English at the military 

academy, was positive: 

When I went back to Navojoa, and I was going up til 9*^*^ grade, and in 9"^ grade 
they gave exam to me that I didn't have to take English class anymore. And then 
when I went to high school in Mexico, its lO"' grade, they put me in the highest 
level of English and classes of English were tough. It's a bilingual high school, 
so half of the classes are in English; half of the classes are in Spanish. And I 
developed most of my talking skills there. Since I started out at the highest level, 
we start from just reading and talking, reading and talking, stuff like that. 

While attending the bilingual high school, Francisco also had the opportunity to spend a 

semester in Canada, an experience further described below. 

The only student in this group who began school in the U.S. was Manuel. As 

seen in the table above, he returned to Mexico after 4 grade and finished school in that 

country. He took English from 5^*^ to 12*^ grade, but stated that the focus of the classes 

"was on grammar rather than communication." Interestingly, Manuel found the 

transition from Los Angeles, where he lived for almost 10 years, to Mexico an easy one. 

As discussed earlier, Manuel lived in a neighborhood in L. A. where Spanish was the 

primary language. In addition, his family watched television primarily in Spanish, and 

his mother insisted that Manuel read in Spanish whenever possible. Upon his return to 



199 

Mexico, Manuel had "no problem" entering into that new school system where the 

medium of instruction was, after all, his native language. 

Schooling in the United States 

As discussed earlier, the one experience that all the students in this group share is 

their experience in both Mexican and U.S. classrooms. With the exception of Manuel, 

they also shared vivid memories of their first entrance into an American classroom and 

the lingual and cultural shock that accompanied it. Alejandro's experience was a 

common one among this group: 

Like I did not.. .1 didn't....the first day of school I entered into my English 
speaking class. I did not understand like a single word they were saying like... I 
was totally...! sat there and just looked at everyone. So it yeah it took me like 
a...long time to like start actually catching what the teacher was saying. Cause I 
was in the immersion program where you are taking an English class and you are 
also taking a Spanish class. So, umm, Yeah I had...I was taking that and then my 
ESL class... was sort of like teaching me what English was. The alphabet and all 
that. So, but it was...it was pretty difficult you know when you're a third grader. 
But it took me like a long time till like I was like ... till I felt comfortable 
speaking English. Till I was like in 6'^, grade. 

Because Alejandro's ESL classes during these years were pull-out programs, he had the 

feeling of being something other than a "normal" student, as evidenced by his choice of 

language numerous times during our conversations: 

Alejandro No, we had two teachers. One was., one teacher she did not speak 
Spanish, so it was like sort of like the English class where she taught us like you 
math, your history, you science, and then we also had the other class where we 
exchanged half way through the day and that was the ESL class sort of where all 
the kids who didn't know how to speak English very well. So we took that class 
and they taught us like what we needed to keep up to the other kids who were in 
the normal classes. So that ESL program thing, I was in there until I was in 6*^^ 
grade. So it took me like 4 years. 3'^'^, 4*'^, 5'*^, and 6"^. 
R So, why did you stop taking ESL classes after 6"^ grade? 
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Alejandro Well, the teachers. It depends on the teacher I had in 6*^ grade. 
Ummm, she felt I was pretty.. I was prepared to start taking normal classes. So it 
is just up to the teacher. Well.. .after I finished my 6'^^ grade year I remember...! 
was pretty tired of... you...teaching you how to. Ah. Like your basic English stuff 
and I felt pretty comfortable with English but when I went into grade it was 
sorta like it was a bigger change cause I was now in with normal...with kids 
who...who could speak and write and read English Really well. 
Alejandro So it was kind of hard adjusting to them 
Alejandro Yeah, it was normal schedule, but whenever the, the other kids 
were go to their English classes I would go to my ESL classes, so it wasn't till 7^^ 
grade when I started with the normal classes. 

Three years after entering the mainstream classes (9^^ grade), Alejandro began taking 

honors English, which he took until his graduation. 

Although all of these students felt this linguistic shock upon entering American 

classroom, the cultural shock of the transition was lessened for some of them because 

they attended schools that were culturally similar to those in Mexico. This is especially 

in the case of Edmundo and Alejandro, who went to school in Nogales, Arizona: 

Alejandro In Nogales High School it's like sort of like another. Well, not 
really. Well, the environment is like...it's mostly Mexicans there. Like over there 
I was used to being the majority. We were the majority over there. They, like, 
the umm American kids there weren't a lot of them, but there were some, and I 
don't think we had any black people in our school. Maybe one girl, and Chinese 
well very limited, like two or three. So, Mexicans are like the majority in 
Nogales, even in town everywhere you go everybody speaks Spanish. When you 
go to your Safeway or Wal-Mart. Everywhere, it's just Spanish. It's just like 
another Mexico but, well, a different...well, they, with English being taught there 
and all. 

While these cultural and linguistic similarities between Nogales, Sonora and Nogales, 

Arizona, certainly seemed to ease the transition for Alejandro and Edmundo, this was not 

the case for Catalina or Francisco. 

Catalina came to the U.S. in 11''' grade to finish her high school education here. 

She joined her sister, who was already living here as a citizen, and her mother, who came 
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with her to "keep an eye on the boys...It's a Mexican culture thing, you know!" While 

she found that the majority of the students at her new high school were Hispanic, she 

found this group split in terms of their abilities in Spanish: 

Yeah, Hispanics yeah primarily. But most of them like don't speak Spanish, 
others speak like really bad Spanish. Its like slang completely, it's like bad. And 
then the other part it's like Spanish 100% in the ESL program. 

She also found, to her dismay, that the students in these first two groups were sometime 

cruel about her English: "...it was hard for me to make friends also. They would like 

make fun of me for my English and stuff like that." 

In addition to this linguistic change, Catalina experienced culture shock of the 

teenage variety: 

I was like, really, really scared, cause I was like, culture was so, was so different 
it was scary. I used to see all those girls with like short shorts and like tattoos and 
tongue piercing and stuff like that, and like hickeys on their neck and I was like 
"what was that?" Andmy mom was like "I'm gonna take you back!" And my 
dad was really scared. He was like "no, no don't go. There's drugs over there!" 

While this cultural gulf caused Catalina to initially "hang out" only with the other 

Mexican students in the ESL program, she decided that her English skills were not 

advancing quickly enough because she was speaking in Spanish during her free time. 

This was not an easy decision for Catalina since her school "had those kind of things in 

that school where Mexicans held with the Mexicans and Hispanics all with the Hispanics 

and whites all with the whites and stuff like that." Nevertheless, she made the decision to 

spend more time with native speaker of English, even though this resulted in conflicts 

with her Spanish speaking friends: 

I just start like going with people, start hanging out with people that didn't speak 
Spanish at all. So I would hke had to speak English so they would understand 
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what I was saying. And then umm the thing is that my [Spanish speaking] friends 
used to get mad and everything because they're like "Oh yeah now you think 
you're a gringa" they used to tell me. And I'm like "What are you talking about? 
I want to leam for real, like if you don't that's your problem." 

Francisco, during his time at a military academy near Chicago, had a similar 

linguistic shock. The military academy had approximately 120 students, but 50 of those 

were from Mexico. While Francisco had taken some English classes in Mexico, he was 

"totally shocked" that he understood "almost nothing" when he first arrived. There were 

not ESL classes offered at the military academy, but Francisco foimd that his English 

skills advanced rapidly. Unfortunately, he had little choice in the matter since "they 

wouldn't let, they don't talk Spanish, so [he] learned for necessity." 

Because there were 50 Mexicans at the school, Francisco, in a similar manner to 

Catalina, did feel like he had a bit of his hometown of Navojoa, Sonora with him, but at 

the same time he found the family life of the American students to be "strange:" 

Well back in Chicago it was kinda the same because there were like 50 Mexicans 
and there's always Mexicans there, so kinda like both cultures. But it was strange 
cause like in Mexico there are lots of less divorces and families are more united 
and back in Chicago all the Americans like their parents were divorced or they 
were separate and stuff like that. And that was kind of strange cause I was like 12 
years old and....and then it was like the only change because since we were 12 
they wouldn't let us go out and stuff 

As mentioned earlier, Francisco continued to have extensive exposure to English upon 

this return to Mexico after spending 6'^ and 7^^ grades at the academy since he enrolled in 

a bilingual high school from 10*''-12^'' grades and also spent one semester in Canada in 

11^'' grade where he took ESL classes at the University of Alberta. 

As was shown in Table 5.6, only two of the students in this group had experience 

with bilingual education while in the U.S. Catalina and Edmundo both were enrolled in 
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bilingual education for one and two years respectively when they began to take classes in 

the U.S. during their 11''^ grade. Catalina, a U.S. citizen by birth who was raised in 

Mexico, came here during her junior year in high school to finish her schooling and 

describes her year of bilingual education in this way: 

Catalina History, math, and English were ESL, Spanish, they only speaked 
Spanish. The other classes that were required they would give me in English. 
They saw that I knew a little bit of English, so they would place me. Some of 
them were English and some of the others were in Spanish, but the thing is that 
they were not completely in Spanish or in English. The teacher will say, "Well 
we're going to do this" "Vamos a estar esto." And then he'll start explaining to 
us in English. If we did understand a word like window, he'd explain "window's 
like the thing that's on the house." 
R So did they call that ESL bilingual education? 
Catalina Bilingual education. 

This year, as described earlier, was a period of great cultural and linguistic transition for 

Catalina, and she described the bilingual courses she took as being "helpful, but maybe 

they held [her] back too." 

til tVi 
Edmundo, who took bilingual classes in Nogales during 11 and 12 grades, also 

had ambivalent feeling about the experience: 

Edmundo ...when I get to my junior year in Nogales HS, all my classes were 
in Spanish...! just have my, my English teacher was the one that speaks to us in 
English and sometimes, but all my papers and all the stuff in my junior year they 
were in Spanish. ... They were like math, geography and stuff, like history, they 
were in Spanish. So, like the textbooks were in English, but the class was in 
Spanish and we were, you have the option of writing in Spanish or writing in 
English. 
R Oh, you could do it either way? 
Edmundo Yeah 
R Wow, was that a nice option to have? 
Edmundo Umm No. Not good at all, because the first semester I was afraid, 
well if I do it in English I will I will mess up my grade. I will, they will do, I 
will?? Cause I will be in Spanish so I will write my papers Spanish, but then I 
start thinking well I have to practice my English, so I will start writing my papers 
in English. 
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In Edmundo's case, he became increasingly anxious about his ability to speak and write 

in English since he had a strong desire to attend a university after graduation from high 

school. Although he believes that his decision to start writing in papers in English may 

have not always "helped the grades" he also believes that it improved his writing skills 

considerably. 

Mexico Orientation 

The students in this group, as seen in Table 5.7, all completed the majority of their 

educations in Mexico. When they did study in another country, as did all but one of 

them, it was not with the purpose of emigration, but for "study abroad" programs. This 

was one important element that determined the division between these two groups of 

students. As seen in the table below, all but one of these students began to study English 

as soon as they began school and have had at least 13 years of study in that language. At 

the kindergarten level all of these students began, like Nelly, to study English in school 

for at least "like an hour every day." However, at that stage they were learning "words 

like apple, window, and stuff like that" and most agreed with Nelly's sentiment that "the 

method of learning English...was not very good because usually the teacher didn't know 

much about English either." 
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Table 5.7: Pre-university experiences for Mexico-oriented students 

ParLicipaiu ! School Years in 
' Mexico 

School Years Abroad Total years 
Hnglish 

Consuela K-16 (4 years 
university) 

none 17 

Osmar K-12 (American 
School) 

after 12—ESL programs in 
Cambridge, Victoria, & Philadelphia 

13 

Dominga K-10, parts 11-12 
(all Oxford 
bilingual schools) 

11-12—tennis academies in U.S., 
summer of 11 in Queensland 

13 

Nelly K-13 
10-12 grades 
bilingual school) 

Summer 9"^ grade in Calgary, 3 
til 

months in 11 grade in Oklahoma, 1 
semester in Louisiana after H.S. 

14 

Columba K-10 11-12 13 

For the three students who attended bilingual schools for at least part of their K-

12 education (Osmar, Dominga, and Nelly), their elementary school days usually 

followed the pattern at Osmar's school: 

Well at the elementary school half the classes are in English and half the classes 
are in Spanish, but then in the secondary and HS, they change it, almost 
everything is in Spanish, and a few classes in English. 

As with the cross-border students who attended bilingual classes in the United States, 

these students usually had courses like English, math, and science in English, with the 

remaining courses taught in Spanish. Another important difference for the students like 

Osmar who attended bilingual schools was their access to teachers who had native 

fluency in English: 

Osmar I went to the kind of the best high school there. It was a private school 
schools. It was a bilingual English. I took... all of my semester I took English. I 
don't remember if it was three time a week or 5 times a week. I don't remember 
one hour, 50 minutes. They had very ah very good teachers. Umm, its have a 
Puerto Rican, from Puerto Rico teacher, a teacher from Puerto Rico. She speaks 
ah very fluent English language. 
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While this heavy exposure to English was beneficial, Osmar admitted that the system was 

not perfect because "you know you always struggle, you are with your friends, so you get 

out of the class and you only speak Spanish and that is not very useful. 

The students who spent all (or most of) their schools years outside of bilingual 

schools in Mexico (Consuela, Columba, and Nelly) had much more limited exposure to 

English, at least until high school. The English classes for these students usually 

followed the pattern mentioned by Nelly: 

Yeah, it was mostly like 50 minutes 2 times a week. But the method of learning 
English there was not very good. Like, umm our teacher told us to read it out the 
dialogo and we just read everything with a dictionary. The teacher didn't know 
much about English either...that's not a good method for getting, for speaking. 

Ironically, unlike the students who attended bilingual high schools, these students had an 

increase in the number of English classes at this level, hi Consuela's case, it was during 

this time that she "first started really learning English," although she found the classes, in 

retrospect, to still be "not so good for really talking to people in English." 

As might be imagined, the extra exposure to English that the bilingual schools 

allowed these students to rapidly advance in their English skills—or so they thought at 

the time. Dominga, who had been attending bilingual schools for 12 years before coming 

to the U.S. for the first time to attend a tennis camp, describes her shock at what she 

discovered upon her arrival: 

But it's so different because my school is like I go to the Oxford school and 
everybody says 'Oh that school is hard and everything,' but then when I go to the 
United States and everj^hing, I could not speak you know? It was so weird. I 
could not believe it, I had always gone to these bilingual school and everything 
and I cannot speak, like I don't know, it's weird! When you have these tests in 
high school for like listening and everything, and writing ah, you expect more, 
you know? And then last summer when I went to Queensland University [in 
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Australia] in the exchange program for my school in Mexico I could not 
understand anything! 

Columba, who completed her last two years of high school in Tucson, agreed with this 

sentiment completely: 

Okay, I'm from Mexico. I live over there 15 years, so I came here when I was 15 
and I start studying English. When I came here I didn't know anything about 
English. I even know what houses or what horses was! I didn't know anything! 

As was indicated in Table 5.7, all of these students except for Consuela had the 

opportunity to study English outside of Mexico sometime during their pre-university 

education^. This privileged education is another defining characteristic for the Mexico-

oriented students. In comparison to the other two groups, none of whom spent any time 

studying abroad, each of these students spent more than a year studying abroad in the 

U.S., Canada, England, or Austraha before attending an American university. Osmar's 

experience, while the most extreme in terms of the number of locations where he studied, 

exemplifies this: 

No, I wasn't very comfortable with my English, so I decided to spend one year off 
[after finishing high school] traveling and improving my English. I went in 
summer to Cambridge. I studied two semesters of English then I went to Canada 
[at both The University of Victoria and The University of Vancouver] for 6 
months to study also English, and then Pennsylvania and then I went for vacations 
in summer [in Mexico] and then I came here to study. 

In all of these locations except for vacation in Mexico, Osmar attended ESL courses and, 

in the cases of Cambridge and Pennsylvania, also had homestays with American families. 

Nelly had a similar experience, also studying in the U.S. at a number of different 

® While Cynthia did not have this opportunity, she met her husband, a native of Seattle, in 
Acapulco, while on vacation from her college courses and has since lived in Tucson and worked in Alaska 
during the summers. 
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locations, studying in Canada for six weeks after her first year of high school, in 

Oklahoma for a semester while in 11*^ grade, and in Louisiana for a semester after 

finishing high school. 

Summary of Language Learning Experiences at School 

While the early language acquisition of these students is similar, the language 

learning experiences of these three groups began to diverge drastically upon entry into 

school. The students with a U.S. orientation all completed their entire K-12 educations in 

the U.S., with two of them entering the mainstreamed classes as soon as they began 

kindergarten. The other four students in this group all had some ESL or bilingual 

education, but all of them left those programs by 4''' grade. 

One difference between the U.S. and Cross-border oriented students that is 

immediately apparent is the cross-border education of the latter group. All of the 

students in this group attended school both in the U.S. and Mexico during their K-12 

educations. With the exception of one student, these students began school in Mexico, 

and most of them completed the majority of their educations in that country. However, 

all of them spent at least 2 years in U.S. schools, and three actually graduated jfrom high 

school while in the U.S. One experience that all of these students shared was a linguistic 

and cultural shock during this transitional experience, and many of them still feel the 

effects of that experience today. 

At first glance, the students with a Mexico orientation seem to share a similar 

educational pattern to the cross-border students in that they also, except for one student, 
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attended school both in Mexico and the U.S. during their K-12 educations. Unlike those 

students, the Mexico oriented students were studying abroad rather than emigrating to a 

new country. The students in this group also tended to have a more privileged education, 

with many of them attending bilingual schools in Mexico before coming to the U.S. All 

of the students in this group attended school in Mexico at least through lO^'^ grade before 

coming to study in the U.S. for the first time. This stands in contrast to the cross-border 

students, whose educations were more evenly split between the U.S. and Mexico. This 

may have important implications regarding the relative cognitive academic language 

proficiency (CALP) of these two groups. 
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Writing Experiences Before the University 

As might be expected, the writing experiences—^both in Spanish and English—of 

the three groups examined in this section of the study are quite varied. Some of these 

individuals have no experience writing in Spanish at all, while others have the vast 

majority of their written proficiency in that language. Given the importance of writing at 

the university level, this section will briefly explore the backgrounds of the participants in 

this area. 

U.S. Orientation 

The students in this group (Katie, Melinda, Marco, Yomaris, Maria, and Alberto), 

as discussed earlier, all completed their entire K-12 educations in the United States. In 

addition, with the exception of Marco and Alberto, their educational experiences were 

almost entirely in English, as opposed to Spanish-English bilingual education. Because 

of this, these students have had very little or, in most cases, no experience writing in 

Spanish. In fact, among the four students in this group who prefer to use Spanish for 

informal communication (Marco, Yomaris, Maria, and Alberto), only two of them, Marco 

and Yomaris, admitted to any ability to write in Spanish, although even they seem 

ambivalent about this ability: 

Marco Oh, my writing's definitely stronger in English. I don't write at all 
in Spanish. I don't have to take any Spanish courses, I don't, so. In high school, I 
had Spanish 3 out of 4 years. Two of the classes were for native speakers, so we 
actually wrote essays in Spanish, but not like in so much detail as we'd go into in 
English, fi-ame your quotes, transition sentences. It's more like, as long as you get 
your point across. 
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Yomaris's opinion of her writing skills in Spanish are a bit stronger, although she thinks 

that learning both Spanish and English caused both of those languages to "be down a bit" 

in terms of proficiency. While the other two students both expressed a desire to be able 

to write in Spanish, and felt that this ability would be beneficial for them in the future, 

neither of them believed they had this ability at the present time. 

While English is the first written language for all of the U.S. oriented students, 

they still do not seem to have great confidence in their skills. As mentioned previously, 

Yomaris sees her writing in both English and Spanish to be "down a bit." In Katie's 

case, this is reflected in her low opinion of the English writing that she did in her K-12 

education: 

Ummm, as far as my high school background goes, I didn't really have a good 
experience with high school English. It was pretty poor, as far as like teaching 
structure and learning. I remember senior year, I think I wrote AN essay, maybe. 
Usually we just read books and took test on them about what color her shoes were 
on page 87 or something. The class was just, I hope my teacher doesn't hear, just 
a big waste of time. And like I didn't really learn that much. Umm, like the last 
time I think I had a good English background was like 8'^ grade. 

In spite of the fact that both Katie and Melinda attended the Gifted and Talented 

Education Program (GATE) at their schools, Melinda also felt that it was difficult to 

"switch between the essays I'm used to writing...which were persuasive essays" and the 

writing they are doing at the university. 

Alberto also had a low opinion of the writing he had to do at that level, or the lack 

of writing he did at that time: 

No, the [English] classes it's mostly a lot of reading, not so much writing. 
Basically it's just filling out a lot of tests. That's a lot easier than coming up with 
things to write because as far as reading, everything's just there, you just have to 
memorize it, you know?" 
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This feeUng was also echoed by Marco, at least in regard to his education in Miami. 

However, after his move to Las Vegas in 9"^ grade Marco's feelings were that "the 

education is pretty good" and that he was able "to pick up a huge amount of vocabulary 

during that time. This, according to Marco, also led to large improvements in his writing 

in English, largely due to the Advanced Placement (AP) courses he took in high school, 

where his teacher taught him about "organization, outlining..., and just more in-depth 

analysis of the topics." 

Cross-border Orientation 

Among the student with a cross-border orientation, all have the abiUty to write 

both in Spanish and in English, although with varying degrees of ability. This is no doubt 

due to the fact that these students all attended K-12 both in the United States and Mexico. 

Not surprisingly, the student who had the most negative perception of his ability to write 

in Spanish was Alejandro, who started school in the U.S. in third grade. AVhile he 

maintained he could "write somewhat in Spanish because [he sees] so much of it in 

Nogales," he did not believe he could "write, you know, a real paper in Spanish." 

The other students in this group all spent more time in school in Mexico than in 

the U.S, with three of them (Catalina, Francisco, and Edmundo) each completing 10 

years of their education there. All of these students identified Spanish as their language 

of choice for writing, echoing Edmundo's statement that he "feels very good" writing in 

Spanish. The last student in this group, Manuel, actually began school in the U.S., but he 

returned to Mexico at the start of the grade and completed the rest of his education 
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there. As with the other students, Manuel's experience with writing formally in a 

Spanish class stopped before he entered high school: 

Well no, well, in part, they stop stopped teaching me Spanish as language, 
Spanish as a class in 3'^'^ grade junior high I think. So for the last three years I 
haven't had, I haven't had Spanish officially for the past three years. I've had, I 
had a year of soft composition, but it's not the same. 

While all of these students, with the exception of Alejandro, have had extensive 

experience writing in Spanish, their backgrounds in English composition are much more 

limited. 

As discussed earlier, the general consensus of the students in this group is that the 

Enghsh classes they had while in Mexico focused on grammar rather than writing and/or 

oral communication. This point was mentioned by Edmundo in regards to his early 

schooling and by Catalina during her junior high school years: 

E So, I've started learning English like in since kindergarten, but they were 
colors and number, but they were like colors and the language like basic stuff. It 
wasn't like practice at all, it was just one hours a week, two hours a week. But 
you don't advance at all. 

C But then when we went back I was like 8 years old and she put me in this 
Enghsh academy in Mexico and I started learning like grammar and stuff like 
that, but no practicing. I wouldn't talk at all probably. I was just knew grammar 
and like words, verbs, stuff like that. 

This lack of training in English writing no doubt is one of the reasons these students 

found the transition to American classrooms a challenge. 

Once the students began school in the United States, the amount of writing they 

had to do in English increased greatly, although for some, such as Edmundo, this was not 

always the case. As mentioned earlier, when he began school in Nogales in 11^*^ grade, 

the students were given the option of writing all their papers in either Spanish or English 
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and "almost all...everybody wrote in Spanish only." The writing English writing 

experiences for these students in the U.S. seemed to depend largely on the 

encouragement they received from their teachers. In Catalina's case, she "really learned 

the most about writing" from her 12^^^ grade World History teacher, who knew she wanted 

to go on to the university. He gave her "the basics about writing an essay and everything 

and he would concentrate more on [her] because he knew" she really wanted to improve 

her writing. This was also true for Alejandro, whose 8'*^ grade English teacher 

encouraged him to enroll in honors English for 9'^ grade, and he continued taking honors 

English until graduation. 

Other students, such as Francisco, were friisfrated by the lack of teaching about 

writing; their instructors seemed to expect that they already knew what to do or presented 

a very simplistic view of writing papers in English: 

R So, was there a lot of writing in your classes at the military academy? 
F It was all around, it was an American school. They have like a major 
research paper at military school every year, but I did really badly, I didn't learn 
how to do them, like here. I basically learned to write, like how to get a thesis 
statement, I don't know, like three sentences in introduction, thesis statement, 
then a topic sentence for each paragraph and three sentences explaining 
conclusion and stuff like that, basic structure. That's what I always remember 
from there. 

Mexico Orientation 

The students oriented towards Mexico are all much stronger writing in Spanish 

than in English. Given that all of these students completed the vast majority of their 

educations in Mexico, this should come as no surprise. While these students are all 
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"native writers" of Spanish, several of them, like Nelly, mentioned that they had not had 

writing education in Mexico for several years. 

hi Spanish, well in like our education like years before college we don't have to 
take writing, well we take like writing classes, but we don't have to write essays. 
Yeah, we like organization is not an issue, like you can pretty much write 
whatever you want, however you want to, so I have problems getting my ideas 
down. 

Consuela echoed this idea of the classes in Mexico being more flexible in terms of what 

could be written about and how it had to be done: 

In Mexico its more relaxed. Like we don't have to say like ah like here is the PIE, 
Point, all that. In Mexico you have, you can mix, like you can talk paragraph only 
like ideas, and the next paragraph explanation. So, here they want one paragraph 
they want the point, the example, the explanation. So, that's the difference. 

Consuela also found the writing done in Mexico to be "more creative" because she could 

write about any topic she chose. For at least one student in this group, Dominga, writing 

papers in Spanish was not an issue at all: 

Yeah, I don't really know how to do a paper there. Cause we've always been like 
cheating. In Mexico if I have like a paper I can just go on the Internet and just 
paste, paste, paste, copy, paste, so I didn't really know, you know? In college, I 
did two years in Mexico, but I was just cheating, just copy paste. Everybody does 
that, so I didn't really know how to write a paper. 

While all of these students have been writing in Spanish since they began school, 

their experiences writing in Enghsh are, as would be expected, the most limited of the 

three groups in this study. Although three of the student in this group (Osmar, Dominga, 

and Nelly) attended bilingual schools for all or part of their educations, they tended to 

agree with Osmar, that "the English class[es] was almost all grammar and stuff rather 

than writing. 
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With the exception of Consuela, all of the students in this group spent at least one 

year studying in the U.S. at some time before attending the university. For most of them, 

this was their first significant exposure to writing essays in English. This is especially the 

case for Columba and Nelly, who spent time attending high schools in the U.S., where, 

according to Columba, she "had to write like the Americans" in the classes she took so 

her "writing improved so much." Two of the students in this group (Osmar and 

Dominga) also attended ESL programs before they began their university experience. 

While they both agreed that these programs greatly improved their hstening and 

speaking, "there wasn't so much writing" in the programs. 

Summary of Writing Experiences Before the University 

As seen fi-om this discussion, the three groups in this study had a diversity of 

writing experiences, both in Spanish and English, before attending the university. The 

students with a U.S. orientation are clearly English-dominant in terms of their writing 

ability, while the Mexico oriented group has a clear preference for writing in their native 

language. The border-oriented group offers a more complex picture, although the 

majority of the students expressed a preference for writing in their native language. The 

question for the writing background of all these students is how these writing experiences 

will carry over to their success or failure in the university freshman composition program. 
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Summary of Stage II Results: Before University Entrance 

In this chapter I discussed the experiences of 16 Latino NNS before they enrolled 

at the University of Arizona. I presented profiles of the individual participants, ranked 

them according to level of English proficiency, and grouped them by national/cultural 

orientation: U.S., cross-border, and Mexico. I then examined each of these groups 

regarding four additional themes: a blurring of the border, language learning experiences 

at home, language learning experiences at school, and writing experiences before the 

university. Based on these themes, this chapter helped to answer three of the research 

questions for this study: 

1. The nature of the NNS population in freshman composition 
2. How the international and resident NNS in freshman composition are similar 

and/or different. 
3. What the needs of these groups are in relation to their success in the freshman 

writing program and in the university as a whole. 

This chapter showed that the labels "international" and "resident" were inadequate 

for describing the native speakers of Spanish in the composition program. Some of the 

participants in this study were U.S. citizens and grew up here, thereby clearly fitting the 

resident NNS label. Others were bom and raised in Mexico and are without a doubt 

"intemational." However, there is a third important group in this study that did not "fit" 

in either of those groups—students with a cross-border orientation. 
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One way in which these three groups differ pertains to how blurred the border is 

for each. I showed that the border is "least blurry" for the students with a Mexico 

orientation. Although most of these students studied abroad during their high school 

education, they were all bom and raised in Mexico. The border is a bit more blurred for 

the U.S. oriented students, with several of them raised along the border. However, all of 

these students were bom and raised in the U.S. The cross-border students have the 

blurriest border experience. While two of these students were bom in Mexico, the other 

three were bom in the U.S., soon retuming to Mexico. Four of these students are also 

joint citizens between the U.S. and Mexico and were raised on both sides of the border. 

These students also had similarities and differences in terms of their language 

leaming experiences at home. First, all of these students were exposed to Spanish as 

their first language and all of the Mexico and cross-border oriented students grew up 

speaking Spanish. Although three of the cross-border students were bom in the U.S., 

they spent their formative years in Mexico, and were only exposed to Spanish during that 

time. Although the other two students in this group spent parts of their childhood in the 

U.S. they spoke only Spanish during this time as well. The U.S. oriented students also 

began with Spanish, with three of them maintaining fluency. However, the other two 

began to lose their fluency before going to school. 

While most of the students in this study had similar language leaming experiences 

at home, I showed that their language leaming began to diverge after entering school. 

The U.S. oriented students spent their entire educations in the U.S., and almost their 

entire K-12 experience in the mainstream classroom. The Mexico oriented students had a 
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similar experience on the other side of the border, with Spanish continuing as their LI 

and English studied as a foreign language. All of these students studied only in Mexico 

at least through 10^^ grade. Once again, it was the cross-border group that blurred the 

border. Every student in this group attended school both in the U.S. and Mexico while a 

resident (as opposed to the study abroad of the Mexico oriented students). All of the 

students in this group also experienced either ESL or bilingual education in the U.S. and, 

more so than the other groups, described the linguistic and cultural shock of these 

experiences. 

Finally, I showed that these three groups were different in terms of their writing 

experiences before the university. For the most part, the U.S. oriented students had no 

writing experiences in Spanish, with only two of them feeling any confidence writing in 

that language. The Mexico oriented students were all Spanish dominant in both their 

spoken and written language. As might be expected, these students had the least writing 

experience in English and the most in Spanish among the three groups. Once again, the 

experiences of the cross-border students were the most complex. Because they attended 

school on both sides of the border, these students were, at varying times, taught English 

writing and Spanish writing as their written language of the classroom. 

The differences found between these three groups in terms of the view of the 

border, their learning experiences before and during school, and their writing experiences 

before the university strongly suggest that they have different needs in relation to their 

success in the freshman writing program and in the university as a whole, hi the next 

chapter I will examine their experiences at the university, focusing on the differing 
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experiences of these three groups and how their needs are—or are not—^being met by the 

writing program. 
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CHAPTER 6 

STAGE TWO RESULTS: 
THEMES FROM THE UNIVERSITY 

In the previous section I examined the language learning and educational 

experiences of the 16 participants of this study in terms of the acquisition of their first 

language—Spanish—and their second language—English—^before they came to the 

university. I also looked at their experiences with writing in Spanish and English and 

how, for many of them, the U.S./Mexico bordered is not a distinct line but, instead, a 

blurred one that they have often crossed. With this information in mind, this section of 

the study will examine these students in their present context—the university—as seen 

below in Table 6.1. 

Table 6.1: Themes from the university 

Themes from the Univcrsit>" 
• Placement 
• Culture Shock 
• Behavior in the classroom 

o Speaking and Silence 
o Workshops: In and Out of Class 
o Computer labs 

• Writing in the Composition Classroom 
• Writing in other classes 
• Writing outside of the classroom 
• Resources available to students 
• Analysis of Grades/Success 
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Placement 

One of the most important decisions for all of the students in this study—at least 

pertaining to their early university experience—is their placement into a freshman 

composition course. After a brief overview of the placement process, this section will 

examine the placements of the participants in their three groups (U.S. orientation, border 

orientation, and Mexico orientation), considering the appropriateness of the placements 

and the students' reactions to those courses. 

Composition placement was, for many years, determined based upon "a short essay 

test which...combined with standardized test scores to make decisions about English 

placement." (Writing Program Homepage). However, the program recently decided that 

"a single writing sample was not a very reliable measure of their writing ability," and 

now multiple criteria are used to determine placement including the following: 

• UA admissions GPA (which includes those courses required for admission) 
• GPA in high school English courses (except senior year) 
• The number of AP Enghsh and/or Honors English classes taken through junior 

year 
• SAT verbal and/or ACT English scores^ 

If a student is not satisfied with his/her placement and want to be placed at a higher level, 

they may have their placement reviewed by the Writing Program staff. In this process, 

the high school records are reexamined and two samples of the student's writing are also 

read to determine placement. In addition, they must also provide a letter explaining why 

a higher placement is appropriate in their case. Students may also request a lower 

' If both SAT and ACT scores were given, placement was calculated for each score, and the higher of the 
two placements was given to the student. 
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placement by writing a letter explaining why they believe their current placement is too 

high. 

International students, as noted in Chapter 2, are normally enrolled into sections 

of Freshman Composition for Nonnative Speakers as their primary placement. Their 

placement decision is made based on "a placement test consisting of a timed essay," 

which is "administered during International Student Orientation in mid-August." If 

available, "the essay score can be supplemented with standardized test scores as the SAT 

or TOEFL..." (Writing Program Homepage—International Student Placement). Students 

in this group may also petition to enroll in a higher or lower level of Composition for 

NNS by submitting a letter explaining their rationale for the change. While "these 

classes are provided as the primary placements for International Students, ...they can also 

be made available to students who have attended school in the United States but who 

come from homes where English is not the primary language" (Writing Program 

Homepage—International Student Placement). If a student is placed into Composition 

for NS and feels they would better benefit from a NNS placement, they must explain their 

reasoning to a Writing Program advisor. 

As discussed in Chapter 3, the Freshman Composition Program consists of 9 

distinct courses, including courses for native speakers, nonnative speakers, and honors 

courses (see Table 6.2). These three sequences are considered parallel, with each 

sequence satisfying the university composition requirement. 
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Table 6.2: Freshman composition sequences 

Sequence Composition for Composition for Honors Composition 
Native Speakers Normative Speakers 

Levels 
100 106 

Levels 101 107 103 Levels 
102 108 104 

Levels 

109^ 

Barring coursework at other universities, all students must begin their composition 

sequence with one of the courses indicated by italics in the table above. As noted in 

Chapter 3, the most common placement for NS is English 101, with EngUsh 100 being 

required for students who need a more in-depth introduction to "college-level reading and 

writing expectations" (Writing Program Homepage). The most common placement for 

International NNS is English 107, which corresponds to English 101. This course "is 

designed to introduce ESL speakers to the strategies and conventions of American 

academic discourse, both formal and informal." International NNS "who will benefit 

from extra practice at college-level writing in English" may also be required to take 

English 106, which is parallel to English 100 (see Appendix A for complete course 

descriptions). 

As indicated in Table 6.3, only 5 placement options were pertinent for the 

-3 
students in this study since none were placed into English 109 . 

^ As noted in Chapter 3, students with sufficient AP English may also complete the honors sequence with 
one course, English 109h. Students in the honors sequence take either English 103 and 104 or English 109, 
but not both. 
^ While there were a small number of NNS found in English 109 (see Stage One results), the need to follow 
the NNS over two semesters of composition eliminated these students as possible participants in this study. 
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Table 6.3: Composition placement and enrollment of participants in the three groups 

Participant Writing Program Placement Course Participant Took 
U.S. Orientation 
Katie 101 101 
Melinda 101 101 
Marco 101 101 
Yomaris 100 100 
Maria 101 101 
Alberto 103 103 
Cross-Border Orientation 
Alejandro 100 100 
Catalina 101 101 
Manuel 107 107 
Francisco 100 107 
Edmundo 101 107 
Mexico Orientation 
Consuela 106 106 
Osmar 107 107 
Dominga 107 107 
Nelly 107 107 
Columba 101 107 

U.S. Orientation 

As indicated in the table above, all of the students with a U.S. orientation were 

placed into sections of Composition for Native Speakers, including English 100 

(Yomaris), English 101 (Katie, Melinda, Marco, and Maria), and English 103 (Alberto). 

During the interviews, I asked all of these students about their placement, once near the 

end of the first semester, and again during their last face-to-face interview near the end of 

the second semester. Given their diverse language backgrounds, one question I asked 

regarding placement was whether, in retrospect, they felt that a placement into 

Composition for NNS would have been beneficial for them. In the case of the U.S. 

oriented students, all of them stated a preference for their NS placement. 
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In some cases, such as Katie and Mehnda, placement into a NNS "just didn't 

seem to make a lot of sense" (Katie) since they are now clearly English-dominant. Other 

students, such as Yomaris, also mentioned that they "would not feel right in 107." 

Yomaris also expressed her preference for the NS sequence because "it gives [her] good 

practice for her English" and it allows her "to meet all the new people." 

Interestingly, the only student in this group who questioned the course he actually 

took was Alberto, who was enrolled in Honors English (103). As noted earlier, Alberto 

took honors English in high school and also participated in speech contests and debates 

during that time. However, in Alberto's case his problem with honors composition did 

not have to do solely with his language background: 

R So, how is your English class going for you so far this semester? 
A Unfortunately, it's not going as well as I had hoped for. It was going well 
at the beginning of the semester, but it sort of, there were just a lot of things going 
on this semester, like as far as college. I just got caught up in a lot of things— 
school, trjdng for a frat, working. 

In addition to these activities, Alberto was also in Naval Reserve Officer Training Corps 

(ROTC), which was providing him with a four-year scholarship to attend the university. 

When asked about the possibility of taking Composition for NNS, Alberto responded 

with a preference for the NS sequence, although he admitted that "maybe 101 would have 

been better for [him] in terms of time" because of his busy schedule. With the exception 

of Alberto's possible desire to change out of the honor's sequence, all the students in the 

U.S. oriented group believed their placement was the correct one for them. 
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Cross-border Orientation 

Just as the students in this group are complex in terms of their backgrounds, their 

placement into sections of composition was also complex. As seen in Table 6.3, and 

partially replicated below, most of the students with a cross-border orientation were 

initially placed into Composition for NS (Alejandro, Catalina, Francisco, and Edmundo) 

while only one was placed into Composition for NNS (Manuel). 

Cross-Border Orientation 
Alejandro 100 100 
Catalina 101 101 
Manuel 107 107 
Francisco 100 107 
Edmundo 101 107 

However, as the table shows, two of the students who were initially placed into NS 

Composition later had their placements changed (Francisco and Edmundo). 

The first two students in this group (Alejandro and Catalina) were both given a 

NS placement, with Alejandro placed into 100 and Catalina into 101. This placement is 

not surprising for two reasons. First, as discussed earlier, both Alejandro and Catalina 

were bom in the U.S., although both returned to their hometowns in Mexico within 2 

weeks after their births. Because they are both U.S. citizens, they need no visa to enter 

the country, and visas are one easy way the university uses to identify international 

students, hi addition, both of these students graduated from U.S. high schools, with 

Catalina attending 11''^ and 12"^ grades here and Alejandro attending 3'^'^ through 12"' 

grades in the U.S. This means that they also both had GPAs from an American high 

school, another of the criteria used to place students in Freshman Composition. Finally, 

both of these students took the SAT exam, the final factor used in determining placement. 
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While these factors made their placement into NS Composition likely, the 

question is whether this was the appropriate placement for them. In Catalina's case, she 

was not aware of the option of NNS Composition, but seems satisfied with her 

placement: 

R Did you choose to take English 101, because I assxmie you could have also 
taken English 107, right? 
C Maybe, I don't know. Do you think so? 
R Did you not know about it or? 
C I didn't even know that I could like. I just heard English 101 okay. That's 
what I placed in the New Start'' when I did my [placement] test and everything. 
R [I explain about English 107] 
R Would 107 have been something you would have wanted to take or...? 
C I'm happy where I'm at. I probably would have been so frustrated if I 
wasn't at such a high English level or something. 

Alejandro, who was placed into English 100, had a similar reaction to this question in 

that he was not aware of the option of being placed into NNS Composition. In his case, 

this may be somewhat problematic as his placement into English 100 meant he had to 

take 3 courses to fulfill his composition requirement. Had he been placed into the NNS 

sequence, and started with 107, he might have finished the sequence in two semesters. 

Given the fact that he took honors English from 9"^-12"^ grade, his placement into 

remedial composition does seem surprising. 

Two additional students in this group (Francisco and Edmundo) were initially 

placed into NS Composition (100 for Francisco and 101 for Edmundo), but later chose to 

switch to NNS Composition. In Francisco's case, his initial placement was for English 

100, but his score for the test was later lost. When he came for orientation before 

New Start is a program that takes place during the summer before the freshman year. It is designed to 
help students from minority or economically disadvantaged backgrounds to succeed in college. The New 
Start program is discussed in greater detail later in this chapter. 
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begiiming classes he took the test again and was told that he could take English 100, but 

that 107 would be better. As with Alejandro and Catalina, Francisco was bom in the U.S. 

and also completed some school here (grades 6-7 and part of 11). Given this, it is not 

surprising the Francisco found this placement appropriate for him: 

R So, would you have preferred to take English 100? 
F Well, since I did the class I did was like 101/107 mixed, I think 107 
should be easier, it should be more helpful because...! took it with Sean Bird and 
he's like, "Oh you speak Spanish, I can see it in your stuff." People tend to know, 
hke in 107, the professors the characteristics. 

As indicated, Francisco was enrolled in a mixed section of composition, which means 

that approximately 40% of the students in the class were NS. Francisco found this 

placement to be "really good" because it allowed him to "talk with people who speak 

English" while also getting help from a trained ESL teacher. 

Edmundo also began in NS Composition—English 101—^but switched to NNS 

Composition. Edmundo heard about the option of taking the NNS sequence from friends 

who graduated from high school the year before him and who were also attending the 

university. While he is glad in the end that he made the switch, he does have mixed 

emotions on the topic: 

E Yeah. In the placement exam I was supposed to take English 100, but ahh 
I was thinking I don't think I will do anything in English 100 because.... Well, my 
friend, she came from the same high school. He was in ESL (during high school) 
and she kind of took the same class that I did. And he told me... She told me that 
she is struggling with 100. 
R Ah, she's in 100. 
E She's in 100 and she's struggling with 100 and like I'm kind of ..how to 
say it...not proud, but like happy though to be taking 107 because at the same time 
they're they are preparing you for English. 
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While Edmundo was bom in Mexico, he is now a resident alien of the U.S. and did 

graduate from high school here, although he only attended 11*^*^ and 12^*^ grades in this 

country. He also took the ACT exam and used this score to gain entrance into the 

university. When I asked him why he felt "not proud" to have taken the NNS sequence, 

he replied that it was because he "though he was done with the...taking the ESL classes. 

However, once he began the class he found that the International students often had very 

advanced English skills: 

What I have noticed is that most of the people that come here from another 
country they already speaks English. They speak English like they were 5 years 
old [when they first began to learn it]. Peoples from Lidia speak that Indian 
language, but they say that they tell me that they in school have [to] speak English 
since kinder[garten]. 

While Edmundo initially considered taking English 107 and then switching over to the 

NS sequence, he decided against that when he found that most of his NS friends "have 

trouble with 101." 

The final student with a cross-border orientation, Manuel, was bom in Mexico but 

raised in the U.S. up imtil 4*^*^ grade, after which he retumed to Mexico to complete his 

education. When asked about the option of taking English 101, Manuel's preferences 

were clear: 

R Do you think you would have preferred to take English 101 instead of 
107? 
M Oh, I think 107 is better, is good, is great, cause everybody sort of has the 
same problems, so we try to get together and engage themselves to this new 
leaming style and the profe, you know, really knows how to help me with my 
problems. 
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Although Manuel's English ranking (9/16) was higher than either Francisco (11/16) or 

Edmundo (16/16), his placement into the NNS sequence does seem appropriate, 

especially given their switch to the NNS sequence as well. 

Mexico Orientation 

The students with a Mexican orientation, as seen in Table 6.3, and partially 

repUcated below, all ended up taking the NNS sequence of composition. In their case, 

only one of the students (Columba) began with a NS placement, but she had her 

placement changed almost immediately upon her entrance into the NS composition 

classroom. 

Mexico Orientation 
Consuela 106 106 
Osmar 107 107 
Dominga 107 107 
Nelly 107 107 
Columba 101 107 

As discussed earlier, all of the students in this group completed the majority of their 

education in Mexico, and only one (Columba) received a diploma from a high school in 

the U.S. In addition all of the students in this group were bom in Mexico and at the time 

of their applications they were all Mexican citizens.^ Given this, their placement (with 

the exception of Columba) into the NNS sequence was guaranteed. 

When asked about the possibility of taking the NS sequence, all of these students 

had similar responses: 

^ Consuela was in the process of applying for residency status while applying. She has since become a 
Resident Alien. 
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Consuela 107 [is better] because of the people. It's more open socially. I 
see the difference in classes like math and accounting. People don't talk to you 
and mix with each other. 

Nancy I prefer 107 
R Why? 
Nancy Because I think that the professor is more sympathetic. She 
understands our situation and we have like a different problems than the native 
speakers. And it's nice to see all the different people from India, and China 
and...it's cool. 

Osmar Well, it's nice to have the teacher who can tell me how to write 
Enghsh. She know what I have to do to improve how I write. 

Two of the students in this group (Consuela and Columba) attended mixed sections 

during one semester. In Columbia's case, she saw this as an advantage since the course 

seemed to be partially in the worlds of both the NS and NNS sequences: 

Col Ummm. I signed for 101, but like I switched to 107. It's basically the 
same because on the class like 107 it's like ummm we are half and half, we are 
107 and 101. 
R Is that a good situation for you? 
Col Yeah! 
R Are you glad you signed up for the 101/107? 
Col I really don't notice any difference, so... 

While Columba found that this mixed class was good in that it challenged her to improve 

her English, both spoken and written, she also found it intimidating: 

Col Oh, well, it hard for me cause some people just like the 101 speak like 
very good English and 107 doesn't so and I have noticed that some people like 
107 are [on] one side and 101 [on] the other side [of the class]. And the people, 
most people who are from 107 like its ESL, English second language, ah never 
ask questions. 

Consuela also had these same feelings about her mixed composition section, 

which was during English 108: 
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Consuela At the beginning I wasn't sure I was going to come through 
because I was not used to being in mixed in English. Cause its kind of hard to 
express—oh I'm gonna make a mistake and say something wrong. But no, it was 
fine. Actually it helped me to become more comfortable and just speak whatever. 
Because also for the peer review or the workshops I tried to be with some native 
speakers and international students so that help because they correct our mistakes 
or they help us, which is good. It was a positive thing to do. 

Part of this difference in their experiences may be due to the fact that Consuela ranked 

much higher than Columba in terms of oral proficiency (lO'*' versus 15^^). In addition, 

Consuela was married to a NSE and often communicated in English at home while 

Columba usually communicated in Spanish outside of the classroom. Indeed, Consuela 

agreed that a NNS experience in a mixed class might depend on their English skill level: 

R What do you recommend for other NNS? 
Con I would say a mixed class. 
R Does it depend on skill level? 
Con I think so, because you don't know, have vocabulary and expressions and 
to be more comfortable. Because before, sometimes like in my old classes my 
experience was some people are not very open or willing to help you. Like math 
or things like that. But this class, the English class, was fine. 

Perhaps the greatest challenge in placing these students in to mixed classes is determining 

which students would likely benefit fi^om such a placement and which students would 

find such an atmosphere intimidating—^thereby hindering their language development. 

Summary of Placement 

One key element in meeting the needs of NNS is offering them freshman 

composition placement options that fit their needs. At the University of Arizona these 

placement options include a 2 course sequence for NS (including an honors sequence) 

and a parallel one for NNS, with some students taking a preliminary third course as well. 
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As discussed above, the first step in the placement process is determining who is a NNS. 

While this determination was relatively straightforward for many of the international 

students, this was a much more difficult determination to make for students with a U.S. or 

cross-border orientation. In fact, in most cases there was no determination made that 

these students were NNS. 

All of the students with a U.S. orientation were placed into NS composition 

courses, and all of these students kept their initial placement. When asked if this was an 

appropriate placement, or if they would have preferred a NNS placement, all of these 

students expressed satisfaction with their NS placement. 

Given the complexity of cross-border group, it is no surprise that correctly placing 

them into the correct sequence and level of composition is difficult. With some students, 

such as Alejandro and Catalina, their backgrounds and test scores make the placement 

easier. However, as in Edmundo's case, relying on backgrounds and test scores may 

sometimes result in an initial placement that is not appropriate for certain students. 

Although these students all ended up with the "right" placement in the end, it seems clear 

that this was due to their own initiative rather than the system. 

Overall, the placement of the Mexico-oriented group into a composition sequence 

was straightforward due to their birthplace, their Mexican educations, and their lack of 

SAT and ACT scores. However, one important placement factor group was whether a 

NNS section or a mixed section was most beneficial. While there are currently no criteria 

used to place NS or NNS into the mixed sections, this is certainly worthy of consideration 
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since it appear that factors such as oral proficiency may be important in determining a 

student's experience in that type of course. 
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Culture Shock 

The transition from high school to university is always a challenging one, but for 

students who are making a cultural transition as well, it can be especially difficult. For 

some of the students who participated in this research, such as the ones who were bom 

and raised in the Tucson area, this transition was relatively smooth. For others, such as 

the students who came here from Mexico directly after finishing high school there, the 

change was abrupt and intense. Once again, however, it is the group in the middle, the 

students who have a cross-border orientation, who have some of the most interesting, and 

sometimes severe, culture shock after their move to the university. 

U.S. Orientation 

As might be imagined, the students in this group did not face the same level of 

cultural change as the others. For some of them, including Katie, Melinda, Yomaris, and 

Maria, this change was an easy transition because they had spent time at the university 

with their families in the past or, as in the case of Katie and Melinda, grew up in Tucson. 

Yomaris attended many basketball games at the university with her father, who is a "total 

crazy fan of the Wildcats." She visited two of her cousins while they attended school 

year, and was also inspired to apply to the UofA by her aunt, an alumnus as well. Maria 

also spent time here at sporting events and for academic events. For here the main 

change is that "just, maybe the teachers you know mostly over there [at her high school] 

they are Hispanic or something." 
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The cultural transition to the university was not as smooth for Alberto and Marco, 

the only two students in this group who were raised in Los Angeles and Miami 

respectively. For Alberto, the difference in the population between the University of 

Arizona and Los Angeles was immediately apparent: 

Yeah, back at home, like I said, it was basically 78% Hispanic, so like 90% of the 
pop back home is like ethnic. And then you go to like this where maybe a good 
maybe 20% of the population is ethnic, it's a big difference. At first it sort of 
struck me hard because aside from that cultural change I basically moved a whole 
state away from where I lived and I don't have any family here. ... And it sort of 
bothers you at first. 

At the same time, Alberto, making light of the difficulty, found something positive about 

the situation: 

I guess like you stand out more because of my name and the way I act and talk. 
People remember my name more easily. I saw it in a good way, like I stand out. 
It's a positive thing. 

After discussing the issue further, Alberto brought up another issue regarding this cultural 

change that is more disturbing for the Latino population here: 

As far as being Hispanic here, at first I basically didn't see many other ethnic 
people and it sort of like threw me. Before college, in HS, I didn't have much 
contact with, ah, with ah, WASP people, ha, ha, but umm except like in academic 
competitions... Once I got here, it was like everybody I talked to was white and I 
have like one Hispanic friend. Basically, there's some Hispanic people working 
at the student union, and some of the full time workers there. Yeah, there's 
Hispanic people here, just not students. 

While this issue is clearly a disturbing one, and a distressing one for Alberto, he also 

makes the best of this sense of isolation: 

But now I don't feel like so alienated anymore, I guess part of it is just being 
busy, you don't really think about it. You are just doing all these things, and you 
don't really see like white and Hispanic. You just see, this guy knows his subject. 
Let me talk to him to see if he can help me or if I can help him in another subject 
or. So, basically I don't see race too much. 
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Marco, who was raised in Miami, and later in Las Vegas, had much the same reaction as 

Alberto: 

Marco The school, it was like, the first couple weeks it was tough 
because...you don't notice that the...actually I don't see that many Hispanics here. 
So, its, the language even more, you pick up huge vocabulary because when I 
lived in Miami I didn't pick up the vocabulary that I have now. It's kind of 
amazing. You have more accessibility to native speakers. 

As with Alberto, Marco experienced the sense of cultural isolation, but found a way to 

put a positive spin on the situation. While Marco experienced culture shock due to his 

isolation as a Latino student at a predominately "white" university, he also experienced 

cultural shock came from another direction entirely. 

The most difficult is having an English teacher from another culture. I've been 
used to having English teachers that are native speakers, and then Margaret 
teaches this class and it's kind of like whoa. I've had the culture barrier before, 
but I've dealt with native speakers now for the majority of my life afterwards. It's 
kind of difficult to deal with now because she looks at things differently. Like I 
had English AP in HS, so pretty much I take her ideas because she had a PhD and 
taught at the university and at the HS level also and she never, I always use her 
ideas and Margaret looks at it and she has different ideas, so I think that's the 
toughest part. The easiest part is the amount of time that we have for the essays. 

Marco's English instructor is a native of China, and speaks English as her second 

language. Although her spoken English is exceptional, Marco commented during his 

final interview, after taking his second semester of composition with a NS instructor, that 

the second class was "much better than last semester. It was difficult, the language 

barrier with Maggie." 

Cross-border Orientation 
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While the majority of the U.S. oriented students, with the notable exceptions of 

Marco and Alberto, had little problem with culture shock, the situation is, once again, 

more complicated for the cross-border oriented group. Alejandro, who grew up on both 

sides of the border in Nogales, Sonora and Nogales, Arizona, is very representative of 

some in this group. Although Nogales is only about an hour drive from Tucson, 

Alejandro found it much farther away culturally: 

Ale So, Mexicans are like the majority in Nogales, even in town, everywhere 
you go, everybody speaks Spanish. When you go to your Safeway or Wal-Mart, 
everywhere. It's just Spanish. Its just like another Mexico but well, a different... 
well, they, with English being taught there and all, but when I came up here I, 
nah, I wasn't used I was never used to being the minority, so its like that was 
another different change, cause umm going to Nogales High School I was used to 
seeing all these Mexican faces and hearing Spanish all over the place, but over 
here its like, its different. 
R Yeah, you feel kind of like the opposite? 
Ale Cause now I feel like what it is to be like a minority. 

While this experience is similar, in some ways, to those of Marco and Alberto, it is also 

different in an important way. While both Marco and Alberto grew up in areas that were 

largely Latino, they were also exposed to other groups, both White and minority, hi 

addition, while their schools were largely Latino, many of these students were balanced 

bilinguals or spoke EngUsh as their primary language. Alejandro, on the other hand, 

went from a school where he was surrounded almost entirely by Spanish-speaking 

Latinos to a school with a small percentage of Latinos, most of whom are English-

dominant. 

Catalina, who was bom in the U.S., grew up in Mexico, and finished high school 

in Tucson, had this same sense of cultural isolation, albeit to a lesser extent: 

R So, what's been most challenging for you this semester so far? 
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Catalina I don't know, probably getting used to such a different culture and 
then different kind of people. You can find like all kinds of people right here. 
It's like weird. And then trying to be like trying to feel like accepted by the rest 
of the students because I don't know they can tell when you are kind of weird 
probably. I don't know, I feel like weird around then because they know perfect 
Enghsh and I don't. And I know for me I don't, so it's hard to. I was so scared 
for college and everything. 

While she felt a high sense of anxiety about this when she first arrived at the university, 

Catalina soon adjusted: "But it's like after you see everything it's like Oh that's it? So I 

feel much better now and everj'thing." 

Manuel, Francisco, and Edmundo found that the cultural change was an easier 

one. In Manuel's case, his childhood experiences growing up in Los Angeles before 

returning to Mexico after the grade exposed him to the U.S. culture. When asked 

about the cultural change he response was: "Well, I wouldn't say I'm shocked cause I 

used to live here so, so I'm used to it. Francisco also had an easy transition to the 

university, but in his case it was because of the culture shock he experienced earlier 

during his time at the military academy: 

Well back in Chicago it was kinda the same because there were like 50 Mexicans 
and there's always Mexicans there, so kinda like both cultures. But it was strange 
cause like in Mexico there are lots of less divorces and families are more united 
and back in Chicago all the Americans like their parents were divorced or they 
were separate and stuff like that. And that was kind of strange cause I was like 12 
years old and....and then it was like the only change because since we were 12 
they wouldn't let us go out and stuff 

With these memories of life near Chicago, Tucson seemed much more familiar to 

Francisco: 

It's more like home. Well, I always feel like Mexico, since there's lOO's of 
Mexicans here and we always get together like "Oh there's going to be a small 
party here. And it's like 70 people. 
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The final student in this group, Edmundo, also grew up in Nogales on both sides 

of the border. Although Edmundo spent only two years attending school in the U.S. (11"^ 

and 12^*^ grades), he seemed have an easier cultural adjustment than his neighbor 

Alejandro, who spent 3'^'^ through 12'^ grades in Nogales, Arizona. While the reason for 

this discrepancy is not entirely clear, it is interesting to note that both Catalina and 

Alejandro, who had the highest English ranking among the border-oriented group yet 

seemed to be having the hardest time adjusting culturally, attended NS composition, 

while the rest of the cross-border group followed the NNS sequence. 

This is especially pertinent for Edmundo, since he had a similar cultural 

upbringing to Alejandro in Nogales. When I asked Edmundo about his transition to the 

university, he mentioned that the other students in his English 107 class were "all having 

the same problem[s] as me." It is likely that Edmundo's self-placement into the NNS 

sequence gave him a sense of not being alone in terms of experiencing a cultural change, 

thus easing the transition for him. Manuel, as discussed earlier, also agreed that the other 

students in Enghsh 107 could sympathize with the cultural difficulties: 

Oh, I think 107 is better, is good, is great, cause everybody sort of has the same 
problems, so we try to get together and engage themselves to this new learning 
style. 

While Manuel, Francisco, and Edmundo all may have benefited fi-om the ESL support 

they received in the NNS sequence, it is clear from their words that the social support the 

other students provide in these courses may be just as important. 

Mexico Orientation 
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When we normally think about "culture shock," international students come to 

mind and the students in this group are no exceptions. To some extent, all of the Mexico-

oriented students expressed difficulty in adjusting to the new culture encountered at the 

university, with many of them, such as Dominga "missing the little things" such a 

"family and food." 

The student who seemed to suffer most from culture shock in this group was 

Columba. Although she completed 11"^ and 12"^ grades in Tucson, she was still finding 

the transition difficult to even talk about: 

R And how has this change been for you. I know you came from a small 
town in Sonora. How has it been in terms of a cultural change? 
C Oh, it's really so different. Really difficult, it's been like, I don't know 
[cracking in voice and long pause] 

For Columba, this shock began when she first entered high school in Tucson and was 

discovered how differently American girls acted compared to the girls in her small 

hometown in Sonora: 

R So do you get culture shock? 
C Yeah, cause it's so different. Yeah and it's really hard for me like, I know 
that's mean, but I can't like with American girls I can't be that friendly because of 
culture. Yeah, they do stuff that I'm against cause I grew up different stuff So, 
like I'm how can I do this? 
R Can you give me an example? 
C For example, the first day that I get to school I see a fiiend kissing another 
guy was a couple kissing and then like she the girl was next to my locker and I 
asked her "Is that guy your boyfriend?" No, she said, "he's just a friend." I'm 
like, "how come you can kiss a guy that's just your fiiend?" 

Perhaps because of this experience in high school, Columba still finds it difficult to 

associate with American girls and does not attempt to talk with them in any of her 

classes. However, as discussed earlier, she finds she has more in common with the other 
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students in her NNS sequence classes because they all share "different problems than the 

native speakers." 

Consuela also found the transition difficult, even though she had been living in 

Seattle for a couple years with her husband, a NS of English. In fact, the reason for her 

choice of schools was a compromise with her husband, who preferred to stay in the 

Pacific Northwest, and herself, who would have liked to finish school in Mexico. They 

decided that Tucson was "somewhere in between" the two. For Consuela, beginning 

school here was difficult because she found it a very different experience from her 

university in Mexico, where she had almost finished her degree: 

I have to start like taking the general classes and, and the system is like really 
hard for me, a little bit, because in Mexico I took like 6 or 7 classes and I was in 
the top of the, you know the best students, and then I came here and like I have to 
start from the bottom. It's tough. 

For Consuela, as with Columba, her English class was a safer place where she could 

"become more comfortable and just speak whatever" (Consuela). 

The two students in this group who seemed to suffer the least from culture shock 

were Osmar and Nelly. Both of these students, as discussed earlier, attended bilingual 

schools for their entire educations and also participated in multiple study abroad 

programs both during and after their high school programs. These short-term immersions 

into American culture seemed to help them make a slow adjustment to U.S. culture "in 

small doses," which made their transition to an American university easier. Indeed, 

Osmar's main complaint about the university culture was that the lower level classes 

were often too big, a complaint commonly heard among all freshmen. 
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Summary of Culture Shock 

The culture shock experienced by the Mexico-oriented students is not surprising; 

it has been well-documented and researched. What is more surprising, and just as 

important, is the culture shock experienced by students in the U.S. and cross-border 

oriented groups. For the students in the cross-border group in particular, and especially 

for those who remained in the NS sequence with no ESL support (neither linguistic nor 

cultural), the sense of isolation they feel may have important consequences. While some 

might argue that the issues of culture shock and placement are not related, it is likely that 

this culture shock, and the corresponding sense of isolation, may have a negative effect 

on the performance of these students in their composition—and other—classes, hi short, 

their needs are not being met in this respect. This indicates, once again, the need for 

greater attention to identifying the NNS in the composition program. 
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Behavior in the Classroom 

As discussed earlier, I observed all of the participants at this stage of the 

study in their Writing classrooms over the course of two semesters. These observations 

served as one important component of the triangulated data for this study. As discussed 

in Chapter 3, my primary method for tracking the oral communication patterns in the 

classes was through the use of a Checksheet for Verbal Interaction (see Appendix F). 

This sheet allowed me to easily track who was speaking in the class in 30-second 

intervals. The sheet also allowed me to track who the speaker was talking to, including 

whether it was the instructor, a NS, or a NNS. While not as accurate as videotaped data, 

this technique did give me a relatively accurate of the communication pattern of each 

classroom. 

The observations helped me to form the questions I wanted to ask the students 

during the interviews and also gave me a deeper insight into their classroom behavior 

than I could have gotten from the interviews and questionnaires alone. I performed the 

Stage II observations over the course of two semesters, with each of the participants 

being observed between 8 and 13 times over the course of the two semesters. Over the 

course of these observations, four main themes emerged: silence among some of the 

students, the importance of group work, the participation in student-teacher conferences, 

and the use of computer labs. 
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Speaking and Silence 

Although the Writing courses these students attended were, as the name implied, 

focused on learning to write, the importance of all four language skills (reading, writing, 

listening, and speaking) in these classes must also be emphasized. This can be seen in the 

Writing Program's Philosophy Statement (See Appendix K for the full text): 

Composition courses are workshops focusing on writing, reading, research, and 
revision. Readings include works of fiction and nonfiction. The experiences of 
these courses of twenty-five students, with regular writing, reading, response, and 
discussion, help students attain a level of hteracy necessary to their success as 
students, professionals, and citizens in a democracy. {Program Philosophy, 2002) 

Although the discussion component of these courses is mentioned near the end of the 

Statement of Philosophy, it must be emphasized that these discussions form a very 

important part of the Writing classroom. This is because most of the readings, which are 

usually used either as good samples of the types of papers that will be written or in order 

to generate classroom discussion about the various topics being examined in class, are 

read outside of class time. Although active oral participation during class may not be 

considered when determining grades, as per the Writing Program guidelines, the 

discussion component often forms a large percentage of each class. At the same time, 

given the average class size of over 20 students, encouraging active oral participation 

fi-om each student during each class is, to say the least, difficult. 

The issue of silence is one that has been discussed by a number of researchers 

such as Kay Losey, who found that "in general, the Mexican American students—^male 

and female—interacted less frequently than the Anglo American students" (1997, p. 

193). Much of the research done on this topic, like Losey's, tends to examine these 
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students as an undifferentiated whole, thus oversimplifying this complex situation. As 

discussed below, the three groups of students in my study were found to be quite different 

in terms of their silences, or the lack thereof, depending on their backgrounds and on the 

type of course in which they were placed. 

U.S. Orientation 

The issues of silence and culture shock were interconnected for many of the 

students in this study. As discussed earlier, the students with a U.S. orientation had the 

least problems adjusting to the university although some, like Alberto and Marco, did 

find the small number of Latino students to be somewhat disturbing. With the exception 

of Maria and Marco, the students in the U.S. oriented group participated orally in class 

with at least the same frequency as the non-Latinos. Perhaps the best explanation for this 

amount of participation is their status as being either balanced Spanish-English bilinguals 

or English-dominant. For the students in this group, a lack of ability to express 

themselves in English is simply not a factor. 

Between the two students who did not communicate as much as their non-Latino 

counterparts, Maria's case was the most extreme. During my first semester of observing 

her (5 class visits), she spoke only once during class discussions, and this was in response 

to a direct question from her instructor. When I asked her about this during an interview, 

here response made it clear that language was not the cause of her lack of participation: 

R So, would you say that you talk a lot in class or not very much? 
Maria Mmmm, I'd definitely say I don't like to talk in class. 
R Why do you think that is? 
Maria I don't know...I've always been like that, you know, shy. 
R Would you say that it has something to do with language or...? 



248 

Maria Not really, I just don't like big groups. 

When I later asked Maria if being in class with people who have a Spanish-language 

background would make a difference in the amount she talks in class, she stated that it 

"probably wouldn't." 

Marco is the other U.S.-oriented student who communicated orally in class less 

than his non-Latino counterparts, but only during the first semester of observation. 

During the interviews, I found Marco to be very outgoing, friendly, and eloquent in 

expressing his ideas, which made me confused about his behavior in the classroom. 

When I asked him about his lack of communication near the end of his first semester, his 

answer was evasive: 

R So, would you say that you talk a lot in class or not very much? 
Marco Well, I'd say that I don't talk too much in this class. 
R Why would you say that is? 
Marco Ahhh...I guess there's not really any reason. 

During Marco's second semester, I noticed that he communicated very actively in his 

new course, and was often one of the most frequent participants in the class. While I had 

suspicions about the cause for this change, I waited until his second formal interview near 

the end of the second semester to ask him about this again. As discussed in the previous 

section, Marco's Instructor during the first semester was an International Teaching 

Assistant: 

The most difficult is having an English teacher from another culture. I've been 
used to having English teachers that are native speakers, and then Margaret 
teaches this class and it's kind of like whoa. I've had the culture barrier before, 
but I've dealt with native speakers now for the majority of my hfe afterwards. It's 
kind of difficult to deal with now because she looks at things differently. 



249 

When I later asked him if the change in the amount of communication he was doing in 

class might be connected to this issue, his response made the reason for the change clear: 

R So, I notice that you seem to be talking in class a lot more this semester 
compared to last semester. Have you noticed this too? 
Marco Hmnim...Well, I guess that's true! 
R Any idea what caused the change. 
Marco Ahhhh....Well, you know, to be honest, I guess I was just not enjoying 
class last semester so much... You know, it was tough with me with a foreign 
teacher. 

Ironically, the cause for Marco's lack of communication in class during his first semester 

was not his status as a native speaker of Spanish, but the status of his teacher as a NNS of 

English. 

Cross-border Orientation 

As mentioned with the last group, the issue of culture shock and silence in the 

classroom seem to be closely interrelated for the students with a cross-border orientation. 

As discussed earher, the students in this groups, although many of them come from towns 

only an hour or two away from the university, sometimes suffered from much more 

severe culture shock than the U.S.-oriented students. 

Of the students in this group, Alejandro best represents the issue of silence in the 

classroom, and he also represents the importance of triangulated data. The first time I 

observed Alejandro in his English class (101) his class was engaged in small group 

discussion during the entire period. As I took notes on his interaction, I found that he 

was involved in his group of 4 students, and that he was participating in the discussion, 

although usually only when answering questions posed by other group members. The 
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next time I observed Alejandro the class there were no small group activities, although 

the instructor was carrying on a discussion of the article they had read for that day's class 

with all the students. In this situation, Alejandro did not participate in the discussion at 

all. 

This pattern continued in future observations: responding to questions in small 

groups (the teacher never asked him a question during class discussions), but rarely 

offering his own opinion. For Alejandro, this was not a question of language ability, 

since his language ability ranked highest among the border-oriented students, but of a 

feeling of being an outsider in the class: 

Ale Well, when I was in Nogales, well my classes I knew like all of the people 
there and they all spoke Spanish and I could like relate to them really well and we 
would like just talk, but up here I rarely talk to anyone in class. 
R Yeah 
Ale It's just very... if we talk its just about what's going on in class, but very 
rarely do I talk about something else. I don't, I don't know. I haven't tried or 
anything I just.... 
R Would you say, is that a language issue? 
Ale I, I don't know. I don't think it's a language issue cause I, I'm, I can, I 
have no problem speaking to them in English or anything 
R Yeah, yeah 
Ale So, it's not a language issue it's just probably a cultural issue. 
R Yeah 
Ale I don't know, like really what to say to them, because I'm not used to like 
being around so many American people if I might say that, because in Nogales I 
like to think of it as another part of Mexico, cause you its you have to really live 
there to know what I'm talking about cause it is like Mexico there. 

It was during this same interview that Alejandro went on to say "Cause now I feel like 

what it is to be like a minority." 

Only one other student in this group (Catalina) completed her English 

requirement in the NS sequence. Unlike Alejandro, however, Catalina was a very active 
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participant in the classroom, often leading the discussions. One explanation for this 

difference has to do with Catalina's vivacious personality. For as long as she can 

remember, Catalina has been "extremely social," so even though she sometimes feels 

"weird" around NSE "because they know perfect English" she soon found herself saying 

"Oh, that's it?" and adjusting to life here. However, this explanation does not entirely 

explain her success. 

Unlike Alejandro, who had instructors with no ESL experience during the year I 

followed him, Catalina was fortunate to begin the year with an instructor who had a large 

amount of experience teaching composition to students from diverse language 

backgrounds in L. A. Although her instructor had no formal training in the field, she was 

aware of the challenges facing NS of Spanish and very supportive of Catalina. In 

addition, this course contained three other NNS. Although Catalina only occasionally 

worked with these students, their presence, and the support she received from her 

instructor seemed to make her feel much more comfortable speaking in the class. 

The other students in this group, Manuel, Francisco, and Edmundo, in keeping 

with their easier cultural change, were also more vocal in the classroom. Unlike 

Alejandro and Catalina, these students all chose to take the NNS sequence of 

composition, with Francisco and Edmundo changing out of the NS sequence. Edmundo's 

experience is representative of this half of the border-oriented group. When I asked 

Edmundo what the atmosphere was like in his class, he made his description clear: 

E Noisy. [The instructor] always want us to participate in class like we talk 
about this and this and we ask questions like can we do this and stuff and she says 
yes you can or can't. Like she wants to be very interactive in the class 
R Is that good? 
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E That's good. Because sometimes you want to ask something and someone 
else ask it, or you ask. It works much better. 

til 
Given his English ranking (16 ), a placement into the NNS sequence is certamly 

appropriate for Edmundo. Unlike Alejandro, in his NS sequence, Edmundo was an active 

participant in the classroom both semesters I observed him. While his spoken English 

was often at the low end of the class, the atmosphere of the class, with the students "all 

having the same problem[s]..." seemed to make him comfortable. 

Mexico Orientation 

Although some of the students in this group still had misgivings about speaking in 

class, the majority of them were active participants. All of these students, as discussed 

earlier, suffered from culture shock, but, for most of them, their English class served as a 

refuge from the English-related stress they felt in their other classes. Indeed, the 

atmosphere of the NNS sequence classes I observed over both semesters was both lively 

and "noisy" in the best sense of both words. Consuela, in her first interview, offers one 

likely explanation for this mood: 

C For me English class is like my favorite class, because I feel like free 
talking to everybody. If I go to math, you know, nobody is talking to anybody. 
It's like really cold. Nobody talks to anybody. For me, it's like I don't know why. 
I'm used to Mexico where you go to class and like Hi! Really social. But in 
English it's the same way. 
R If you could choose again, would you take English 101 or 107? 
C 107, because of the people. It's more open socially. I see the difference in 
classes like math and accounting. People don't talk to you and mix with each 
other. For example, with my accounting class, its, maybe I not used to that, 
because it's too big. Like 300, too big. So, it's always uncomfortable sometimes 
to ask questions, so they have labs, but I just feel so impersonal with that. 
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For the Mexico-oriented students, suffering from both culture shock and having lower 

oral abilities in English than most of the students in the other 2 groups, it was very 

apparent that their English class was a refuge for them. It was the one place they could 

feel comfortable talking because the other students were all having the same problems— 

both cultural and hnguistic—as them. 

While the Mexico-oriented students seemed to feel more comfortable in the NNS 

sequence classes, this did not necessarily mean that they were always vocal. One of the 

students in this group, Columba, rarely spoke in class. When I asked her about this, she 

expressed her lack of confidence in her speaking ability: 

Col Well, I talk a lot, but not in class because my English...in English I never 
talk. 
R So, when you are around campus do you mostly talk with people who 
speak Spanish? 
Col Yeah 
R But not to people who speak English? Are you embarrassed to talk, or are 
you just more comfortable with Spanish speakers? 
Col Sometimes, sometimes I feel like I'm talking just stuff that I can speak and 
sometimes I think that people say something like "why's she speaking in English 
if she doesn't know?" and then yeah I feel more comfortable to stay with Spanish. 
R How about in your English class? 
Co Yeahhhh. I can't speak Enghsh. It is so hard for me, like I never do. Like 
even [in] school I never ask questions cause of my English was tough like I have a 
big accent and somebody doesn't understand me, so... 

As evidenced by her interview, Columba is clearly able to communicate in English. At 

the start of the interview, we began to speak in Spanish, but she transitioned to English 

soon thereafter. Although her English ranking is low (15'''), she is able to express her 

feeling and frustrations quite well. However, what the transcript does not reveal is 

Columba's heavy accent. During class observations it was clear that students from other 
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countries found it difficult to understand her, when they were lucky enough to hear her 

speak. 

Workshops: In and Out of Class 

As mentioned in the Writing Program Philosophy Statement, "composition 

courses are workshops" {Program Philosophy, 2002). For the purpose of this study, 

workshops will be divided into two components: in-class workshops and out-of-class 

workshops. In-class workshops are a commonly used teaching strategy used in many 

writing classrooms. During an in-class workshop students typically bring several copies 

of a draft of their papers and share their work with other students in a group. Many 

teachers give their students a list of questions and/or items to watch for while examining 

their partners' drafts. In-class workshops are also often done for sections of a paper. For 

example, during my observations several instructors had their students bring a draft of 

their introduction to share with their partners for feedback. While all of the instructors in 

this study used in-class workshops to some extent in their classes, the number and quality 

of workshops varied greatly, as did the students' attitudes towards the value of this 

activity. 

Out-of-class workshops took two forms among the participants in this study. The 

most common type of this workshop was a one-on-one conference between a student and 

their instructor to discuss a rough draft of a paper. All instructors in the Writing Program 

are required to have conferences with their students, typically two per semester. These 

conferences may be one-on-one, as described above, or they may be a group conference 
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that takes place out of the regular class time. In this type of conference a group of 

students (typically 3-4) exchange papers, and they then read and comment on each 

other's work. The group then meets with the instructor, who has read and commented on 

all the papers, and each paper is discussed among the group. 

U.S. Orientation 

The participants with a U.S. orientation were uniformly positive about the value 

of in-class workshops. In Marco's case, he found that the advice he got from other 

writers during class time was thorough enough that he did not even feel the need to see 

his instructor during her office hours for extra help: 

R Do you get extra help from your instructor for your papers? 
Marco Actually I haven't, [the instructor and I] did a session once and that's the 
only time I got help from her. But usually just peer reviewing. I think that's the 
best tool because you're got, you have people at the same level as you, reading 
and correcting your paper. And most of the people in class think differently, so 
they're able to comprehend what you wrote differently, so they kind of give you 
feedback and at first you're thinking I can't believe [them], it's my paper, its 
perfect! You jerk! But then I realize, I read it over and its like wow, it makes so 
much more sense now. 

In Marco's class during the second semester of the study, his instructor scheduled in-class 

peer review workshops twice for each paper, with different groups for each paper. 

Melinda was also enthusiastic about the value of the in-class workshops, stating 

that they "really taught [her] a lot." Her instructor during her first semester utilized in-

class workshops of some form during every class I observed. Sometimes these took the 

whole class, as when reviewing someone's draft, but other times these workshops 

examined a smaller detail, such as commenting on the way their partners were 
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introducing quoted material. Oftentimes, these workshops were based on reviewing what 

the students did outside of class, with the results shared in the class. In this case, she 

usually had the students write letters to their partners "saying what they did good and 

what they did bad." 

Among the students in this group, only Yomaris had any negative comment about 

the in-class workshops: 

I think my main problems are with grammar and my vocabulary, cause sometimes 
feel, you know, embarrassed in sharing my writing with the other students in the 
class cause I think my vocabulary is not fancy enough compared to what I see in 
the other students. But I kinda feel the same about my writing in Spanish. Both 
languages are down a bit because I learned the two while I grew up. 

At the same time, Yomaris also admitted that the in-class workshops "really helped to 

make [her] writing a lot better." 

All of the students in this group had out-of-class conferences with their teachers. 

One had only one-on-one conferences (Marco), one had only group conferences 

(Alberto), and the others had a mix: one group conference and another one-on-one 

(Katie, Mehnda, Yomaris, and Maria). Marco saw his one-on-one conferences with his 

instructor as being positive, as it let him get feedback directly from "the guy who would 

give [him his] grade." Alberto also saw value in his group conferences, although he 

complained that "some students did a better job than others" when it came to commenting 

on papers. 

The other students in this group all had one conference of each type. When I 

asked them about each type of conference, they all agreed that the group conferences 

were "useful" (Melinda), but they also uniformly stated their preference for individual 
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conferences with the teacher. One reason for this preference, as mentioned by Mehnda, 

is the amount of in-class workshopping they are already engaged in. Because they often 

received extensive feedback from partners during class, they prefer to meet with the 

teacher alone during conferences to "see what she thinks [they] need to work on" (Katie). 

Cross-border Orientation 

While the U.S. oriented students all saw peer workshopping, both in and out of 

class, to be useful, the students with a cross-border orientation were much less 

enthusiastic. The two students in this group who attended NS sections (Alejandro and 

Catalina) both valued the feedback they got from other students, but, like Yomaris, they 

also felt anxiety about the process. For Catalina, she did not feel that her "grammar and 

stuff like writing" were advanced enough for her to give competent feedback to the NS in 

her class. In addition, she was embarrassed to show her writing to the NS, because she 

though it "was so bad." However, her feeling about this changed after she received an 

"A" on her first essay and her confidence in her writing grew. 

The other three students in this group (Manuel, Francisco, and Edmundo) 

questioned the value of getting comments from the other NNS students in their classes 

and also sometimes found it very difficult to give feedback to their classmates: 

R What do you think of the in-class workshops on your papers? 
Manuel They do help me, but I mean one can say we're at the same level of 
peer reviewing so, one does, we're not properly skilled in the art of critic our 
papers. We can't always give good critics, good comments on papers. 

The students in this group also had a variety of experiences with out-of-class 

conferences. In the case of the latter group (Manuel, Francisco, and Edmundo), they all 
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expressed a strong preference for one-on-one conferences with their instructor. By the 

end of the second semester, Manuel had experienced both group and individual 

conferences several times, and he expressed his frustration with group conferences in this 

way: 

R What do you think of peer review [done outside of class]? 
M Well, it depends on who peer reviews for me and it depends on what one 
is trying to umm get across because the other day I was peer reviewing a paper, 
there [were] a whole lot of sentence incoherencies, so I couldn't be, I spent a 
whole hour just trying to go down a paragraph. I couldn't get the main idea of the 
paper. People, when they generally grade my papers in both classes, I think in 
last semester people like my writing for them. This sort of semester is almost the 
same deal. They generally tell me "That's a good paper," and I don't like that 
comment because I can't work on that. 

For these students, as expressed by Manuel, group peer review is frustrating on two 

fronts. First, they are often not confident about their ability to provide constructive 

feedback to their partners, resulting in comments like "That's a good paper." In addition, 

they may have trouble understanding the papers themselves due to a lack of familiarity of 

the types of errors made by students from other cultures. 

Mexico Orientation 

The students with a Mexico-orientation had the fewest positive things to say about 

in-class workshopping among the three groups. These students did seems to enjoy the 

interaction that in-class workshopping provided them, but they all mentioned a preference 

for receiving comments from the instructor rather than peers since "she will give me the 

grade" (Consuela). The one student who was an exception to this was Nelly, who found 

the advice from her in-class peer review partner to be very welcome: 



259 

N ...the second [essay] I worked with a partner in the class, so it was like, I 
think it was pretty much like worked on the ideas on the first draft. And then he's 
like Indian so I think they have English language, so he can like double check like 
this is a weird sentence- what are you trying to say here. 
R Did you like having a partner? 
N Ummm, yeah... I mean it was difficult because didn't know how to do the 
work, but once we got started it was good. 

As noted above, Nelly's partner was from India and she believed that his native language 

was English. Whether this was the case or not, it may be that this perception made her 

feel a greater confidence in her partner's ability to give constructive feedback compared 

to the other Mexico-oriented students. 

Over the course of the two semesters I observed them, all of the students in this 

group had both individual and group conferences with their instructor out of class, and all 

of them expressed a strong preference for individual conferences for several reasons. 

Some of the students (Consuela, Nelly and Columba) mentioned the issue of time when 

discussing group conferences: 

R Would you say that you like the individual or group conferences more? 
Col Well, you know they...they are okay... 
R Do you mean both types are okay, or do you prefer one more? 
Col I like more...I think alone is best. 
R Why is that? 
Col Well, you know with the group I have to read so many paper, and that 
need so much time. 

As Columba mentioned, these students found that reading the papers of the other 

members of their group—usually 2-3 other students—^required too much time. 

A second complaint about reading papers from other students was the difficulty 

they had in understanding what other students produced. Both Consuela and Nelly 
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mentioned this as one reason that reading the papers took them so long. Osmar also 

mentioned this as a drawback of group conferences; 

R Would you say you prefer the group or individual conferences? 
O Ah.. .Well, definitely I prefer the individual. 
R Why is that? 
O Sometimes, you know, the other papers is very interesting...but also...one 
time I have, had a girl in the group from China, and I didn't understand what she 
want to say. It was just, I couldn't do it. 

In addition to sometimes having problems understanding the papers written by the other 

students, they also found it difficult to comment on the papers. This comment was made 

by all of the students in the Mexico-oriented group. Many times, as mentioned by Nelly, 

this was because there were "so many grammar problems" that they "just couldn't know 

what to fix." In short, they did not like to comment on, or get comments from their 

fellow students. 

Computer Labs 

All experienced instructors may apply to teach in a computerized classroom, 

although there is typically not enough space available for all who apply. The 

computerized sections of Writing are normally held in one of two labs used primarily by 

the Writing Program. Each of these labs contains 23 computer stations as well as an 

instructor station. In addition, these classrooms have a computer projector and other 

audiovisual equipment that may be used by the instructor. Among the participants in this 

study, only 4 had their classes in a computer lab, all during the fall semester. 

Three students with a U.S. orientation, Katie, Melinda, and Yomaris, had a 

computerized section of composition. All three of these students agree with Yomaris's 
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comment that the computerized classes are "different from the regular classes-more 

active." While Melinda was unsure about the lab at first, she grew to appreciate how it 

could help her: 

R What do you think about being in a computer lab. Do you like that? 
Mel I didn't at first because I'm so, I'm not good at computers, but it actually 
helps because we get to work on our essays in class. 
R Yeah, well, it probably gives you a lot more practice. 
Mel Yes, I guess it was kinda intimidating at the begiiming, but now I think its 
really helped my writing. 

Katie also found the computerized classroom to be useful, partly because it made doing 

in-class workshops and revision easier: 

K We do a lot of revision in class on our essays and its nice because we just 
bring a disc and then we type of the computer when we revise and that way you 
don't waste your time changing it on paper and then going home and taking out 
your paper and saying oh this is where I put the change in then. 

Katie's instructor also gave the students her comments for rough drafts in electronic 

format by having the students turn in their papers on disc. This allowed her to use the 

"insert comment" feature of Microsoft Word and then send the students their papers as 

attachments as soon as they were done. Finally, Katie's instructor used Caucus, a 

university owned program to easily create a class webpage. This allowed her instructor 

to post assignments and answers to student questions on the website, a feature that Katie 

found "really helpful." 

The only other student who had a class in a computer lab was Catalina, one of the 

students with a cross-border orientation attending a mainstream section of composition. 

As with her U.S.-oriented counterparts, Catalina enjoyed being in a computerized 

classroom because it "made doing peer review much easier." She also liked the lab. 
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because she was often able to work on her papers and homework during class and 

because it let her instructor show her how to find resources for her papers. 

Unfortunately, there were no students with a Mexico orientation in the 

computerized classrooms who were participants in this study. 

Summary of behavior in the classroom 

This section of the dissertation examined three themes connected to the behavior 

of the participants in class: speaking and silence, workshopping, and the use of computer 

labs. 

As discussed earlier, the issue of oral participation is an important one in the 

composition classroom because in-class discussions form an important component of all 

of these courses. In this section I showed that U.S. oriented students, with one exception, 

communicated actively in their writing courses—or at least as actively as the NSE. This 

was also the case with the Mexico oriented students, with only one student in this group 

not actively participating. Among the cross-border students, those attending NNS 

sections of composition were active participants, as was one of the students attending NS 

composition—Catalina. The other student in this group also attended NS composition, 

but he was definitely not an active participant. I suggested that this difference was 

partially due to Catalina's English instructor, who was very sensitive to the needs of the 

NNS in her class. 

Workshops, both in and out of class, also form an important part of the 

composition classroom and, once again, the groups were different in their perceptions. 
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The U.S. oriented students were uniformly appreciative of in-class and out-of-class 

conferences. While they preferred to have one-on-one conferences with their instructors, 

those who experienced both group conferences and the former type saw value in both. 

The cross-border students were more mixed in their feelings about conferences, with the 

students attending NS sections of composition feeling insecure in sharing their writing 

with NS. The cross-border students attending NNS sections also questioned the value of 

in-class conferences. However, in their case they questioned the value of the comments 

they might receive from their NNS peers. All of the cross-border students expressed a 

strong preference for one-on-one conferences with their instructors. The Mexico oriented 

students had a universal dislike for in-class conferences, except in the case of Nancy, 

whose partner was a NSE from India. These students also expressed a strong preference 

for one-on-one conferences, partially because they sometimes found it difficult to 

understand their peers' writing. 

Only four students in this study had classes that met regularly in a computer lab, 3 

U.S. oriented and one cross-border student. While some of these students were at first 

uncertain about taking a computerized composition class, all of them found the 

experience to be a positive one as the semester progressed. Among the three sub-themes 

which comprise behavior in the classroom, this is the only one where the students had 

universal agreement. Although no Mexico oriented students were in this type of 

classroom, this is certainly an issue worthy of further research. 
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Writing in the Composition Classroom 

As discussed earlier in this chapter, the NS and NNS sequences of composition 

follow a common curriculum and both of these groups also use the same textbook, A 

Student's Guide to First-Year Composition. At the time of this study, students taking 

either the 101/107 or 102/108 sequence were expected to write three major papers over 

the course of a semester. At the 101/107 level, the focus in on the analysis of literary 

texts, while 102/108 students focus on the study of rhetoric. As the Writing Program 

follows a process approach to composition, students are expected to write a rough draft 

(or drafts) to be commented on by their instructor before turning in the final draft of their 

work. The actual length of these essays varies greatly as the page requirements are 

determined by individual instructors. Students are also required to take a final exam each 

semester, with some students also taking a midterm exam. The final exam for each level 

is created by a team of instructors each semester, and all students take a common exam. 

In addition to these major writing assigimients, most students are required to do daily—or 

at the very least weekly—^writing assignments in response to readings done for class or as 

a step in the creation of their larger essays. 

During the multiple interviews I had with these students, both formal and 

informal, the topic that they most frequently discussed was problems they were having on 

their papers. Sometimes these were problems they perceive on their own, but more often 

these were problems their instructors had pointed out on rough drafts. During these 

conversations it soon became apparent that some problems they perceived in their own 

writing were shared by almost all of the participants across all three groups, while other 
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problems were mentioned only by students in one of the orientations. As seen below in 

Table 6.4, there were 11 issues that were mentioned by the students. 

Table 6.4: Problems mentioned by the students 

Grammar 
Spelling 
Vocabulary 
Organization 
Making paper long enough 
Reducing thoughts 
Analytical writing (rather than descriptive 
Using own voice 
Doing Research 
Variety of Essays 
Being graded on quality rather than effort 

In the discussion that follows, I will use this table to examine the problems mentioned by 

each group. 

U.S. Orientation 

Among the students with a U.S. orientation, as seen in Table 6.5, there were four 

problems that were not mentioned: spelling, vocabulary, reducing paper length, and 

using their own their voices. 

Table 6.5: Problems for the U.S. oriented students 

Problem mentioned Participants 
Grammar Katie 

Maria 
SpelHng 
Vocabulary 
Organization Alberto 
Making paper long enough Alberto 

Marco 
Yomaris 
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Reducing paper 
Analytical writing (rather Katie 
than descriptive Melinda 

Yomaris 
Using own voice 
Doing Research Alberto 
Variety of Essays Katie 

Melinda 
Marco 
Yomaris 
Maria 

Being graded on quality Yomaris 
rather than effort Melinda 

Marco 

As seen above, the most commonly mentioned challenges for the students in this 

group was the variety of essays they were asked to write. Most of these students, as 

described earlier, were required to write a minimum of 3 larger essays each semester, 

each of them distinctly different. Melinda's comment on this issue is representative of 

these students: 

R What are you finding the most challenging about your writing class? 
Mel Most challenging? Umm, I don't know. I guess, just how we're not 
writing the same essays all the time. Every essay we've written, it's been different 
and so I've...it's been kind of hard to switch between the essays I'm used to 
writing to the reader and context and just it takes a while to get used to I guess to 
understand exactly what the essay supposed to be about. 
R How is that different from the writing you did in high school? 
Mel Umm. Mostly, if we had to write an essay, mostly it was the same kind of 
essay. Like just persuasive essays and that was it. These [in college] are just 
different. You have to look at it through different windows. And that's hard, to 
switch. 

Yomaris had a very similar complaint, although instead of persuasive essays, her typical 

essay in high school was a report. 

Among the other problems mentioned by the U.S. oriented students, three were an 

issue for at least half of them: making their papers long enough, analytical writing, and 
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being graded on quality rather than effort. For Alberto, writing a paper that was long 

enough to meet the minimum requirements was a challenge for each paper. In an 

interview with him at the end of the first semester he expressed his frustration: 

Compared to when I was in high school, there papers here, you know, are a lot 
larger, so that mean not only do you have to write what you would normally 
naturally just jot down, but you have to go out and research to pull in more things. 
And umm it was just a lot more...I would say time consuming. 

For Alberto, part of the problem with the length of these papers was finding time to do 

them while also working. This was also the case for Yomaris, who need to work to 

support herself through college. 

The struggle with analytical writing was also a common problem among these 

students—and among all three groups. The rhetorical analysis paper, as described earlier, 

required the students to analyze how the authors of persuasive text use rhetorical 

strategies to convince their audiences. As might be imagined, this is an alien form of 

writing for most college freshmen. The U.S. oriented students all seemed to be familiar 

with summarizing texts from their report writing experiences in high school, but 

differentiating between summary and analysis, as described by Yomaris below, was 

problematic: 

R So, what do you think is the greatest challenge for you this semester? 
Y I'd say the most difficult is actually writing the rhetorical essay you know 
cause when you sit down I usually tend to write what the author's point is. When 
really you're not analyzing "what" he said and "why" he said it. Who was his 
audience and stuff. So, actually that was the most difficult thing. Sitting down 
and trying to get rid of the other writing techniques that you've learned. 

Katie agree with this point, mentioned that she also was "more of a summary person" and 

that she "had trouble differentiating between" summary and analysis. 
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The third problem that of the students with a U.S. orientation mentioned was 

being graded on the quality of what they produced rather than the effort they put into it. 

In particular, these students were used to being graded on the work that they did during 

class in high school and, like Yomaris, were surprised that most of their grade came from 

work done outside of class time: 

I was really surprised at the larger amount of effort needed in college English, hi 
my high school we were basically graded on the effort of our in-class writing 
rather than having to do a lot of writing at home, hi college you are graded 
mostly on the work you do outside of class, and I guess that surprised me. 

Melinda had the same experience in high school, when "almost anything" she turned in 

would receive an "A" grade. She was shocked to discover that even "working so hard" 

on her composition paper at the university did not guarantee her a good grade. 

Only one other problem was mentioned by more than one of the U.S. oriented 

students—grammar. For Katie, the grammar errors she has marked on her paper are 

"simple ones" like "run on sentences." The grammar problems that Melinda mentioned 

were similar, including "comma use and run-on sentences." However, Melinda also 

admits that there is an easy explanation for these problems: "When I start writing I just 

write and write and I don't like to check my work, I just write it that way. I never double 

check." 

Cross-border Orientation 

As seen below in Table 6.6, the students with a cross-border orientation also had 4 

problems that were not mentioned: making their papers long enough, doing research, 

coping with the variety of essay types, and being graded on quality rather than effort. 
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Table 6.6: Problems for the cross-border oriented students 

Problem mentioned Parlicipanls 
Grammar Manuel 

Francisco 
Edmundo 
Alejandro 
Catalina 

Spelling Manuel 
Edmundo 

Vocabulary Catalina 
Francisco 
Edmundo 

Organization Manuel 
Making paper long enough 
Reducing paper Manuel 

Francisco 
Edmundo 

Analj/tical writing (rather Catalina 
than descriptive Manuel 
Using own voice Catalina 

Edmundo 
Doing Research 
Variety of Essays 
Being graded on quality 
rather than effort 

As seen above, the most frequently mentioned problems mentioned by the cross-

border students had to do with grammar. While the grammar problems for the U.S. 

oriented students tended to relate to "comma use" and "run-on sentences," the cross-

border students were more complex. Francisco's case is representative of this: 

R You say that grammar is a problem for you. Can you give me an example 
of what you mean? 
F Ah, I think adverbs, since I don't use many adverbs in my papers and the 
other thing is the tenses, like time tenses. There's like past present progressive 
and all like 7 tenses in Mexico instead of 4 or something like that, so that kind of 
messes me up. I have a lot of problems too in spelling. 
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The issue of tenses was also mentioned as being problematic by Manuel and Edmundo, 

with Manuel mentioning that "the computer helps a lot, the grammar checker," but that 

he "still has a lot of errors" anyway." 

While none of the U.S. oriented students mentioned vocabulary as being a 

problem, this was an issue for three of the cross-border students, with both Catalina and 

Edmundo feeling especially strongly on the issue. 

Difficult, is the art.... I don't find like too much words to express, to express what 
I'm thinking. Is the same putting in the paper what I have to say, so I have to, to 
use eh umm less complicated words. I have like it is not like at the level of the 
university should be a paper, its more like you know when...Although the 
dictionaries and stuff help, but they don't invent in the same way like you are 
putting it. Because actually, I have practiced English for like 10 years in one year 
now. 

As you can see, Edmundo found it difficult to find the vocabulary he needed to express 

his ideas in his papers, and he often had to resort to using "less complicated words" that 

did not really adequately express his ideas. As he has discovered, sometimes using a 

dictionary or thesaurus still does not allow you to express yourself the way you would 

like and may even give a paper a different meaning than intended. This interview, done 

at the end of Edmundo's second semester, does also offer a sense of hope. His final 

comment "I have practiced English for like 10 years in one year now" indicates his 

believe that he has learned as much in 1 year as he would have learned in 10 years at his 

Nogales high school. 

Catalina had much the same sense of frustration, even though her EngUsh skills 

were much more advanced than Edmundo's. When asked what she most needed help 

with she gave this reply: 
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With like fancier words. You know vocabulary and stuff like that. I think like, if 
I read a paper with really good vocabulary I can understand, but like if I try to do 
mine I'm like how do you use this word, how do you put it into a sentence. 

Catalina felt this sense of frustration primarily due to working with the papers written by 

native speakers in her NS section of composition. As she mentions above, she saw 

vocabulary being used in those papers that she wanted to use in her own papers, but she 

did not feel capable of doing so. Because of this, Catalina also expressed embarrassment 

at showing her work to those NS. 

Three students in this group—Manuel, Francisco, and Edmundo—discussed 

having a problem reducing the length of their papers. This is especially interesting as it 

stand in direct opposition to the three U.S. oriented students who had problems making 

their papers long enough. For both Manuel and Edmundo, this problem related directly 

to the writing style they were used to using when writing papers in Spanish: 

M In Spanish, you just talk freely and it just gives more, you just give more 
elements. You just start talking. You can lose yourself and just comeback. But, 
I mean everything makes a sense to them and papers to, to be very long, long. 

E Well, when I recently start it was like tend to go around the main point. 
You know like the Spanish structure. How the Spanish do that. They were like 
around the point. Around and on the point, and then at the final get to the point. 
This is what I see. 

For Manuel this meant that the first paper he turned in to his English 107 instructor was 

12 pages, rather than the required 4-5 pages. 

Among the other problems mentioned by this group, only three were mentioned 

by at least two students: spelling, analytical writing, and using their own voice. 

Although the students had little to say about spelling, except that it was a problem for 

them, they had more to say about the remaining two. As discussed regarding the U.S. 
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oriented students, writing rhetorical analysis papers is often a challenge for freshmen, and 

such was the case for Catalina and Manuel. For Catalina, the reason for this difficulty is 

familiar; 

R How are you doing with the rhetorical analysis? 
C Oh, it's hard. Because we kind of, we've been more into you ummm you 
umm...just rhetorical analysis is a pain. Like, it's just the worst thing I've ever 
done. And it's hard trying to analyze, I tend to summarize a lot instead of analyze 
with the rhetorical analysis you know. I just learned that two weeks ago what it 
actually was. I got a C- on that paper of the analysis essay—^my first C ever. So 
it was kinda hard, it is kinda hard trying to analyze something, the strategies that 
an author uses, how they work or not, what type of language and what kind of 
audience they're trying to reach. I had a really hard time with that, you know, 
doing too much summary. 

In terms of rhetorical analysis, both Manuel and Catalina had similar problems to the 

U.S. oriented students: too much summary and not enough analysis. 

A closely associated problem that Catalina and Edmundo mentioned was using 

their own voice in the papers. In Edmundo's case, the lack of his voice in his papers was 

due to the insecurity he felt about his writing. During both semesters, he mentioned 

getting comments fi^om his teachers saying that they wanted to hear "his voice" rather 

than the voice from his sources. This meant that Edmundo was using lots of direct 

quotes, sometimes without citing them instead of putting ideas into his own words—his 

voice. Catalina also struggled with this both semesters: 

C Well, like I said, trying to put my voice into the papers is really hard. Try 
to make it sound like more my own papers rather than things that other people 
have already said. Just repeating the same old stuff and ah, that's basically what 
I've been trying to do, but it is really hard. 

Part of the struggle for both of these students is no doubt due to their insecurity about 

their vocabulary skills, as discussed earlier. 
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Mexico Orientation 

Although it might be expected that the students in this group would report a 

greater variety of problems than the U.S. or cross-border students, this was not the case. 

As seen below in Table 6.7, these students had 5 problem areas they did not mention; 

vocabulary, making their papers long enough, doing research, dealing with the variety of 

essays, and being graded on quality rather than effort. 

Table 6.7: Problems for the Mexico oriented students 

Problem mentioned Participants 
Grammar Columba 

Consuela 
Osmar 
Dominga 
Nelly 

Spelling Columba 
Vocabulary 
Organization Nelly 

Columba 
Consuela 
Osmar 
Dominga 

Making paper long enough 
Reducing thoughts Nelly 
Analytical writing (rather Nelly 
than descriptive 
Using own voice Consuela 
Doing Research 
Variety of Essays 
Being graded on quality 
rather than effort 
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The Mexico oriented students, as with the cross-border students, also identified 

grammar as their most common problem for much the same reasons. For Columba, this 

was particularly fhistrating: 

R What are you finding the most difficult in your English class? 
Col Well, both grammar are so different [English versus Spanish], so I can say 
that. Like in English there is a question and if you translate you will get the 
grammar of Spanish if you translate it to EngUsh wrong. Also, like sometimes I 
use, like, be past instead of present or present instead of past. But like, one more 
was like I umm write in Spanish and I didn't notice. I was like writing in 
Spanish. Also, it's my grammar. 

The issue of transferring Spanish grammar patterns in to English was also a problem for 

Osmar: 

0 Sometimes we have like to flip some words or for example in Spanish we 
can put the comma, if you want to repeat a clause you can repeat the comma to 
submit the first verb and we know that its the name of the first verb. Also, 
sometimes I put the something of someone else [possessive] and then I remember 
1 have to put George's book. 

Interestingly, only one of the students in this group—also Columba—mentioned spelling 

as being a specific problem. However, it is likely that spelling is simply considered an 

aspect of grammar, and so it was not mentioned a separate issue. 

One other problem was mentioned by all the students with a Mexico orientation: 

organization. All of these students specifically mentioned getting comments fi-om their 

instructors mentioning problems with their organization. For Nelly, she traced this 

problem back to the influence of her native language: 

It's like the hardest thing for me is to put all ideas in order. Because in Spanish, 
well, in like our education like years before college we don't have to take, we take 
like writing classes, but we don't have to write essays. Yeah, we like 
organization is not an issue, like you can pretty much write whatever you want, 
however you want to. 
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Consuela also mentioned her problem with organization being related to "the different 

style" of organization in Mexico, and Dominga identified "bad organization" as being her 

biggest challenge in English writing. In particular, Consuela found the organizational 

structure of English more rigid than what she was used to: 

In Mexico it's more relaxed. Like we don't have to say like., ah., like., here is the 
PIE, Point, all that. In Mexico you have, you can mix, like you can talk paragraph 
only like ideas, and the next paragraph explanation. So, here they want one 
paragraph, they want the point, the example, the explanation. So, that's the 
difference. 

Although all the students in this group identified organization as a problem, 

several of them also discovered that this was a challenge they could overcome. For Nelly 

and Consuela, the organization feedback they received from their ESL instructors on the 

first papers led to rapid change: 

C The first essay I did it, I like didn't do it really good because I was used to 
different style, but the professor explained everything and then I understood and I 
do it again and it was perfect. So, now I feel that I'm doing really good because 
I'm understanding the system, the method, to do it. 
R What do you mean by style? 
C The organization. The first paper [the problem] was the organization and 
a little bit of analysis, but I think I learned a lot. I did much, much better fi*om the 
first one to the second one, it was a big difference. That was really easier for me, 
the second paper I couldn't stop writing. It was very nice. 

For both Nelly and Consuela, it is clear that having an instructor who was able to explain 

the organizational conventions of English was key in their ability to adapt to this new 

organizational style. 

Grammar and Organization, as seen above, were the only two problems 

mentioned by more than one of the Mexico oriented students. This is to say that these 

other areas were not problematic for these students. However, it seems likely that their 
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emphasis on grammar is due to their long educational experiences with learning English 

as a foreign language in Mexico, where grammar forms a large part of the curriculum. 

Summary of writing in the composition classroom 

In this section I discussed the problems that the participants discussed regarding 

writing in the composition classroom. Over the two semesters of interviews, the students 

mentioned 11 different challenges in their writing: grammar, spelling, vocabulary, 

organization, making their papers long enough, reducing their thoughts, analj^ical 

writing, using their own voices, doing research, the variety of essays, and being graded 

on quality rather than effort. 

The most frequently mentioned problem for U.S. oriented students was the variety 

of essays they were asked to write. Interestingly, this problem was not mentioned by 

either of the other groups. While the reason for this is not entirely clear, one explanation 

for this may be the expectations that the U.S. oriented group had based on their high 

school writing classes, where they usually wrote the same type of essay again and again. 

These students no doubt expected their college writing experience to be an extension of 

what they did in high school. On the other hand, the cross-border and Mexico oriented 

students brought a much wider variety of educational experiences with them to the 

university. Because of this, they probably did not have the same set expectations as the 

U.S. oriented group. Another commonly mentioned problem by the U.S. oriented group 

was their surprise at being graded on the quahty of their work rather than the effort they 
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put into it. Once again, this problem was not mentioned by either of the other groups. 

The explanation for this difference is likely similar to the previous problem. 

The cross-border students saw grammar as their biggest problem, with every 

student in the group mentioning it. This was also the case for the Mexico oriented 

students, while the U.S. oriented students did not mention this problem at all. For most 

of the U.S. oriented students this is likely due to being balanced bilinguals or English 

dominant. Another commonly mentioned problem for the cross-border students— 

vocabulary—^was also not mentioned by the U.S. oriented group. This issue was 

especially sensitive for the cross-border students attending NS sections of composition, 

where they felt their vocabulary was overly simple in comparison to the NSE. 

Vocabulary was not mentioned as a problem by the Mexico oriented students, although 

the reason for this is not clear. 

One problem mentioned only by the cross-border students was reducing their 

though to make their papers shorter. I suggested that this was due to the style of writing 

they learned while in Mexico. It is interesting to note that the U.S. oriented group had the 

opposite problem—^making their papers long enough. Although the Mexico oriented 

students might be expected to have the same lengthy writing style as their cross-border 

counterparts, this was only mentioned as a problem for one of them. It is likely that their 

lower level of English made overly long papers a non issue for this group. 

In addition to grammar, organization was a commonly mentioned problem for the 

Mexico oriented students. I suggested that these two problems were highlighted by these 

students due to their backgrounds learning English as a foreign language, with the focus 
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on grammar that typically entails. The mention of organization as a problem clearly is 

based on the comments they received from their composition instructors at the university, 

with all of them mentioning this comment being given on their papers. 

As this discussion shows, the three groups in this study share some problems in 

regards to their writing in the composition classroom, but they also differ in a number of 

important ways. The problems mentioned by the U.S. oriented students are, for the most 

part, problems that might be brought up by any NSE in these classes. Based on this, it 

would appear that their placement into NS of composition is appropriate. The Mexico 

oriented students, with their focus on grammar and organization, definitely need the help 

of instructors who are experienced in meeting the needs of second language students. As 

always, it is the cross-border group that presents a more complicated issue. However, 

given their frequent mention of ESL related problems (i.e. grammar, spelling, vocabulary 

developments, and organization) it is clear that these students can benefit from such 

instructors as well. 
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Writing in Other Classes 

The University of Arizona, in agreement with many colleges and universities 

around the U.S., supports Writing Across the Curriculum (WAC). As discussed in its 

mission statement, this program consists of five key components, each of which is 

designed to offer "students adequate opportunity to write in multiple academic contexts 

and experience writing in a variety of professional genres" {Writing across the 

curriculum, 2002): 

1. The First-Year Composition Component 
2. The General Education Writing Component 
3. The Mid-Career Advising and Intervention Component 
4. The Upper-Division Writing Component 
5. The Writing Support Component^ 

Among these components, the last three either take place later in the students' academic 

careers (3 &4) or take place outside of the classroom (5). According to the WAC mission 

statement, the General Education Writing Component requires that all students 

"complete at least three courses in each of four lower-division disciplinary strands— 

Individuals and Society, Natural Sciences, and Traditions and Cultures." These courses 

usually begin during their first semester and are usually completed by the end of their 

second year, although students may complete them later if necessary. All of the courses 

in these strands "have substantial writing components for both learning to write in 

disciplinary ways and writing to leam course material" {Writing across the curriculum, 

2002). 

® The Writing Support Component is discussed in detail later in this chapter. 
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During the two semesters of this stage of the study, all of the participants took at 

least one of these General Education courses per semester, with almost all taking two. 

Given the WAC description of these courses, this should mean that all freshmen at the 

university do a "substantial" amount of writing outside of their English course. While 

this was the case for many of the participants in this study, it was not always so. An 

additional question to be answered in this section is how the participants perceive the 

connection between their English classes and the writing they are doing in the General 

Education courses. In short, whether they feel their English classes are preparing them 

for the sort of writing they do in their other classes. 

U.S. Orientation 

As I interviewed the students with a U.S. orientation it was soon apparent that 

some of them were doing a large amount of writing in their General Education courses, 

while others were required to do less. Both Melinda and Yomaris commented on the 

large amount of writing that was necessary in these courses: 

In my Gender class [INDV] we have like critiques and persuasive essays. In my 
TRAD class we have essays to do too, but not in my NATS class. (Melinda) 

Structure of Mind and Behavior [NATS], INDV Pop culture, which has pretty 
intense writing and reading, and then a TRAD, Americans from the Renaissance 
to the Present, which has intense reading, and ummm English 101, and NAT, 
Nutrition, Food, and You. (Yomaris) 

While some of the writing assignments in these courses, such as the critiques mentioned 

by Melinda, were only a page or two in length, other assignments, including the 

persuasive assignment mentioned by Melinda and two papers that Yomaris wrote for her 



281 

courses, were actually longer than the papers they wrote for their English classes. The 

students sometimes had problems with these papers since, as mentioned by Melinda, they 

"don't do drafts" in the General Education courses, so there is no chance for feedback 

from the professor before the grade is given. 

While students like Yomaris and Melinda were swamped with writing 

assignments in their General Education courses, others, such as Alberto, found that the 

courses required little writing: 

R What kind of writing are you doing in your Gen Ed classes? 
A Well, the other classes it's mostly a lot of reading, not so much writing. 
Basically it's just filling out a lot of tests. That's a lot easier than coming up with 
things to write because as far as reading, everything's just there, you just have to 
memorize it, you know? 

Alberto did have to write one paper for a course he took his first semester about Modem 

Latin America (a TRAD course), but he had a great deal of difficulty with this paper: 

R How was the writing for your TRAD course? 
A Well, that one wasn't so good. 
R Oh, what happened? 
A You know, with writing there's more parameters, there's more rules as far 
as your writing. A lot of my classes back in HS were more liberal. They would 
say write about a certain topic, any way you want. Just little research. They 
would also judge it a lot on just like style. Like wordings and the way the essay 
looks. And here there are rules. They want citations and there was one essay I 
had trouble with in that class, was the research paper, and I had a horrible time 
with citing. In high school we just usually had to read a book and tell what we 
thought, you know just our opinion. We didn't need to use any sources. But then 
in college you realize, you know, your opinion doesn't matter. You have to get 
certified people's opinions basically. 

One possible reason for this difficulty is a recent change in the Writing Program 

curriculum. In the past, the first semester of fi^eshman composition was based on rhetoric 

and included a persuasive paper. This course also included information on finding. 
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evaluating, and citing sources. For a number of reasons, this course was transferred to 

the second semester of the composition component, with the first semester having a 

theme of literary analysis. 

Several students in this group expressed their preference for the second semester 

of the program, emphasizing the practical applications of this course for the writing they 

do in the General Education courses. This can be seen in an interview with Marco that 

took place near the second semester of this stage: 

R So, now that you are almost done with Freshman Composition, which 
English class do you prefer? 
M I prefer more academic stuff, stuff that we're doing now that I can actually 
apply to my other classes. I don't think I can apply what we did in [English] 101 
to anything else besides just English courses. This class I can apply to my INDV 
class, I wrote a paper for my INDV, and I used the things I learned in English 
102. I applied that to that paper and I've been getting A's on all the papers. In 
my class on Sex, Health, and AIDS we had to write an argumentative paper about 
whether giving someone AIDs is a crime or not, and the stuff we did this semester 
[in English] was really helpful. 

Yomaris had similar feelings at the end of the second semester. Although she stated that 

she "really liked learning about literature in [English] 101," she also found that her 

second semester of Composition had practical applications for her other courses; 

R So, after two semesters of Composition, which course do you think was 
most useful for you? 
Y Hmmm, I would say 102 
R So, do you use the things you learned there in your other classes? 
Y I do, because now I tend, especially since I mentioned to you that all my 
courses are intensive in reading. I notice that as I read now I'm actually 
rhetorically analyzing^ what the author wrote. Is it credible? So it has helped me 
a lot. Back when I just used to read I'd be like, OK well this is his point and just. 
But now it's like I'm analyzing deeper into what I'm reading. I'm actually taking 

^ As discussed in Appendix , the second semester of Composition includes a section on Rhetoric, the Art 
of Persuasion. In this section, the students analyze how writers use certain appeals and strategies in order 
to persuade their audience. 
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notes, reading it again, and really understanding and remembering for a longer 
period of time what I read. 
R Wow! Poster child for the writing program! 
Y Hahahaha 

Cross-border Orientation 

The students with a cross-border orientation followed a pattern similar to that seen 

above. While some students, like Edmundo, found that their Gen Ed courses required 

little writing and "a lot of reading," most other found that these courses required a large 

amount of writing. Catalina's experience was typical of this group: 

R Are you doing much writing in your other classes? 
C Yeah, in my TRAD class, in my INDV class. In my TRAD class we're 
doing just like regular essays, just typically analysis of the readings and stuff like 
that that we do. And in my INDV class we're doing also like a positions class and 
also article critiques, like journal article critiques, and in my, the only weird essay 
that I've done is in my NATS class, where they give us a topic, which my topic 
was killer bees. And I have to make my, I have to make the weirdest things that 
killer bees were good, so I have to come up with lies and stuff, things bees are 
beneficial for besides honey. So I came up with Tucson is getting too crowded so 
it would be good to have these bees. It would scare people away back to 
California. 

During this interview, which took place at the end of Catalina's second semester, I also 

asked her if her English classes had prepared her for the kinds of writing she was doing in 

other courses: 

R Did English prepare you? 
C ... English 101 and 102 helped me because they actually taught me how to 
write. You know I'd never written a paper before, and when I went to English 
101 and I heard about my first assignment which was like write a paper. To write 
about a paper, analysis about the language, and I was like, what the heck is that? 
I've never done that before. So, after learning, it actually helped me learn a lot, 
those two classes, because without that I wouldn't be able to do the other essays 
in my other classes, so they were actually good classes. 
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Manuel also experienced a heavy writing load in his Gen Ed classes, including three 

major papers and a number of smaller writing assignments during his second semester. 

Although he enjoys writing, and one day hopes to make his living as an author, he also 

mentioned the usefulness of the second semester of Composition: 

R Has Enghsh helped you in your other classes? 
M Yeah, it has. I also like the umm rhetorical, way to persuade people that 
we did in [English] 102. It's because it ties in with my TRAD class because we 
analyze Latin American popular culture and how like media influences people. 
So the way of writing to try to persuade people, it's almost the same as use 
imagery and certain things you say or result or enhance in the production you get 
a message. To me it's interesting. And I liked it because it makes me think of 
what I want to actually make my audience believe without making tangents 
because it also leads from misinterpretations and I don't want that in my writing. 

Unlike the other students in this group, and in the U.S.-oriented group, Manuel usually 

found the time to do extensive revisions on his papers before he turned them in to be 

graded: 

R Do you tend to revise for other classes? 
M I do try to revise my papers. It depends on my schedule. If I have a tight 
schedule, I, it just really, it's really hard. For example for my history papers I 
always have a, I always make a rough draft. And if I have enough time if I can do 
a rough draft, get that rough draft checked, do another rough draft, get that one 
checked, and take that same rough draft to the tutoring room, to the writing center 
and incorporate both comments into my final paper. 

Although students like Manuel and Catalina found their English courses to be useful 

preparation for their other courses, some students, such as Francisco and Edmundo, 

seemed to see the courses as being irrelevant to the writing they would do in the future: 

R So, now that you are almost done with Composition, do you think it has 
prepared you to write in other courses? 
F Well, not really. Electrical Engineering, nothing that has to do with 
writing. 
R What writing will do there? 
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F Reports and stuff like that. Lab reports and stuff like that. It's just like 
introduction and procedures and on lab paper they give you introduction and 
procedures. You just say, Oh I got it from here. You can say that or you can 
write your own. 2 labs I copied it just like straight out and then two other labs I 
though the introduction was too long so, there was not point, I just retyped it in a 
smaller way. 
R Is there other writing in the courses you are taking for electrical 
engineering [physics and math]? 
F No, no there is like write the assigimients, but it's just explain the steps. 
Just numbers and stuff in physics and some lab reports. 

Edmundo agreed with this perspective on writing in the sciences, partially based on his 

experience with the leaders in the field: 

R What kind of writing do you think you'll need to do in mechanical 
engineering? 
E Oh, it's technical. Yeah, also I'm in the engineering club. And they have 
workshops, people from IBM and stuff they come to give like 1-hour 
presentations and stuff And at the university they say you'll have to write like a 
12-page paper to give to your boss at Toyota and he'll say just like what's that? 
This is crap. I just wanted these three points in the paper and that's all. 
R Yeah, they want it short. 
R So, do you think English will be helpful for the writing you'll have to do 
there? 
E Not really. 

The deciding factor in the students' feelings about their English classes seems to 

be their field of study. Edmundo and Francisco, as seen above, are both in engineering 

programs, while Catalina is in the Humanities. Manuel, while an engineering student, 

dreams of becoming an author. 

Mexico Orientation 

The students with a Mexico-orientation found the reading and writing they were 

doing in other classes to be more challenging than either of the two previous groups. 
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Most of the students in this group, as discussed by Osmar, were shocked by the amount 

of reading required in their other classes: 

R So what other classes are you taking? 
O I have the Business Math, Geography, and a TRAD, this is Philosophy 
R Philosophy? That sounds interesting. 
O Ummmm, that's good I guess, except the reading part. There is a lot of 
reading. 
R It's difficult for you? 
O Ahhh, I don't take the time. 
R How much reading... ? 
O Ummm, maybe like 30 pages from one class to the other [MWF course], 
but I bet almost nobody read it. Especially since she covers everything in the 
class. 

The other students in this group expressed the same feelings about the amount of reading 

required in their other classes. They also described a similar strategy for handling the 

reading—not doing it. The question, of course, is whether adopting a strategy shared by 

many freshmen means that their EngUsh is holding them back in some way or if they are 

simply typical freshmen. 

Dominga also struggled with the amount of reading in her other courses, and the 

writing that she had to do there as well: 

D My English class is...its going good, but my other classes are not good. 
I'm taking math, Latin America [INDV]. It okay, it's not supposed to be difficult 
for me because I'm supposed to know about like Mexico, Colombia, and Cuba, its 
not that difficult. But writing, you know? 

Even more than the writing, she seemed to struggle with listening to the lectures and 

connecting them to what she read: 

D And umm I don't know all these words are very difficult. And they don't 
give notes and it's a lot of reading and then the lectures. He starts talking, but it's 
not like about the reading and sometimes you can't ask him about anything. You 
know in Mexico, I did have like two classes about history and the teacher could 
go about blah, blah, blah, start talking not related to the topic or anything and you 
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just had to read. And on the exam you just, the questions were so "what do you 
think about this?" Uke you would just start writing and they were always right, 
you know? And you could not fail that class. But here, he could like "No, you 
didn't write what I was expecting." There it was more your opinion. I think 
that's the difference. 

Although I talked to students in the NNS sequence who had first language other than 

Spanish (and therefore were not included in this study), the Spanish speakers were the 

only ones who described this difference in the expectations towards writing in the U.S. 

and their home countries in this way. 

Some of the students in this group were surprised—and disappointed—to discover 

that some of their classes required them to write longer papers than in their English 

classes. Osmar, for example, was required to write two 6-8 page papers for a Philosophy 

class, both of which required outside research. Consuela had the same experience in a 

Psychology class, while Nelly was required to write three papers for her TRAD class. 

The general consensus among the students in this group is that the writing they have to do 

for their other classes is "more difficult" (Columba) than in their English classes, hi 

addition, they found that unlike in their English classes where they are taken through a 

process approach, with a rough and final draft, they "just turn in the paper" (Osmar) in 

the other classes without getting early feedback. 

All of the students in this group had positive things to say about their English 

courses and they also expressed the belief that their English course had been useful—at 

least to an extent—in preparing them for other classes. Osmar's feelings at the end of his 

second semester of English are representative of this: 

R After 2 semesters of English, do you feel that the classes helped you? 



288 

O I think yes. They help me with getting and organizing the other ideas that 
can explore in other classes. Like they helped me to find, get used to doing 
research. And supporting the ideas for the main point in our papers. 
R How about in terms of your other language skills, like listening? 
O Yes, it also helps me like catch what the professors are saying. 

Consuela expressed a similar sentiment at the end of the first semester: "I really like the 

class because I'm learning a lot and so I feel more prepared to take the other classes. 

While the Mexico-oriented students felt they learned a lot from their English 

classes, they also felt that they still needed even more preparation to ensure success in 

their future classes and careers. In Nelly's case, this need was due to her discovery that 

they writing done in her major. Philosophy, differed from what she was doing in her 

English classes: 

R After taking 2 semesters of English, do you feel prepared for other classes 
and/or your future job? 
N Ah, no. Definitely not. Like my Philosophy, the teacher has to teach like 
general [writing skills] in [the] English [classes], talking in English, because we 
are like different majors and different. For example, we get taught like the MLA 
[documentation format], that's all we use in English. And then, for my TRAD 
class, they said, "Oh use endnotes or something," something like I've never seen. 
And then the philosophy teacher she was very nice. She's like use whatever you 
want. But still like I don't know what they're asking and I guess philosophy's 
just different...It was hard. 

Consuela echoed this idea, saying that she would like to have an English class that 

focused on the types of writing that she might do in other classes, where she has "to learn 

everything, very different things" than she learned in her writing courses. 

Summary of writing in other classes 

The amount of writing the students were required to do in their other classes 

seemed to be a hit or miss proposition for all three orientations. Although all of the 
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participants took Gened courses during both semester of this study, and although these 

courses are supposed to be writing intensive, some students found httle writing and 

reading was required while others were overwhelmed. Among the three groups, the 

Mexico oriented students seems the most challenged by the writing and reading they had 

to do in these courses, and also found listening to the lectures to be a struggle. 

The U.S. and Mexico oriented students all believed that their English courses 

were helpful in preparing them for the writing done in other classes, although the U.S. 

oriented students expressed a preference for the second semester courses, which focused 

on rhetoric rather than literature. It is also important to note that the Mexico oriented 

students also felt the need for additional English classes, even at the end of their second 

semester. This is not a comment made by students in the other groups. The cross-border 

students had a more mixed feeling about their English classes, with the students with 

science majors not seeing them as valuable for learning the kinds of writing they would 

need to do in their field. 
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Writing Outside of the Classroom 

This section of the study will examine the writing that the participants do outside 

of the classroom, both in English and in Spanish. During the interviews, all of the 

participants were asked about any writing they did outside of the classroom, including 

writing they did in emails/instant messaging, letters, writing they might have to do for 

jobs, and any other writing done outside of school. As discussed below, perhaps the most 

interesting finding in this section is the small amount of non-electronic writing done by 

the students in either language outside of the university. 

U.S. Orientation 

As discussed earlier, the students with a U.S. orientation are, for the most part, 

limited in their ability to write in Spanish, with only Marco and Alberto having any 

substantial part of their K-12 educations in that language. Of the students in this group, 

only Yomaris expressed the feeling that her writing in Spanish was equal to her writing 

ability in English. The other students all agreed with Marco when evaluating their 

writing ability in Spanish: "I don't write at all in Spanish." With the exception of 

Yomaris, who sometimes wrote emails in Spanish to her family and friends, the U.S. 

oriented students did no writing they could recall in Spanish. 

While these students did almost no writing in Spanish outside of the classroom, 

the amount of writing they did in English was still limited. All of these students used 

email to keep in contact with friends and family, but most of them preferred to use the 

telephone to do this. All of the students in this group had cellular phones, and given the 
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increasing availability of nation-wide long distance calling included in those plans, they 

all seemed to agree with Melinda's assessment that "cell phones are just nicer for talking 

with [your] friends than email." The exception to this was the use of instant messaging, 

which all of these students except Maria made use of to communicate with their friends. 

However, the art of writing letters on paper, it would seem, is a rapidly vanishing art, as 

none of these students, with the exception of notes on birthday cards and the like, did any 

letter writing. While some of the students in this group did have jobs while attending the 

university (Melinda, Yomaris, and Maria), none of their jobs required any writing. 

Cross-border Orientation 

As discussed earlier, all of the students with a cross-border orientation have at 

least some ability to write in Spanish. Although one of the students in this group felt 

more comfortable writing in English than in Spanish (Alejandro), the others preferred 

Spanish when writing. Given that three of the students in this group (Catalina, Francisco, 

and Edmundo) each spent approximately 10 years of their K-12 educations in Mexico, 

and that Manuel also spent the majority of his education in Mexico, this is not surprising. 

All of the students in this group used email more than telephone when communicating 

with friends in Mexico, no doubt due to the increased cost of international calls. Unlike 

the previous group, however, these students all wrote email messages in both Spanish and 

English. In Catalina's case, she "mostly used [email] in Spanish when [she] was studying 

in Mexico, but now [she] use[s] English all the time too." Among these students, only 
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Manuel did a substantial amount of writing in Spanish that was not email-related while 

outside of the classroom. In his case, writing was also a hobby: 

R What kind of writing do you like to do? 
M Well, I would like to write books in both languages. I can write in my 
own native tongue and I can translate my own books [someday], and in that sense 
you don't lose the authors interpretation of the book. So, I want to write books. 
Right now, sometimes I take books I like in Spanish or English and just translate 
them into the other language. 

None of these students were writing letters in Spanish at the time of this study and none 

were doing any writing in Spanish that was work-related. 

As mentioned with Catalina, these students also did some writing in English 

outside of the classroom, mostly for email communication with English-speaking friends 

and family. Although all of the cross-border students felt more comfortable using 

Spanish for written communication (with the exception of Alejandro), they also said that 

they felt "okay" (Edmundo), or "really good" (Catalina) about using English for emails. 

This confidence in using English for email communication, in comparison to their 

uncertainty about writing papers in English, likely relates to the fact that the emails are 

being written to friends rather than teachers. As with the U.S.-oriented students, this 

group did no letter writing, and found it unnecessary to write in English for their jobs 

(Alejandro and Catalina). 

Mexico Orientation 

The students in this group all feel much more confident writing in Spanish than in 

English and this is reflected in the writing that they do outside of the classroom. As with 

the previous two groups, the main form of writing for these students was email. Since 



293 

most of these students completely a large majority of their educations in Mexico, the 

email communication they typically write is to friends and schoolmates in that country. 

For most of them, like Osmar, the lure of instant messaging was strong since it let them 

feel like they were talking face-to-face with their friends in Mexico: 

R What other kinds of writing are you doing outside of the classroom? 
0 Just for the network. 
R Do you mean like email? 
O Well, yes, on the computer at night, most of the time it's Spanish with my 
friends. 
R Oh, is that like on a chat room? 
O Sometime, but [usually] we do MSN. 
R Ah, so is that a type of instant messenger? 
O Yeah, I do this almost each night with my friends. 

As with the other groups, these students did no substantial letter writing in Spanish, 

perhaps because "it's so slow" (Dominga) for today's electronic generation. None of the 

students in this group were employed while attending the university. 

The writing done by this group in English outside of the classroom was very 

limited. Perhaps because most of their closest friends were native speakers of Spanish, 

most of whom were located in Mexico, they rarely had the need to write in English 

outside of the classroom, and none of them could recall writing letters in English. The 

email communication done in English by these students was usually, as in the case of 

Nelly, with friends made while studying abroad in the U.S. during their K-12 educations. 

Summary of writing outside of the classroom 

In summarizing the writing that the students do outside of the classroom, it might 

be most accurate to simply say "not much." The students with a U.S. orientation did very 
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little writing in Spanish, with only one student (Yomaris) using that language for written 

communication. This group also did very little writing in English outside of school. The 

cross-border students did a substantial amount of writing in Spanish, mostly in the form 

of email or instant messenger communication with Spanish speaking family and friends. 

This group also wrote in English outside of the university environment, also in the form 

of electronic communication with friends. Unlike the previous two groups, the Mexico 

oriented students used almost no written English outside of the university. Instead, all of 

these students used Spanish communicate with family and friends in Mexico, usually in 

the form of emails and instant messengers. 
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Resources Available to Students 

As at most large universities, there are a variety of resources available to students 

who need help with their writing. The primary resources students in the Composition 

Program are expected to use are their textbook, which is authored specifically for the 

University of Arizona Freshman Composition Program and their instructor. However, 

some students, for a variety of reasons, need help beyond what their instructor and the 

textbook can provide. This section of the study will answer 3 questions about these 

resources: 

1. What writing resources are available to students outside of the classroom? 
2. Are they aware of these resources? 
3. If so, do they actually make use of them? 

While there are a large number of tutoring programs available at the university, many of 

them are small and very limited in terms of who may benefit from them. For example, 

most of the fraternities and sororities provide tutoring and study tables to their new 

members. There are also tutoring services available only to athletes. While these are 

valuable resources for some students, they are not pertinent to the students in this study 

and will not be examined in detail. 

There are three main services available to students who are seeking help with 

their writing at the University of Arizona: New Start, The Writing Center, and The 

Writing Skills Improvement Program. The New Start Summer Program began in 1969 to 

encourage to enrollment and success of minority (Afhcan American, Asian Pacific 

American, Hispanic, or Native American) and/or economically disadvantaged students. 

The program takes place during the summer before the students begin their "regular" 
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attendance at the university and is available only to U.S. citizens or permanent resident 

from the groups mentioned above and who have never attended college before, but who 

have been officially admitted to the University of Arizona. 

According to their website (http://www.mss.arizona.edu/newstart/l.htm), the New 

Start Summer Program provides participants with the following benefits: 

• Complete placement exams, learn about the academic college to which you have 
been admitted, receive academic advising, and register for fall classes 

• Earn 3-5 credits in a University-level course. 
• Free in-class tutoring and drop-in afternoon/evening tutoring is available for all 

courses. 
• Peer advisors facilitate daily workshops on academic success skills and university 

resources. Peer advisors also conduct one-on-one sessions to address individual 
student issues. 

• 100 Non-Tucson residents gain the experience of living in an on-campus 
residence hall with resident assistants who facihtate educational and social 
programs and promote a safe living environment. 

Over the course of the 6-week program, students take one university summer school 

course (Math or English) while receiving extensive support and tutoring services. The 

program also allows the students a more relaxed introduction to the university while 

building a network of fiiends who share a similar background. The total cost of the 

program is approximately $200.00, with an additional $25.00 fee for students who will 

live in the dorms, although this fee may be waived for low income participants. 

The University Writing Center is sponsored by the English Department, is open to 

all students attending the university, from undergraduate to graduate level, and costs 

nothing: 

The Writing Center is committed to facihtating writing and learning through 
collaborative engagement for students from every discipline on campus. The team 
of professors, graduate coordinators, and undergraduate consultants create a non-
hierarchical environment in which students who are at any point in the writing 

http://www.mss.arizona.edu/newstart/l.htm
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process can discuss documents ranging from essays for freshman composition 
classes to applications for graduate school or employment to dissertations. 
(Writing Center Homepage: http://info-center.ccit.arizona.edu/~uawc/index.htm) 

Students may either make an appointment for a one-hour conference or come on a drop-

in basis. While the "Center" does have a main office, it also has branch offices at a 

number of locations around the campus and also holds virtual sessions on a MOO. 

The Writing Center is administered by a staff of three graduate students from the 

English Department who provide tutoring and also train a larger number of "peer 

consultants" who provide the majority of the tutoring services. These peer consultants 

are all students who have completed their composition requirement and are strong 

writers. These tutors also attend weekly training sessions during their first semester as 

consultants. 

The University of Arizona Writing Center follows a pattern commonly found in 

others around the nation, adopting "a non-judgmental and informal atmosphere," with the 

peer consultants acting as "student-writers," rather than "authority figures who have all 

the answers." The consultants are trained to "model a problem-solving approach to 

writing by encouraging students to reflect on multiple issues such as individual writing 

processes, diverse learning styles, and the particulars of rhetoric (purpose, context, 

audience, craft)," rather than focusing a single issue, such as grammar. 

The third resource for writing students is the Writing Skills Improvement 

Program, which was "established over 20 years ago in order to assist minority and 

economically disadvantaged students to improve their writing skills and achieve 

academic success at the University of Arizona" (WSIP homepage). If space is available. 

http://info-center.ccit.arizona.edu/~uawc/index.htm
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they will help any other students on a drop-in basis. As described on their website 

(http://info-center.ccit.arizona.edu/~wsip), the WSIP program has the following goals: 

• To provide an opportunity for minority and economically disadvantaged students 
to gain confidence and to meet their intellectual potential by improving their 
writing skills and critical thinking strategies; 

• To aid minority and economically disadvantaged students to successfully 
complete composition, writing, and writing-related courses at the University of 
Arizona; 

• To retain and graduate minority and economically disadvantaged students from 
the University of Arizona; 

• To collaborate with high schools in recruiting and training minority high school 
students and teachers in writing; 

• To encourage minority and economically disadvantaged students to enter, excel 
in, and complete graduate academic programs; 

• To assist the academic community at large by providing a series of Weekly 
Writing Workshops; 

• To serve any student who desires individual professional assistance as long as 
space allows and he/she has been referred by a professor. 

To accomplish these goals the WSIP uses a "carefully selected a staff of competent and 

committed professional tutors," all of whom have Master's degrees or Ph.D.'s in English 

or English as a Second Language. These tutors provide individual tutorials, drop-in 

tutoring, and weekly writing workshops (open to all students). Students may meet with 

the same tutor each week for one or two hour sessions over the course of the semester, or 

can come to drop in sessions at a variety of location, including the Chicano Hispano 

Student Center, the Native American Student Center, and the Asian/Pacific American 

Student Center. 

As described above, there are three very useful resources available to students in 

the writing program, two of which are designed to meet the needs of minority students in 

particular. With the exception of New Start, these tutoring services are described in 

http://info-center.ccit.arizona.edu/~wsip
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detail in the textbook for the Freshman Composition courses. In addition, all instructors 

are encouraged to tell their students about the Writing Center and the WSIP gives 

handouts to instructors to pass on to their students that describe the services available 

through their program. 

Given this knowledge, one of the questions I asked students about any resources 

they were making use of outside of the classroom and/or what resources they were aware 

of on campus. I asked this question twice, once near the end of the first semester and 

again near the end of the second semester of this stage of the study. As will be shown 

below, the participants' knowledge and use of these resources varied widely. 

U.S. Orientation 

Among the U.S.-oriented students, half (Katie, Yomaris, and Marco) made use of 

at least one of the writing resources on campus. Katie's attitude towards the help she 

received from the Writing Center, as seen below, is quite positive: 

R Do you use any resources on campus....? 
K I actually have been to the writing workshops at Park Student Union cause 
it's really convenient. I've been like four times I think, ummm just in the 
evenings. Usually, there's a wait for English, but I've been lucky and haven't had 
to wait. But those have been really helpful? 
R Are those the ones done by the Writing Center? 
K Yeah, it's really helpful, I really like it. I haven't been for any of my other 
classes, just for English. 

When I asked her about any other resources she was aware of on campus, Katie 

mentioned that she had also attended New Start, which she "really appreciated" because 

of what she learned during the program. Although Katie took a math course during New 

Start, it was during that program that the staff encouraged her to use the Writing Center 
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for her English class during the academic year. ECristie was unaware of the WSIP 

program. 

Yomaris made use of a tutor at the WSIP, and she foimd the tutoring there to be 

very helpful. Unfortunately, due to a very busy class schedule and working 20 hours per 

week on campus, Yomaris was finding it increasing difficult to match her schedule with 

her tutor's. By the second semester of the study she was "relying on [her] peers and just 

editing it and that's pretty much it." Yomaris was introduced to the WSIP program when 

she took New Start, in which she took an English 100 class. As with Katie's case, 

Yomaris found the New Start Program to be "really helpful" because it helped her to 

"make the change fi-om high school to college slowly." 

The third student who made use of campus writing resources was Marco. 

Although Marco did not attend New Start, or go to the Writing Center or WSIP, he found 

tutoring services through Naval ROTC. As a new cadet, Marco was required to attend 

study hall several times a week. During this time, upper classmen were available to give 

help in their areas of specialization. While he did get help at times from his fellow cadets 

in English, he mainly used the peer tutoring service there for his "hard classes like 

physics." Although Marco was aware of the Writing Center, he did not feel the need for 

any extra tutoring services; he was unaware of the WSIP. 

The other students in this group (Melinda, Maria, and Alberto) made no use of 

campus writing resources and seemed unaware that any such resources existed. In 

Melinda's case, this may be because she has her mother, a high school English teacher, 

read over her papers and give her feedback. For Maria, the idea of getting any extra 



301 

feedback on her paper did not seem especially of interest, although she was aware that it 

was available: 

R What do you tend to do in terms of getting help when you write the essay? 
Do you go to your instructor? 
M No 
R Oh, do you mean you don't go to her office hours? 
M No. Well, when we turn in the papers we have conference, I just come to 
those. 
R Ahhh. So, do you get help anywhere else on campus or from friends? 
M No 
R Do you know of any other resources around campus? 
M Yes, there's that place in the gym where you can get help [the Writing 
Center], but I guess I'm just too lazy to do that. 

The final student in this group, Alberto, is also a member of Naval ROTC who 

attended study hall, but he never received assistance with his English papers there: 

R Is there anywhere you go to get help on your papers? 
A1 No, just usually I'll try to get it from the person that's gonna give the 
grade. Usually I don't like getting too may opinions from other writers. 
R Do you know of other resources? 
A1 Umm, actually I haven't really looked into it. 
R Does ROTC have anything? 
A1 They have study hours. If you need help on any subject you can just ask 
around, but I can be stubborn about my writing. Like I'll look at it and somebody 
will give me their opinion about it. And a lot of times like if it's little things I'll 
just think to myself, Well you could do it this way, but I want it this way. There's 
a reason I made it this way. 

Alberto was unaware of the Writing Center, WSIP, or the New Start program, although it 

appears likely that he would not have made use of them anyway. 

Cross-border Orientation 

While half of the students with a U.S. orientation were either unaware of or made 

no use of writing resources on campus, the students with a cross-border orientation were 
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very conscious of these resources and made heavy use of them. Three of them 

(Alejandro, Catalina, and Edmundo) attended the New Start program, with Catalina 

calling it "really helpful, helpful" and Alejandro agreeing that "it helped me know how 

the university [would] be." Edmundo, however, gave the program a mixed review: 

R So, was New Start useful for you? 
E Yeeeeeeah...kind of I get to the university with a lot of confidence. That 
doesn't help. You are too confident that. That is contrary to what you do. 
R So maybe overconfident? 
E Yes, I thinked...thought maybe it would be easier, but it's not. 

While Edmundo agreed with his two classmates that New Start provided a lot of 

assistance to the attendees, he felt that it gave him an unrealistic picture of what the "real 

university" would be like. 

Although only half of the cross-border oriented students attended New Start, all of 

them participated in the WSIP program at some time during the year I observed them. 

Catalina was encouraged to attend the WSIP program by her English 101 instructor who 

was very familiar with ESL students, although she had no "official" training in the field. 

While more enthusiastic than some, Catalina's experience with WSIP is representative of 

the other cross-border students: 

C And I talked to her and everything and she told me Oh that's okay and 
then she talked to me about the writing skills, and I also knew about the Writing 
Skills Program, and I went and got a tutor and everything and it was like really 
helpful 
R So you use them quite a bit then? 
C I go every Mondays and Wednesdays 
R Oh really? Twice a week. That's great 
C Twice a week, yeah. I wish it was like Mondays, Wednesdays, and 
Fridays, or something, but it's not possible. 
R Is that making a difference, do you think, for your writing? 
C Oh yeah, yeah, it's just helping me a lot. I do my essay and my tutor is 
like You should change this and do that and like he fix it and then at the end I 
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finish and hke I can tell its like my essay because he actually doesn't tell, write 
over me, he just makes me see another issue, it maybe looks better like this or you 
could do this and this and this. And like, he helps me a lot. And also, I was so 
happy with my first essay like my first essay I remember I got a 21 out of 25 but I 
though I was gonna do so worse and I revised it and I got like a 23 out of 25 after 
that. And then my second essay I was I knew it was like such a bad essay. I was 
like this is sooo bad I'm gonna get a D probably, and I got like a 27 out of 30. 
And I was like "Oh my gosh!" I was so happy I was almost crying. 

Catalina made no use of the Writing Center, although she was aware of it, because the 

help she was getting at the WSIP made everything "just good" without anything more. In 

addition to help with her English papers, Catalina's tutor also examined her papers 

written for other classes. Catalina continued going to her WSIP tutor during the second 

semester of the study, although she found that the tutoring changed as her writing 

improved: 

I'm still going to WSIP. I'm still going there and they still have been helping me. 
Last semester was more like basically doing my essays. They did like let me put 
my own stuff in and everything but they would like move a lot of things around 
and everything. This semester is more like grammar and revising, just basically 
they also give me ideas of what to write about and they're more my own essays 
rather than last semester they were more of like my own essays but with a lot, a 
lot of work. They put like a lot of help in it, they helped me a lot. 

Manuel's experience was similar to Catalina's in that he found that "they do help a lot." 

Manuel heard about the WSIP through the Latin American Club, which he heard about in 

a political science class. Unlike Catalina, Manuel only used the WSIP for his English 

papers, preferring to take the papers for his history class to the T. A. for that course for 

comments. 

With the exception of Francisco and Edmundo, all of the students in this group 

began using the WSIP during their first semester here. Those who attended the New Start 
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Program (Alejandro, Catalina, and Edmundo) all heard about the WSIP during that time, 

although Edmundo did not begin to use it until spring semester. 

Francisco also did not use the WSIP until his second semester, although he did go 

to the Writing Center during the first, albeit with mixed results: 

F I once went to writing center, but they screw up my whole paper, they 
changed everything and I still got like the same grade, so I don't waima go back! 

When I told him during this first interview about the WSEP, he admitted that he had heard 

of it but was not sure if he "wanted to use it." By the end of the second semester, his 

feeling had changed drastically: 

F Right away on the paper I start writing my ideas together faster and I went 
to Writing Skills like three times, WSIP. They helped me. 
R When you go to WSIP what happens? 
F Two times I got the same person and one time it was not the regular. 
R So, is it helpful? 
F Yeah, it's been really helpful. One of the questions I had was 
informal/formality problems and some of my biggest mistakes are grammatical 
and I have the idea. For example on the last one, the last paper I went. I had to, 
the thesis should be implicit, and I was trying to ask them if they felt the implicit 
thesis. And they told me, yeah it's going that way but you could make it a little 
more, combine the two things together, and stuff like that. 

Edmundo also made use of the Writing Center during his first semester and began 

to use the WSIP during the second. As with Francisco, Edmundo's tutor gave frequent 

and detailed feedback on his papers: 

R How often do you go to your tutor? 
E Like before the paper, when I do my outline. To construct my paper. Like 
after I do my draft and before I turn in my final. 
R What do you do there? 
E Like sometimes I ask her like is this alright if I put this and stuff or if I put 
this argument and but basically she only ask me, she asks me what you want me 
to look [at] in the paper, like something like this then, so I tell her the grammar 
and sentence structure and that's it and she'll look over that and then she give me 
like some advice on my papers. She explains like this why this is wrong. 
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When I asked Edmundo to compare his experiences at the Writing Center and the WSIP, 

expressed his preference for the latter because his tutor there because of her experience 

working with ESL students and her advanced degree (Ph.D. in English). In comparison, 

he felt disappointed at the "experience they've had with ESL students" at the Writing 

Center. The only other resource Edmundo would like is the option of "another grammar 

class" to help him improve his English. 

Mexico Orientation 

The students in this group made the least use of the writing resources available at 

the university. As discussed earlier in this section, the New Start program is available 

only to U.S. citizens or permanent residents who are members of certain minority groups 

and/or economically disadvantaged. In addition, they must never have attended college. 

Among the Mexico-oriented students, only Consuela is a permanent resident of the U.S., 

but her status had not been finalized at the time of her application to the university. In 

addition, Consuela attended college for 3 years in Mexico, also making her ineligible for 

the program. 

Only one of the Mexico-oriented students, Columba, received help from the 

WSIP, attending both their weekly workshops open to the public and getting further 

assistance from a tutor there. Columba learned about WSIP because the high school she 

attended in Tucson in 11^*^ and 12'^ grades participated in a program with WSIP to recruit 

and train minority high school students. She worked with them the summers after her 

11''' and 12"^ grades and was able to continue working with the same tutor once she 
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entered the university. Columba had heard of the Writing Center but had never made use 

of it as she was "really, really happy" with her WSIP tutor. 

Of the remaining students in this group only one, Nelly, made use of the Writing 

Center, although she did not go there until her second semester, when she took a paper 

for her Traditions and Cultures class to be looked over. While she received help from the 

Writing Center, she ended up unsatisfied by the experience: 

N Yeah, I went to the writing center, just for one of the TRAD papers. The 
first draft of the longer paper. And then the [tutor] revised it and, oh the peer, we 
have peer reviews too. 
R In your trad class? 
N Yeah, and then but I turn in like the same version because, not the same, it 
just, well I have problems with grammar and then what, I didn't understand what 
they were asking for and I thought I was right and I didn't listen to my peers. 
And no, the professor said it was bad, but I got hke a "B." 
R So, was the Writing Center useful for you? 
N Well, that paper like I asked him, my thesis I'm sure if I'm really 
supporting my thesis with the paragraphs and like he read it and he said, yeah I 
think you're really supporting your thesis. And he check my grammar and I had 
like so many mistakes and he helped me like rework some sentences. But at end 
like when the peers revised it they said like you have too many grammar mistakes 
and the idea probably I didn't explain it like what the professor was asking for. 
Yeah, it was useftil but not in that, just in a basic way because my grade was not 
so good. 

Nelly also attended one of the weekly workshops provided by WSIP, where she "got the 

handout on connectors," but decided that going back was not worthwhile. 

The only other student in this group who used tutors is Dominga, who had access 

to the Start Fast tutoring program. This program is available only to student athletes who 

are one of the university teams, in Dominga's case tennis. While tutoring is available 

there in all subjects, Dominga only got help there mainly for her Chemistry class, in 

which she was struggling and sometimes for her English class. During the first semester. 



307 

Dominga's experience at Start Fast was very positive because she found one of the tutors 

who seemed to have experience working with ESL students. Unfortunately, the tutor 

moved to a job in a different city, and Dominga has not had the same experience since 

that time. 

While all of the students in this group were aware of the Writing Center, it is clear 

that they did not make use of it to any extent. While there are many possible reasons for 

this, Consuela offers one likely explanation: 

R Are you getting any help on your paper other than your instructor? 
C Umm, actually I go, I don't go to the writing center. I don't know why, 
but I should. I go to my TA and if he or she says something really bad then I ask 
for help, but usually it's something very small like very small grammar or little 
stuff. And then I ask my husband. So I actually ask for help to my friends. I feel 
more comfortable I guess. 

While, as discussed earlier, Consuela was very comfortable interacting in the NNS 

writing classroom, as with many NNS, feel uncomfortable sharing her writing with NS. 

Summary of resources available to students 

In this section, I examined the writing resources that are available to students 

above and beyond what they receive from their writing instructors. These resources 

include New Start, the Writing Center, and the Writing Skills Improvements Program. 

New Start takes place the summer before the students' first semester of classes and is 

only available to U.S. citizens and permanent residents. The other two resources are 

available throughout the school year and have no citizenship and/or residency 

requirements. While all of the students from all three orientations were eligible to use 
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these last three resources, Table 6.8 shows that the cross-border group was the only one 

that did so consistently. 

Table 6.8: Utilization of resources 

New Start Writing Center WSIP Other 
U.S. Orientation 
Katie 
Melinda 
Marco 
Yomaris •/ 

Maria 
Alberto 
Cross-Border Orientation 
Alejandro 
Catalina 
Manuel V 

Francisco 
Edmundo 
Mexico Orientation 
Consuela 
Osmar 
Dominga 
Nelly 
Columba 
*used first semester only 
"began using second semester 

As the table illustrates, the cross-border students made use of the available 

resources to a much larger extent than either of the other groups—^more than the other 

two groups combined. In addition, all but one of the cross-border students made use of 

more than one type of outside resource, with Edmundo utilizing all three. In contrast, 

only three of the Mexico oriented students made any use of these resources, with none 

making use of more than one. The situation for the U.S. oriented students was similar, 



309 

with only half making use of the resources, hi both of these groups only one student 

made use of the professional tutoring available through WSIP. 

Of course, the question is why the cross-border students are making use of these 

resources to such an extent. As mentioned earlier, the Mexican students are not able to 

use one of these resources—^New Start—as it is only available to U.S. citizens or 

permanent residents. However, if we ignore New Start for all of the groups, the cross-

border group still utihzes more resources than the other two groups combined. It is also 

clear that participation in New Start seems to result in students using other resources as 

well. Of the 5 students who participated in New Start, all 5 used some writing resources 

during the semester and 4 used WSIP. 

While the cross-border students are having their needs met, at least in terms of 

finding extra resources, it appears that the other two groups, and especially the Mexico 

oriented students, are not. Clearly, some better way needs to be found to encourage these 

students to make use of the free resources. This is especially important since, as will be 

shown in the next section, this differing utilization of the available resources may have 

been reflected in these students' grades. 
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Analysis of Grades/Success 

Grades are clearly an important part of determining the academic future of 

university students. Accordingly, one important part of my triangulated data for this 

study is an examination of the participants' grades in their English courses, their overall 

GPA, and their GPA for General Education (Gened) courses, as seen below in Table 6.9. 

The Gened grades in particular may be a good indicator of whether the writing program 

is preparing these NNS since, as discussed earlier in this chapter, these are meant to be 

writing intensive courses. 

Table 6.9: Grades 

Participant Grade in English Overall GPA GENED GPA 
U.S. Orientation 
Katie A-4 3.8 4 
Melinda A-4 2.0 1.3 
Marco B-3 3.2 4 
Yomaris B-3 2.5 3 
Maria B-3 2.5 2.5 
Alberto C-2 1.8 1 
Average B-3.17 2.6 2.6 
Cross-border Orientation 
Alejandro B-3 3.2 3 
Catalina A-4 3.3 4 
Manuel A-4 4.0 4 
Francisco C-2 1.0 2 
Edmundo B-3 2.2 2 
Average B-3.2 2.7 3 
Mexico Orientation 
Consuela B-3 1.3 0 
Osmar B-3 3.6 3.7 
Dominga B-3 1.7 1 
Nelly A-4 3.5 3 
Columba C-2 1.3 1 
Average B-3.0 2.3 2.48 
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As seen above, the average grades for these three groups in their English classes 

were similar, with the cross-border group having a slightly higher GPA than the U.S. 

oriented students (3.2 versus 3.17), and the Mexico oriented students being close to both 

of these (3.0). Given their lower English proficiency, the lower average grade for the 

Mexico oriented group is not surprising. However, the slightly higher grades for the 

cross-border students are more difficult to explain. 

As noted in the table, this trend continues in the Gened GPA and the overall GPA 

for these students. Once again, the fact that the Mexico oriented students have the lowest 

Gened and overall GPAs might be expected due to their lower English proficiency, but 

this fails to explain the higher performance of the cross-border students in comparison to 

the U.S. oriented group. The most like explanation for these unexpected numbers is the 

heavy utilization of resources by the cross-border students, as described in the previous 

section. The importance of these resources becomes apparent when looking the data for 

Francisco and Edmundo, reproduced below: 

Participant Grade in English Overall GPA GENED GPA 
Francisco C-2 1.0 2 
Edmundo B-3 2.2 2 

As noted in the previous section, Francisco and Edmundo are the only two cross-border 

students who did not make use of WSIP from the first semester. They are also the only 

two cross-border students with overall and Gened GPAs that are below 3.0. 

This trend continues with the U.S. oriented group. As shown in Table 6.8, and 

duplicated below, the grades between the U.S. oriented group varied widely. The three 
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students who made no use of available resources (Melinda, Maria, and Alberto) are 

highlighted in the table below. 

Participant Grade in English Overall GPA GENED GPA 
Katie A-4 3.8 4 
Melinda A-4 2.0 1.3 
Marco B-3 3.2 4 
Yomaris B-3 2.5 3 
Maria B-3 2.5 2.5 
Alberto C-2 1.8 1 
Average B-3.17 2.6 2.6 

As noted, these are the only U.S. oriented students who have Gened GPAs below 3.0, and 

only one other student had an overall GPA under 3.0. This trend is not as clear among 

the Mexico oriented students, but because they utilized the resources to such a small 

extent, it is difficult to identify a pattern in this group. 

The average GPA for freshmen at the University of Arizona in 2001 was 2.7 

(WiUiamson, 2002). This number is the same as the overall GPA for the cross-border 

oriented students and almost identical to the GPA for the U.S. oriented students—2.6. In 

this respect, it would appear that the writing program is preparing these students for the 

writing they will do in their other classes to the same extent as the NS in those courses. 

However, the GPA for the Mexico oriented students is substantially lower than the other 

groups—2.3. The question becomes whether this is due to a lack of preparation in their 

writing courses or simply to a lack of utilization of the resources available to them. 
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Summary of Stage II Results: Themes from the University 

In this chapter I discussed the experiences of 16 Latino NNS enrolled in freshman 

composition at the University of Arizona. I examined their experiences at the viniversity 

via eight themes that emerged over the course of my observations of them, my 

discussions with them and their instructors, and my study of their written materials. 

These themes included how they were placed into composition courses, the culture shock 

they sometimes experienced, their behavior in the classroom, their writing difficulties, the 

writing they did in other classes and outside of the classroom, the resources available to 

them, and an analysis of their success. Based on these themes, this chapter helped to 

answer all five of the research questions for this study: 

1. The nature of the NNS population in freshman composition. 
2. How the international and resident NNS in freshman composition are similar 

and/or different. 
3. What the needs of these groups are in relation to their success in the freshman 

writing program and in the university as a whole. 
4. Whether the needs of the students in those sections are being met. 
5. What instructional resources are available to meet these students' needs and the 

level of their appropriateness. 

This chapter began by showing that the issue of placement is an important one for 

these groups, and especially for the cross-border and Mexico oriented students. I showed 

that the placement of U.S. and Mexico oriented students was pedagogically appropriate 

and also the correct placement based on the students' own wishes. I also showed that the 

placement of cross-border student was more problematic, with some of them initially 

placed into NS sections of composition. While the placement needs of this group were 

met in the end, it was due to their own initiative rather than the established placement 
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procedures. I recommended that a better procedure be implemented to identify students 

from this important group. 

I next described the Culture Shock that many of the students experienced, 

including representative from all three orientations. I also discussed how the NNS 

placement seemed to lessen the culture shock experienced by these students, based on the 

experiences of cross-border and Mexico oriented students in these sections. Finally, I 

discussed the sense of cultural and linguistic isolation experienced by the cross-border 

students enrolled in mainstream composition. 

While examining the participant behavior in the classroom, I showed how the 

level of oral participation varied among the three orientations. While the U.S. and 

Mexico oriented students were, in general, active participants in the classroom, I showed 

that the picture for the cross-border students was, once again, more complex. My 

observations of the students revealed that the cross-border students placed in NNS 

composition were active participants, while those placed into NS courses were sometimes 

silenced due to a sense of isolation and intimidation. 

When examining workshops, I found that the U.S. oriented students valued both 

in-class and out-of-class workshops and that they also valued group conferences with 

their peers. Unlike these students, the cross-border and Mexico oriented students did not 

value either in-class or out-of-class peer workshops, although for different reasons. 

I also found that the three groups identified very different problems in their own 

writing, with the problems mentioned by the U.S. oriented students seemingly related to 

their writing experiences in high school. On the other hand, the difficulties expressed by 
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the cross-border and Mexico oriented students focused more heavily on traditional ESL 

issues, including a strong focus on grammar for both groups. I used this information to 

highlight the need for ESL-trained instructors for both of these groups. 

hi the next two sections I examined the types of writing that these students do in 

other classes and outside of the university. I found that the amount of reading and 

required varied widely, even among the writing intensive Gened courses. I also 

discussed the special difficulty that the Mexico oriented students were having with this 

reading and writing, and they many of them expressed a desire for additional English 

classes beyond the typical two course sequence. I also found that the students were doing 

little writing outside of the classroom, with only the cross-border students utilizing both 

Spanish and English for written communication in this area. 

hi the final two sections of this chapter I examined the resources available to 

these students and discussed how their use, or non use, of these resources seemed to 

correlate with their grades in other classes. I found that the cross-border students made 

the best use of these resources and that this may have helped to give them the highest 

GPA of the three groups. 
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CHAPTER 7 

CONCLUSIONS AND IMPLICATIONS 

Introduction 

The purpose of this case study was to gain a deeper understanding of the 

experience of normative speakers of English enrolled in Freshman Composition at the 

University of Arizona, including hitemational Normative Speakers of English (INNS) 

and Resident Nonnative Speakers (RNNS). Specifically the study was designed to 

determine (1) the nature of the NNS population in freshman composition, (2) how the 

international and resident NNS in freshman composition are similar and/or different, (3) 

what the needs of these groups are in relation to their success in the freshman writing 

program and in the university as a whole, (4) whether the needs of the students in those 

sections are being met, and (5) what instructional resources are available to meet these 

students' needs and the level of their appropriateness. In order to answer these questions, 

I used a combination of quantitative and qualitative data collection techniques, including 

a language background questionnaire given to all students attending freshman 

composition classes (fall 2000), observations of courses (fall 2000-spring 2002), 

interviews with students (fall 2000-spring 2002), instructors, and writing program 

administrators (fall 2000-spring 2002), and an examination of the participants' written 

assigrmients (collected fall 2001-spring 2002). In the first stage of the research I focused 

on the findings of the language backgroimd questiormaire, giving a macro view of NNS 

in the freshman composition program. During the second stage I followed 16 native 
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speakers of Spanish over two semesters of freshman composition, giving a detailed 

examination of the experiences of this important group. In this chapter I will provide a 

summary of the findings for each of these research questions, followed by a discussion of 

the pedagogical and research implications of this research. 

Summary of Findings 

I began my results with a brief overview of the NNS population at the University 

of Arizona based on data gathered via the language background questioimaire. I found 

that normative speakers form a significant percentage of the student population at the 

University of Arizona (15.6%), with some mainstream classes having as many as 13 (out 

of 21) NNS. I found that males formed the majority of the NNS (51.1%), reversing the 

overall population trend where men account for 47.2% of the undergraduate population. 

Finally, I found that the NNS represented 63 different languages, with native speakers of 

Spanish forming the largest group (38%), and Chinese (7.7%), Japanese (4.8%), and 

Korean (4.2%) being the next largest. 

1 then examined how the international and resident NNS in fi-eshman composition 

are similar and/or different. I first examined the students attending the fi-eshman 

composition courses for NNS, a group that has been researched extensively regarding a 

wide variety of issues (Agnew, 1994; Allen, 1994; Atkinson & Ramanathan, 1995; 

Belcher & Braine, 1995; Braine, 1993, 1994, 1996; Cai, 1993; Cheung, 1984; Harklau, 

1994; Hillenbrand, 1994; Kroll, 2001; Leki, 1992; Raimes, 1983; Silva, 1994, 1997a, 

1997b; Williams, 1995). I found that the 153 NNS attending these sections of 
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composition in the fall of 2000 represented 33 different languages with Japanese and 

Chinese being the most common (22 NS each), followed by Arabic (17), Spanish (16), 

and Korean and Indonesian (11 each). I also found that over half of the students in this 

group first arrived in the U.S. between the ages of 17-19, although this age ranged from 3 

students who were bom in the U.S. to one student who came here to study at the age of 

52. I found that women made up only 34.2% of this population, compared to 52.8% of 

the overall undergraduate population. Finally, I found that almost all of the students in 

this group (95%) claimed their LI as their dominant language. 

In the first stage of the research I also examined NNS attending freshman 

composition for native speakers of English. I found that NNS accounted for 11.6% of the 

students attending these sections and that this group was much larger than the population 

attending the composition for NNS sections, accounting for 71% of the NNS overall. 

This finding is in keeping with the results of a number of other researchers examining the 

resident NNS population (Frodesen & Stama, 1999; Gonzales, 2002; Harklau, Losey, & 

Siegal, 1999; Harklau, Siegal, & Losey, 1999; Hartman & Tarone, 1999; Leki, 1999; 

Losey, 1997; Reid, 1998; Valdes, 1992; Wong Fillmore & Valadez, 1986) and suggests a 

need for a stronger focus on this important segment of our NNS university population. 

I found that the highest percentage of NNS was found in English 100 (a remedial 

placement) and that NNS taking NS composition were more likely to have an initial 

placement into this class than their counterparts taking NNS composition (English 106). 

In this section of the research I also discovered that the NNS attending NS composition 

courses were linguistically more diverse than their counterparts in the NNS sections (55 
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different languages versus 33 in the NNS sections) and that Spanish was far and away the 

most common LI among these students (49.2%). I suggested that these differences in the 

predominant languages between the students in the NS and NNS sections were also 

accompanied by very different educational and cultural experiences and that this factor 

needed further study. 

I found that the majority of the students in this group were bom outside of the 

U.S. (61.7%), and that these students arrived to the U.S. much earlier than their 

international counterparts (average age of 10). This phase of the research also showed 

that the NNS in NS composition and NNS composition were different in terms of gender 

ratios, with male forming a smaller percentage of the NNS population in the NS sections 

of composition (51.4% versus 61.9% in the NNS sections). I suggested that the 

difference between the two NNS groups was likely due to a greater cultural assimilation 

of the resident NNS, resulting in a gender ratio that is more similar to the norm. 

Finally, I found that the majority of the NNS attending the NS sections of 

composition identified English as their strongest language (79.7%). This contrasts 

strongly with the students attending the NNS sections, where only 5.2% saw English as 

being stronger than their LI. I also discovered that only 63% of the students attending 

English 100 beheved that EngUsh was their strongest language, again suggesting the need 

for further consider of other placement options for such students. 

As seen above, in comparing these two groups, I found that they were different in 

terms of their overall numbers, the variety of the languages they speak, the languages 
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spoken by their majorities, the age at which they arrived in the U.S. their gender 

breakdowns, and their LI language strengths. 

During the second stage of the research I continued my examination of NNS in 

the composition program, but I narrowed my focus to native speakers of Spanish. This 

group is an especially important one at many southwestern universities, including the 

University of Arizona, where they currently make up 13.2% of the population, a 2.8% 

increase over the last 10 years (Dunham, 2002, p. 1). Although the four-year graduation 

rate for students in this group have been steadily increasing, they are still much lower 

than their white/non-Hispanic counterparts (16% versus 32%) (p. 6). 

This stage of the research continued to answer the second research question, but 

also investigated the needs of these groups in relation to their success in the freshman 

writing program and in the university as a whole (research question 3) and also whether 

the needs of the students were being met (research question 5). In addition, this stage of 

the research looked into the resources available to these students, and the extent to which 

they made use of those resources. 

For the second stage of the research I recruited 16 native speakers of Spanish and 

followed them over the course of two semesters as they fulfilled their composition 

requirements. It soon became apparent to me that the labels "international" and 

"resident" were inadequate in describing the diversity of these students. Based on my 

exploration of their backgrounds, I divided the students into three orientations: U.S., 

Mexico, and cross-border. I compared these three groups regarding a number of themes 

that emerged over the course of the research, and I grouped these themes into two general 
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categories: themes from before university entrance (Chapter 5) and themes from their 

university experiences (Chapter 6). Before their enfrance to the university, I found that 

each of these groups had a different perception of—and association with—the U.S.

Mexico border. I also found that although all of these students spoke Spanish as their 

first language this was no longer the case for some of the students with a U.S. orientation. 

I found that these students also had very different language learning experiences in 

school, with the cross-border students all completing parts of their educations in both the 

U.S. and Mexico. Finally, the writing experiences of these students before the university 

also varied, with the cross-border group once again presenting the most complex picture. 

I also examined the university experiences of my 16 participants, grouping these 

experiences into 8 themes: how they were placed into composition courses, the culture 

shock they sometimes experienced, their behavior in the classroom, their writing 

difficulties, the writing they did in other classes and outside of the classroom, the 

resources available to them, and an analysis of their success. I showed that the three 

groups expressed different preference in terms of placement and that the issue of culture 

shock was often closely related to the placement option, as evidenced by the experiences 

of some of the students in the cross-border group. I found that the U.S. and Mexico 

oriented students were active participants in their classrooms, but that the cross-border 

students placed into the native sections of composition were not. I found that these three 

groups placed different values on both in-class and out-of-class workshops, with the 

cross-border and Mexico oriented students disliking peer workshops. These three groups 

also identified different problems in their writing in a number of areas. In addition to 
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differences in among these three groups in their writing experiences in other classes, I 

also found that they utilized the available resources to very different degrees, with the 

cross-border students making the most use of these. I suggested this as one explanation 

for their higher overall GPAs. 

As this summary of the second stage of the research shows, the three orientations 

represented in this study—^U.S., Mexico, and cross-border—differ in a number of 

important ways. These differences began long before their entrance into the university 

but carried over into their college educations as well. 
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Pedagogical Implications 

It should come as no surprise that one of the primary pedagogical implications of 

this study pertains to placement. As discussed in Chapter 4, NNS at the University of 

Arizona have two main placement options; Composition for NS and Composition for 

NNS (including mixed sections). These placement options are consistent with the 

recommendations by Tony Silva (1994), who suggests offering "as many of these options 

(and more) as resources permit" (p. 41). 

While international students are easily placed into NNS sections based on their 

visa status, placement is much more problematic for cross-border and U.S. oriented 

students. I find the placement options that are available to these students to be both 

adequate and appropriate, but getting the students into the right sections, as evidenced by 

the cases of cross-border students Francisco and Edmundo, is sometimes problematic. 

The issue of placement become even more important when considering my finding in 

Chapter 5 that NNS enrolled in the NS sections were more like to start in the rudimentary 

course (English 100) than their NNS counterparts enrolled in the NNS sections (26.4% in 

the NS sections versus 13.1% in the NNS sections). Although both English 100 and 106 

do count towards graduation, taking an extra course does, nevertheless, mean one less 

class these students may take towards fulfilling their major requirements. 

Given the existing placement options, a second pedagogical implication of this 

study pertains to the way students are placed into the NNS courses. This study shows the 

need for changes in the process of determining this placement. First, I suggest a short 

optional questionnaire be given to students before the essay test asking them about their 
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language backgrounds. This questionnaire would ask the students about their first 

language, other languages they speak, and how they perceive their abilities in English. 

This questionnaire should also briefly explain the NS and NNS placement options— 

including potential advantages and disadvantages of both—and ask the students if they 

are interested in a NNS placement. 

Next, based on the results of the questionnaire, the NNS essay should be scored 

by instructors who have ESL training, or at least have significant experience teaching 

students with diverse language backgrounds. This may help to identify issues in writing 

that are "differences" rather than "intellectual deficiencies" and prevent the placement of 

a large number of NNS into remedial classes (Braine, 1994, p. 25). In addition, these 

instructors with ESL training may also be able to help the students decide between the 

two possible NNS placements, hi particular, the cross-border students may find that the 

mixed sections of composition allow them to continue their multicultural and 

multinational experiences to which they are accustomed. 

A second major pedagogical implication for this study related to the need for ESL 

training for all composition instructors, whether they are teaching the NNS or NS 

sections. As indicated in Chapter 5, almost all writing instructors at the University of 

Arizona, whether they realize it or not, are ESL writing teachers. Since most of these 

writing instructors are also either M.A. or Ph.D. students, the various programs involved 

have an opportunity to train their own students for the reality of today's schools—^both K-

12 and higher education. For these students/teachers, even an introductory course on 

Teaching English as a Second Language would be helpful in familiarizing them with the 
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writing issues these students face and also sensitizing them to the challenges of these 

students—^both linguistic and cultural. 

This study also demonstrated the importance of outside resources, including 

writing centers and professional tutoring (WSIP), in ensuring student success. Given the 

heavy use of these resources by the cross-border group, and their corresponding higher 

grades, it is clear that NNS should be strongly encouraged to make use of these resources. 

Based on the results of the questionnaire I suggested earlier, the NNS might be contacted 

directly via email in order to emphasize such sources, perhaps including comments from 

other students who have benefited from them. 

Unfortunately, given the limited funding available to this professional tutoring 

service, it is unlikely that they could meet the needs of all the students who are truly 

eligible for their services. This means that more of these students will be directed to the 

Writing Center. Given the lackluster response of these NNS to their Writing Center 

experiences, another pedagogical (programmatic) impUcation of this study is the need to 

further train writing center tutors regarding the need of ESL students, who already make 

up a significant percentage of their population. 
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Research Implications 

This study illustrates the importance of not relying solely on either quantitative or 

qualitative data for educational research—in short, the importance of triangulated data. 

Although the quantitative data utilized in the first stage of this study did help to give an 

overview of the NNS in the program, it was only the information gathered via numerous 

interviews and classroom observations during the second stage of the research that gave a 

more complete picture of one portion of this important group—^native speakers of 

Spanish. Indeed, without the qualitative information gathered during the second stage, 

the refinement of the NNS classification into three groups—^U.S. orientation, cross-

border orientation, and Mexico orientation—^would not have been possible. 

I also attempted in this research to provide the reader with an emic perspective 

(Agar, 1996; van Lier, 1988; Watson-Gegeo, 1988) in an effort to provide an insider's 

view. It is my hope that this research will give its readers a picture of these students and 

let them better understand what the university experience—^both the good and the bad—is 

like for them. This hohstic approach allowed me to explain their experiences "in relation 

to the whole system of which it is a part" (Watson-Gegeo, 1988, p. 577). 

This study also demonstrates the importance of longitudinal studies. Had I only 

interviewed the stage II participants a single time—one shot research—or only followed 

them for a single semester, I would have missed a great number of their positive and 

negative experiences regarding composition. For some of them, I would have gotten a 

wholly negative perception of the composition program—a perception that often changed 

during the following semester as they studied with a new teacher and followed a new 
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curriculum. This longitudinal research gave me the chance to develop both to develop 

both "thick description" and, in terms of hohstic analysis, "thick explanation" (Watson-

Gegeo & Ulichny, 1988, p. 3), neither of which would have been possible under the 

constraints of a short-term project. 

Difficulties I Experienced During this Research 

Much of the research methodology mentioned above has been incorporated into 

the Ethnography of Communication, as described in Chapter 3 of this study. This 

methodology has, as described above, a number of important benefits for research, but it 

also provided me with a number of challenges. My first challenge in this research was 

creating, distributing, collecting, and analyzing the language background questiormaire 

utilized in Stage I of this project. I felt this large scale quantitative picture was an 

important part of my triangulated data, but, to put it bluntly, I had no idea what I was 

getting myself into. It is important to carefully plan for, and be prepared for, such a 

logistical challenge. In particular, following up with the instructors who did not return 

the questionnaires in a timely manner took a great deal of time and effort. In addition, 

taking the information fi"om the questionnaires that were returned (all 3,234 of them) and 

putting them into Microsoft Excel, which I used for data analysis, was hugely time 

consuming. 

My next challenge was making my entrance into the classrooms for observation. 

Initially, a number of the instructors were reluctant to have me observe them. Sometimes 

this was for a self-confessed lack of confidence in their teaching abilities. In other cases. 
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instructors were concerned about the effect that my lurking in a comer might have on 

their students. After discussing my research with the instructors, however, only one 

dechned to participate. An associated challenge was getting the students to agree to 

participate in the study. Although some were initially hesitant, all did agree to participate 

when I explained the purpose of the study and what it would involve on their part. 

Another observation-related challenge in this research was following a group of 

students who did not all belong to the same class. By focusing on native speakers of 

Spanish during my second stage, I was forced to look for them in a variety of classes. 

Unlike a study in which the research follows a single class of students over the course of 

a semester, I followed 16 students, most of whom were in different classes. In the few 

cases where more than one of these students was in the same class during the first 

semester, they went to different classes (and instructors) during the second semester. 

This necessitated contacting that instructor and getting permission again to observe the 

class. 

Interviews were another challenge during this study, for several reasons. First, 

some of these students were not always overly communicative in their early interviews. 

However, as we got to know each other—seeing each other before and during classes, 

having brief chats after class—all of the participants became quite communicative, 

resulting in large amounts of tape to transcribe (another challenge—see below). These 

interviews, since I usually was only able to interview single students, took a great deal of 

time and were always logistically challenging. Finding a good place to do an interview 

that would be both quiet and comfortable for the students was not always easy. 
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Fortunately, the instructor office space usually worked out well for the participants. 

Finally, getting the students to show up for the interviews was sometimes a challenge. In 

this case, I found the only solution was patience and lots of email reminders. 

Transcribing these tapes was another major challenge for me during this project. 

As discussed in Chapter 3,1 had 42 formal interviews with my Stage II participants, with 

some of these interviews lasting well over an hour. I discovered that transcribing tapes 

can be a long and tedious process, but I also found that transcribing the tapes allowed me 

to begin my process of analysis by letting me see patterns in these conversations. 

Suggestions for Further Research 

This dissertation gave me a deeper understanding of the NNS experience in 

freshman composition but it also left me wanting more answers—^requiring further 

research. I kept a list of projects that I believe need to be done in this area to continue 

this important exploration: 

1. A large-scale quantitative examination of the three groups investigated in the 

second stage of this project. Exactly how many of these cross-border students 

attend U.S. universities at this time? 

2. Longer scale research of this type. After completing their first year (and their 

composition requirement) what happens to these students? What is their 

opinion about the preparation their received from the composition program 

after their second year? After graduation? 

3. Research investigating the attitudes of instructors about the students with 

these three orientations. Are the instructors aware of the existence of so many 
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NNS in their midst (my participating instructors often were not). What do 

they see as their responsibilities for meeting the unique needs of these 

students? 
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APPENDIX A; OVERVIEW OF COMPOSITION COURSES 

Freshman Composition Sequences For Native Speakers 

English 100 
English 100 is designed to introduce students to college-level reading and writing 
expectations. Through an emphasis on analysis, inferential thinking, and careful 
consideration of evidence, the course seeks to strengthen students' critical thinking 
while asking them to apply that thinking to a variety of texts - visual texts such as 
advertisements and photographs, academic and popular printed texts from journals and 
magazines, and living texts such as personal experience, communities, and society. 
This course is for those students who will benefit from extra practice at college-level 
writing. English 100 counts toward graduation elective credit. 

English 101 
Most students at the University of Arizona are placed into EngUsh 101. English 101 is 
designed for native speakers of English. If you are placed in English 101, you will need 
to complete English 101 and English 102. Both courses are being offered in Summer 
School as well as during regular semesters. 
English 101 is designed to help students synthesize and extend the knowledge about 
writing and reading that they established in high school. During the semester, students 
will read a variety of texts carefully and closely, and they will write essays that analyze 
these texts. They will be asked to design clear, complex theses for their essays and to 
support them with specific details and evidence. The course is designed to help 
students select and use sources correctly to support their arguments and integrate 
those sources into their own writing. Students will have the chance to share their own 
ideas and concerns about texts and to leam from other students' and instructors' 
insights. They will also continue to develop their expertise in constructing focused, 
logical, compelling, and interesting pieces of writing. In the midst of this work, they will 
continue to refine their writing style by paying attention to questions of mechanics, 
grammar, usage, and documentation. 

English 102 
This course continues to build on the ideas and strategies introduced in English 101, but 
focuses more explicitly on writing about fiction and non-fiction texts from various 
disciplines. In English 102 you will leam more about the reading processes and about 
how you, as a critical reader, analyze a text and constmct a meaning by drawing on what 
you know and believe. English 102 also helps you read more closely and situate texts in 
broader symbolic, historic, and sociocultural contexts. The course prepares you for 
writing across the University of Arizona curriculum. 
English 102 focuses on various elements of analysis. Although instmctors may order 
their assignments differently, you will encounter four ways of reading and analyzing texts 
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for in-class and out-of-class writing. In one essay, you will explore modes of reading and 
methods of representation, and you will learn to analyze rhetorical strategies in works of 
fiction and non-fiction. In another essay, you will consider how a text gains meaning 
from its contexts: other texts, issues, cultures, eras, and so on. Some instructors will then 
ask you to focus on theoretical and analytical methods of reading texts. In another essay, 
you will reflect on how you have interpreted the works that you read during the semester. 

Honors Sequence 

English 103h 
English 103h is an honors placement. Students who place in English 103h must 

complete English 103 and 104, both of which are offered in Summer School as well as in 
the regular semesters depending on enrollments (there are usually too few qualified 
students for us to offer EngUsh 104 in the fall semester.) 

Enghsh 103h provides students with opportunities to pohsh their critical thinking 
and writing skills. The course is built upon the traditions of classical rhetoric with 
English 103 using the Rhetoric and Poetics of Aristotle as well as major literary texts, 
significant scientific writings, outstanding dramas, and other art forms. Class discussions, 
documented papers, informal writings, and essays written in class provide a forum for 
assessing ideas and writing in ways you will be expected to perform in upper-division 
courses. English 104h indicates advanced competence in writing and a varied background 
in reading. The course aims to expand your knowledge of the classical foundations of 
rhetoric and expose you to various challenging ideas in contemporary culture. 

English 104h 
This course provides students who have completed English 103H with further 

opportunities to expand their understanding and application of rhetoric and to expose you 
to various challenging ideas in contemporary culture, the academic community, the world 
at large. You will critically assess strategies employed by other writers and compose 
essays of your own. Other activities include informal writings, active discussions, in-class 
essays, and a formal, documented presentation of research. 

English 109h 
This course is designed to prepare you to integrate critical reading, thinking, and 

writing tasks in one semester. You will engage in a wide range of intellectual, aesthetic, 
and rhetorical inquiries. Readings include a series of interdisciplinary texts that are 
thematically relevant, culturally diverse, and representative of a wide variety of voices 
speaking for different purposes to different audiences. Art forms other than literature are 
incorporated into the course in which principles of rhetoric (the study and practice of how 
texts produce their effects) and poetics (theories of reading, criticizing, and interpreting 
texts) merge. You will work independently and collaboratively to prepare written and 
oral texts that are shared with your class. A research component is also required 
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Freshman Composition Sequence for NNS 

English 106 
This course is designed for international students and other non-native speakers of 
English who will benefit from extra practice at college-level writing in English. The 
course is taught by teachers with special training in the field of ESL (English as a Second 
Language.) This classroom setting is diverse and dynamic with students fi-om all over the 
world. Reading material, writing assignments, and discussions on language use issues are 
relevant and specific to multi-lingual students. English 106 is comparable to the English 
100 course for native speakers of English. 
Students who place into English 106 will be systematically exposed to the conventions of 
writing in English, and will gain valuable practice in applying these conventions in an 
academic context. Through its emphasis on analysis, inferential thinking, and carefiil 
consideration of evidence, this course seeks to strengthen students' critical thinking while 
asking them to apply that thinking to a variety of texts. If you are placed in English 106, 
you should take it in the Fall and then take English 107 and 108 the following Spring and 
Fall. 

English 107 
This course is designed for international students and other non-native speakers of 
English. The course is taught by teachers with experience and special training in the field 
of ESL (English as a Second Language). The course will build on students' strengths as 
readers, scholars, and writers as they develop their critical thinking skills, learn research 
methods and practice a variety of methods of analysis and argument. This multi-lingual 
classroom provides a dynamic setting in which students may apply the rhetorical 
concepts being learned and participate in discussions of language that are relevant and 
specific to the international student. If you are placed into English 107, you should take it 
in the Fall and then take English 108 in the Spring. You will have completed your 
composition requirement. English 107 is comparable to the English 101 course for native 
speakers of English. 

English 108 

English 108 corresponds to English 102 and is the second-semester First-Year 
Composition course for ESL speakers. In this course, you will continue to strengthen 
your awareness of American academic writing and research strategies and applications of 
those strategies. Through journal writing and other pre-writing activities, you will reflect 
upon the texts and synthesize your ideas and experiences with those presented in the 
texts. You will begin by writing a personal response to a story, poem, or other text. You 
will also write an analysis of a text by studying its rhetorical and cultural contexts. Your 
next essay will consist of a detailed analysis of a novel or other long text in which you 
incorporate research into your writing. In the final (in-class) essay, you will synthesize 
and expand on the writing strategies you have developed over the semester. 
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APPENDIX B: CCCC STATEMENT ON SECOND-LANGUAGE 
WRITING AND WRITERS 

Part One: General Statement 
The Conference on College Composition and Communication (CCCC) recognizes 

the presence of a growing number of second-language writers in institutions of higher 
education across North America. As a result of colleges and universities actively seeking 
to increase the diversity of the student population, second-language writers have become 
an integral part of higher education, including writing programs. 
Second language writers are found in writing programs at all levels—from basic writing 
and first-year composition to professional writing across the curriculum—as well as in 
writing centers. Although providing additional linguistic support in the forms of 
intensive language programs and special second-language sections of writing courses 
may be helpful they will not remove the responsibility of writing teachers, researchers, 
and administrators to address second-language issues because the acquisition of a second 
language and second-language literacy is a time-consuming process that will continue 
through students' academic career and beyond. 

Second-language writers include international visa students, refugees, and 
permanent residents as well as naturalized and native-bom citizens of the United States 
and Canada. Many of them have grown up speaking languages other than English at 
home, in their communities, and in schools; others began to acquire English at a very 
young age and have used it alongside their native language. To many, English may be the 
third, fourth or fifth language. Many second-language writers are highly literate in their 
first language, while others have never learned to write in their mother tongue. Some are 
even native speakers of languages without a written form. 

Second-language writers—who have come from a wide variety of linguistic, 
cultural, and educational backgrounds—^may have special needs because the nature and 
functions of discourse, audience, and persuasive appeals often differ across linguistic, 
cultural and educational contexts. Furthermore, most second-language writers are still in 
the process of acquiring syntactic and lexical competence—a process that will take a 
lifetime. These differences are often a matter of degree, and not all second-language 
writers face the same set of difficulties. While some native speakers of English may face 
similar difficulties, those experienced by second-language writers are often more intense. 
For these reasons, we urge writing teachers and writing program administrators to 
recognize the regular presence of second-language writers in writing classes, to 
understand their characteristics, and to develop instructional and administrative practices 
that are sensitive to their linguistic and cultural needs. We also urge graduate programs 
in writing-related fields to offer courses in second-language writing theory, research, and 
instruction in order to prepare writing teachers and scholars for working with a college 
student population that is increasingly diverse both linguistically and culturally. 

We also stress the need for further investigation into issues surrounding second-
language writing and writers in the context of writing programs. Since those issues 
permeate all aspects of writing theory, research, and instruction—from textual features 
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and composing processes to collaborative strategies and writing assessment, we 
encourage scholars and researchers of writing to include second-language perspectives in 
developing theories, designing studies, analyzing data, and discussing implications. 

Part Two: Guidelines for Writing Programs 

Placement 
Decisions regarding the placement of second-language writers into writing courses 
should be based on the students' writing proficiency rather than their race, native-
language background, nationality, or immigration status. Nor should the decisions be 
based solely on the scores fi-om standardized tests of general language proficiency or of 
spoken language proficiency. Instead, scores fi^om the direct assessment of students' 
writing proficiency should be used, and multiple writing samples should be consulted 
whenever possible. Writing programs should work towards making a wide variety of 
placement options available—including mainstreaming, basic writing, and second-
language writing as well as course that systematically integrate native and nonnative 
speakers of English. Furthermore, writing programs should inform students of the 
advantages and disadvantages of each placement option so that students can make 
informed decisions. 

Assessment 
Writing prompts for placement and exit exams should avoid cultural references that are 
not readily understood by people who come from various cultural backgrounds. To 
reduce the risk of evaluating students on the basis of their cultural knowledge rather than 
their writing proficiency, students should be given several writing prompts to choose 
from when appropriate. The scoring of second-language texts should take into 
consideration various aspects of writing (e.g., topic development, organization, grammar, 
word choice), rather than focus only one or two of these features that stand out as 
problematic. 

Class Size 
Since working with second-language learners often requires additional feedback and 
conference time with the instructor, enrollments in mainstream writing classes with a 
substantial number of second-language writers should be reduced; in classes made up 
exclusively of second-language writers, enrollments should be limited to a maximum of 
15 students per class. 

Credit 
Second-language sections of composition courses should be offered for credit that can be 
used toward satisfying the writing requirement. Second-language writing courses 
prerequisite to required composition courses should be offered for credit that can be used 
toward satisfying the foreign-language requirement and should receive the same credit 
accorded other prerequisite composition courses. 
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Teacher Preparation 
Any writing course—including basic writing, first-year composition, advanced writing, 
and professional writing as well as second-language courses—that enrolls any second-
language writers should be taught by a writing teacher who is able to identify and is 
prepared to address the linguistic and cultural needs of second-language writers. 

Teacher Support 
Writing programs should offer pre-service and in-service teacher preparation programs in 
teaching second-language writing. Writing programs should also provide resources for 
writing teachers, including textbooks and readers on the teaching of second-language 
writers as well as reference materials such as dictionaries and grammar handbooks for 
language learners. Moreover, writing programs should encourage—and offer incentives 
for—^writing teachers to attend workshops on teaching second-language writers that are 
presented at professional conferences such as CCCC and Teachers of Enghsh to Speakers 
of Other Languages (TESOL). (Matsuda et al., 2001) 
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APPENDIX C: TESOL QUALITATIVE RESEARCH GUIDELINES 

Conducting the study. Studies submitted to the Quarterly should exhibit an in-depth 
understanding of the philosophical perspectives and research methodologies inherent in 
conducting qualitative research. Utilizing these perspectives and methods in the course 
of conducting research helps to ensure that studies are credible, valid, and dependable 
rather than impressionistic and superficial. Reports of qualitative research should meet 
the following criteria. 

1. Data collection (as well as analyses and reporting) is aimed at uncovering an emic 
perspective. In other words, the study focuses on research participants' 
perspectives and interpretations of behavior, events, and situations rather than etic 
(outsider-imposed) categories, models, and viewpoints. 

2. Data collection strategies include prolonged engagement, persistent observation, 
and triangulation. Researchers should conduct ongoing observations over a 
sufficient period of time so as to build trust with respondents, leam the culture 
(e.g., classroom, school, or community), and check for misinformation introduced 
by both the researcher and the researched. Triangulation involves the use of 
multiple methods and sources such as participant-observation, informal and 
formal interviewing, and collection of relevant or available documents. 

Analyzing the data. Data analysis is also guided by the philosophy and methods 
underlying qualitative research studies. The researcher should engage in comprehensive 
data treatment in which data from all relevant sources are analyzed. In addition, many 
qualitative studies demand an analytic inductive approach involving a cyclical process of 
data collection, analysis (taking an emic perspective and utilizing the descriptive 
language the respondents themselves use), creation of hypotheses, and testing of 
hypotheses in further data collection. 

Reporting the data. The researchers should generally provide "thick description" with 
sufficient detail to allow the reader to determine whether transfer to other situations can 
be considered. Reports also should include the following. 

1. a description of the theoretical or conceptual framework that guides research 
questions and interpretations; 

2. a clear statement of the research questions; 
3. a description of the research site, participants, procedures for ensuring participant 

anonymity, and data collection strategies, and a description of the roles of the 
researcher(s); 

4. a description of a clear and salient organization of patterns found through data 
analysis—reports of patterns should include representative examples, not 
anecdotal information; 

5. interpretations that exhibit a holistic perspective in which the author traces the 
meaning of patterns across all the theoretically salient or descriptively relevant 
micro- and macrocontexts in which they are embedded; 
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6. interpretations and conclusions that provide evidence of grounded theory and 
discussion of how this theory relates to current research/theory in the field, 
including relevant citations—in other words, the article should focus on the issues 
or behaviors that are salient to participants and that not only reveal an in-depth 
understanding of the situation studied, but also suggest how it connects to current 
related theories. (TESOL, 2002, pp. 653-654) 
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APPENDIX D: LANGUAGE BACKGROUND QUESTIONNAIRE 

You are being invited to voluntarily participate in a project examining non-native students 
enrolled in Freshman Composition at the University of Arizona and their native speaker 
counterparts in order to determine (1) whether the needs of the students and their instructors in 
those sections are being met, and (2) how to better meet the needs of those students and 
instructors (if necessary). Your participation in this study is strictly voluntary and if you decide 
that you do not wish to participate, there will be no negative consequences. By completing and 
submitting this form, you give the investigator, Randall Sadler, Ph.D. Candidate in Second 
Language Acquisition and Teaching, permission to use the data in his research. By providing 
your email address you are giving the researcher permission to contact you about participating in 
additional research, including observation and interviews. 
You can obtain further information from the principal investigator, Randall Sadler. Ph.D. 
candidate in SLAT, at (520) 626-9093. or via e-mail at rws@u.arizona.edu. If you have 
questions concerning your rights as a research subject, you may call the Human Subjects 
Committee office at (520) 626-6721. 

1. Please list the languages that you speak (including your first language) in the order 
that you first used/leamed them (more may be listed on the back of the sheet if necessary), and 
indicate how fluent you consider yourself in those languages by circling the 
appropriate number from 1-5 
("1" indicates only a beginner skill level and "5" indicates fluency in the language): 
Language Begiimer Fluent 

1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 

2. Do you consider your first language to be your strongest language in terms of 
fluency? If not, which language do you consider to be your strongest (most fluent)? 

3. Do you consider yourself bilingual (or multilingual)? If so, which languages are you 
bilingual in? 

4. Do you consider yourself a native speaker of English? (Please circle your response) 

Yes No 

5. Were you bom in the United States? If not, at what age did you first arrive here to 
live or study? 

6. What is your nationality? 

mailto:rws@u.arizona.edu
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Please provide your name in the spot provided below. The researcher is asking for your 
name so that he can contact you in the future. The researcher is asking your age to 
examine the range of ages represented in Freshman Composition. For the purposes of the 
study, your name will not be connected in any wav to the information you provide. 

Full name (print): 

Full name (sign): 

Age; 

E-mail address: 



APPENDIX E: SAMPLE FIELD NOTES 

Instructor Total Number of 
Students Present 

Course and 
Section # 

Students of Special Interest 

Location 1. 
Date 2. 
Time 3. 
Special Notes 4. Special Notes 

5. 
Special Notes 

6. 

Special Notes 

7. 

Special Notes 

8. 

Classroom Layout 
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Other Notes 
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APPENDIX F: CHECKSHEET FOR VERBAL INTERACTION 

Instructor 
Course and Section Number 
Date 
Start Time ^ 

Speaker 
Time Instructor fS Student NNS Student 

To NS To 
NNS 

To Inst To NS To NNS To Inst To NS To 
NNS 

:00 
:30 
1:00 
1:30 
2:00 
2:30 
3:00 
3:30 
4:00 
4:30 
5:00 
5:30 
6:00 
6:30 
7:00 
7:30 
8:00 
8:30 
9:00 
9:30 
10:00 

Instructor To Inst To NS To To Inst To NS To 
NNS NNS 

NS Student NNS Student 
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APPENDIX G: SAMPLE TRANSCRIPTION SEGMENT FROM 
INTERNATIONAL NNS 

Columba—11/26/2001 

C Okay, I'm from Mexico. I live over there 50 {15} years, so I came here when I 
was 15. I start studying English. When I came here I didn't know anything about 
English. I even know what houses what horses was. I didn't know anything. So I took a 
year in a cathoUc school some ESL. 

R When you say here do you mean Tucson? 

C Yes 

R Which school did you go to? 

C Immaculate heart, H.S. It's at Oracle and Magee. And then I start to go to school, 
like at regular school in the same school. I started sophomore 

R So, you are still jr. high, you did the ESL, and then sophomore regular school. 

C Yes, I did the jr. high in Mexico. And then I start to go UofA over this summer in 
Writing Skills Improvement Program, I think. 

R Okay, was it like New Start? 

C No, just was like summer school, but they do it here at the UofA, but they still 
help me if I go to them {WSIP} 

R Oh, for a tutor? Okay 

C Yes. I'm just practicing my English when I can. I never practice so that's why 
my English is not that good. 

R Mmmm. Do you still live at home while you are going here? 

C Yes, so everywhere I speak Spanish and my friends are Mexican. So, 

R Yeah, so what city did you grow up in in Mexico? 

C It is like a small, small town, its name is Cumpa. 

R Is that in Sonora? 
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C Yeah, It's really small. It's like 12 streets and 7 avenues. 

R Yeah, I grew up in a city like that in WA state 

C But I like it, it's pretty. 

R Yeah, Tucson is so-so for me. 

C (laughs) Yeah, so hot and then so cold and nobody understand it. 

R So, when you were going to school in Mexico, did you take any English classes 
when you were in school there? 

C Yes, but like umm dictation my second, that school, that not very good, like some 
teachers just teach because they want money hke... 

R So, when did you start taking English in Mexico. 

C In Mexico you can buy the grades so doesn't matter. So it...probably I get like 
80-82 I think {obviously misunderstood the question} 

R And how, some people I've talked to started taking English even in K in Mexico. 
Do you remember when you started? 

C Oh, yes, that was like I said it was a really small town, so we didn't have anything 
like that, so in on that town we don't have like English school like. But I study on my 
junior high 3 years some English. And we just do the verb like to be. We don't do 
anything against that. 

R Yeah, I am, you are.... Same up here usually when you study Spanish 

C Yeah, it was not a very good school. 

R So, but so 3 years, but when you...so, your whole family moved up here? 

C No, my sister was here, and she was studying ESL too, so I moved with here, then 
we were alone in apartment but then she left, now my brother is here. 

R Okay, switch of 

C Yes 
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APPENDIX H: SAMPLE TRANSCRIPTION SEGMENT FROM 
RESIDENT NNS 

Maria 12/01/2001 

M Well, my parents are, they're both Mexican and so I grew up just umm with 
Spanish. Speaking that was my first language. 

R Where were your parents from in Mexico? 

M Ummm Sonora. And I was bom in phoenix and then we moved to Douglas and 
that's where I started school. And when I started school I didn't know any English. 

R Oh really, so even like when you were a little kid growing up in Phoenix, pretty 
much only Spanish at home? 

M yes, pure Spanish. And, when I went to kindergarten, I had, well first I was put in 
with the Spanish-speaking students so then I learned, that's where I started to learn to 
speak Enghsh and then by the time I was in fourth or the third grade I was always put in 
the advanced reading groups and then I became English as my first language but I always 
spoke Spanish at home. So, Uke in vacations, every, everything out of school was I spoke 
Spanish. So then sometimes I'd forget. I'd be talking to some and start speaking in 
Spanish. 

R So, when you were in K were you in an ESL program? 

M Yes 

R And how many, did you do that like in first grade, second grade,...? 

M No, only in kindergarten 

R Wow, so you learned enough pretty fast, that yeah. And when you went into first 
grade how was it for you. Did you really understand..? 

M I don't remember much 

R Yeah, first grade is a long time ago. But you did okay? 

M Yeah, I always got good, I always got straight A's in elementary so.... 

R What's Douglass like in terms of like the school you went to? Were there a lot of 
people who spoke Spanish? 
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M Yeah, it was mostly pure Mexicans too in that school that I went to. 

R So, the teachers in the classes were they speaking English or some Spanish too. 

M Yeah, pure English, but the one I was placed with, she spoke a little bit of Spanish 

R And, like when the kids just hung around were they speaking mostly English or 
Spanish? 

M Spanish 

R So, did you go to HS in Douglass too? 

M Umhum 

R And right after you finished school then you came here? 

M Yes 

R And how was that change for you, going fi-om the high school to school here in 
terms of language, you're bilingual, but was it a big change for you in terms of writing or 
the cultural change? 

M No, it was the same. Just, maybe the teachers you know mostly over there they 
are Hispanic or something. 

R How is your freshman writing class going this semester? 

M Well, I got a B+ on my first essay after rewriting it, then I got a B- on the second 
one and I don't know yet about the third one. I guess it's okaaaaaaaaaaay. (distinct lack 
of enthusiasm here) 

R What are you finding that is pretty easy or difficult 

M Well the only difficulty that I have in writing is my grammar, the way I just umm 
use commas and run-on sentences and when I start writing I just write and write and I 
don't like to check my work, I just write it that way. I never double check. 
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APPENDIX I: PARTICIPANT CONSENT FORM FOR STUDENTS 

SUBJECT'S CONSENT FORM 
Students 

A case study examination of ESL students in freshman English composition 

I AM BEING ASKED TO READ THE FOLLOWING MATERIAL TO ENSURE THAT I AM 
INFORMED OF THE NATURE OF THIS RESEARCH STUDY AND OF HOW I WILL 
PARTICIPATE IT, IF I CONSENT TO DO SO. SIGNING THIS FORM WILL INDICATE 
THAT I HAVE BEEN SO INFORMED AND THAT I GIVE MY CONSENT. FEDERAL 
REGULATIONS REQUIRE WRITTEN INFORMED CONSENT PRIOR TO PARTICIPATION 
EST THIS RESEARCH STUDY SO THAT I CAN KNOW THE NATURE AND RISKS OF MY 
PARTICIPATION AND CAN DECIDE TO PARTICIPATE OR NOT PARTICIPATE IN A 
FREE AND INFORMED MANNER. 

PURPOSE 
I am being invited to participate voluntarily in the above-titled research project. The purpose of 
this project is to study students enrolled in Freshman Composition at the University of Arizona in 
order to determine (1) whether the needs of the students and their instructors in those sections are 
being met, and (2) how to better meet the needs of those students and instructors if necessary. 
Specifically, this study will examine how students of different language backgrounds (e.g. 
students who speak multiple languages, or who do not speak English as their native language) 
experience Freshman Composition at the University of Arizona. 

SELECTION CRITERIA 
I am being invited to participate because I am currently enrolled in Freshman Composition, in 
which I completed a background questionnaire and indicated that I was interested in participating 
in further study. Approximately (200) students and/or instructors will be enrolled in this study. 
My participation in this study is strictly voluntary and if I decide that I do not wish to participate 
there will be no negative consequences. This project is not directly connected to the class I am 
taking, and if I decide not to participate it will have iw negative effect on my grade. 

PROCEDURE(S) 
If I agree to participate, I will be asked to consent to the following: being observed by the 
researcher during my Freshman Composition Course during the academic year of 2001-2002, 
being interviewed by the researcher about my experiences in Freshman Composition, and having 
the researcher examine my essays written for my Freshman Composition courses. The only time 
requirements my participation in this study will require will be for the interviews, which will take 
place outside of class time. These interviews should take approximately 30 minutes each, and 
there will be a maximum of 2-3 interviews over the course of each semester. These interviews 
will take place at the time and place of convenience of the participants. I understand that these 
interviews may be audio and/or videotaped so that the researcher may keep an accurate record of 
the interview, and that these tapes will only be used by the researcher. 

RISKS 
Some students could feel uncomfortable discussing the class they are enrolled in if they 
are unhappy with the course and/or if they have limited ability in English. 
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BENEFITS 
Although there are no direct benefits to me, by participating in this study I will be providing 
information that may help the university to better meet the needs of students and instructors in the 
future. The results of this study will be available to me and may be obtained fi*om the researcher, 
Randall Sadler, after the study is completed. 

CONFIDENTIALITY 
Because I will be audiotaped and/or videotaped, total anonjmiity cannot be guaranteed, but the 
materials gathered by the researcher in this study, Randall Sadler, will be used by him alone, and 
if the researcher uses any of the information gathered for the purposes of publication/presentation 
all information pertaining to my identity will be removed from any examples used. 

PARTICIPATION COSTS AND SUBJECT COMPENSATION 
Participation in this study will cost me only time (a maximum of 3 hours), and I will not receive 
money to participate. 

CONTACTS 
I can obtain further information from the principal investigator Randall Sadler. Ph.D. student at 
(520) 626-9093. or via e-mail at rws@u.arizona.edu. If I have questions concerning my rights as a 
research subject, I may call the Human Subjects Committee office at (520) 626-6721. 

AUTHORIZATION 
BEFORE GIVING MY CONSENT BY SIGNING THIS FORM, THE METHODS, 
INCONVENIENCES, RISKS, AND BENEFITS HAVE BEEN EXPLAINED TO ME AND MY 
QUESTIONS HAVE BEEN ANSWERED. I MAY ASK QUESTIONS AT ANY TIME AND I 
AM FREE TO WITHDRAW FROM THE PROJECT AT ANY TIME WITHOUT CAUSING 
BAD FEELINGS. MY PARTICIPATION IN THIS PROJECT MAY BE ENDED BY THE 
INVESTIGATOR FOR REASONS THAT WOULD BE EXPLAESffiD. NEW INFORMATION 
DEVELOPED DURE^JG THE COURSE OF THIS STUDY WHICH MAY AFFECT MY 
WILLE^GNESS TO CONTINUE IN THIS RESEARCH PROJECT WILL BE GIVEN TO ME 
AS IT BECOMES AVAILABLE. THIS CONSENT FORM WILL BE FILED IN AN AREA 
DESIGNATED BY THE HUMAN SUBJECTS COMMITTEE WITH ACCESS RESTRICTED 
TO THE PIONCIPAL INVESTIGATOR, RANDALL SADLER OR AUTHORIZED 
REPRESENTATIVE OF THE SECOND LANGUAGE ACOUISITION AND TEACHE^JG 
DEPARTMENT. I DO NOT GIVE UP ANY OF MY LEGAL RIGHTS BY SIGNING THIS 
FORM. A COPY OF THIS SIGNED CONSENT FORM WILL BE GIVEN TO ME. 

Subject's Signature Date 

INVESTIGATOR'S AFFIDAVIT 
I have carefully explained to the subject the nature of the above project. I hereby certify that to 
the best of my knowledge the person who is signing this consent form understands clearly the 
nature, demands, benefits, and risks involved in his/her participation and his/her signature is 
legally valid. A medical problem or language or educational barrier has not precluded this 
understanding. 

Signature of Investigator Date 

mailto:rws@u.arizona.edu
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APPENDIX J: PARTICIPANT CONSENT FORM FOR INSTRUCTORS 

SUBJECT'S CONSENT FORM 
Instructors 

A case study examination of ESL students in freshman English composition 

I AM BEING ASKED TO READ THE FOLLOWING MATERIAL TO ENSURE THAT I AM 
INFORMED OF THE NATURE OF THIS RESEARCH STUDY AND OF HOW I WILL 
PARTICIPATE IN IT, IF I CONSENT TO DO SO. SIGNING THIS FORM WILL INDICATE 
THAT I HAVE BEEN SO INFORMED AND THAT I GIVE MY CONSENT. FEDERAL 
REGULATIONS REQUIRE WRITTEN INFORMED CONSENT PRIOR TO PARTICIPATION 
IN THIS RESEARCH STUDY SO THAT I CAN KNOW THE NATURE AND RISKS OF MY 
PARTICIPATION AND CAN DECIDE TO PARTICIPATE OR NOT PARTICIPATE A 
FREE AND INFORMED MANNER. 

PURPOSE 
I am being invited to participate voluntarily in the above-titled research project. The purpose of 
this project is to study students enrolled in Freshman Composition at the University of Arizona in 
order to determine (1) whether the needs of the students and their instructors in those sections are 
being met, and (2) how to better meet the needs of those students and instructors if necessary. 
Specifically, this study will examine how students of different language backgrounds (e.g. 
students who speak multiple languages, or who do not speak English as their native language) 
experience Freshman Composition at the University of Arizona. 

SELECTION CRITERIA 
I am being invited to participate because I am the instructor of at least one student who speaks a 
language other than English as his/her first language. Approximately (200) students and/or 
instructors will be enrolled in this study. 

STANDARD TREATMENT 
My participation in this study is strictly voluntary and if I decide that I do not wish to participate, 
there will be no negative consequences. 

PROCEDURE(S) 
If I agree to participate, I will be asked to consent to the following: being observed by the 
researcher in my Freshman Composition Course(s) during the academic year of 2001-2002, being 
interviewed by the researcher about my experiences in teaching Freshman Composition, and 
having the researcher examine essays written by my students for my Freshman Composition 
courses. The only time requirements my participation in this study will require will be for the 
interviews, which will take place outside of class time. These interviews should take 
approximately 30 minutes each, and there will be a maximum of 2-3 interviews over the course of 
each semester. I understand that these interviews may be audio and/or videotaped so that the 
researcher may keep an accurate record of the interview, and that these tapes will only be used by 
the researcher. 

RISKS 
It is possible that some instructors may feel uncomfortable talking about the composition program 
if they are dissatisfied with that program. 
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BENEFITS 
Although there are no direct benefits to me, by participating in this study I will be providing 
information that may help the university to better meet the needs of students and instructors in the 
future. The results of this study will be available to me and may be obtained fi"om the researcher, 
Randall Sadler, after the study is completed. 

CONFIDENTIALITY 
Because I will be audiotaped and/or videotaped, total anonymity cannot be guaranteed, but the 
materials gathered by the researcher in this study, Randall Sadler, will be used by him alone, and 
if the researcher uses any of the information gathered for the purposes of publication/presentation 
all information pertaining to my identity will be removed fi-om any examples used. 

PARTICIPATION COSTS AND SUBJECT COMPENSATION 
Participation in this study will cost me only time (not more than 3 hours), and I will not receive 
money to participate. 

CONTACTS 
I can obtain further information from the principal investigator Randall Sadler. Ph.D. student at 
(520) 626-9093. or via e-mail at rws@,u.arizona.edu. If I have questions concerning my rights as a 
research subject, I may call the Human Subjects Committee office at (520) 626-6721. 

AUTHORIZATION 
BEFORE GIVE^G MY CONSENT BY SIGNING THIS FORM, THE METHODS, 
INCONVENIENCES, RISKS, AND BENEFITS HAVE BEEN EXPLAINED TO ME AND MY 
QUESTIONS HAVE BEEN ANSWERED. I MAY ASK QUESTIONS AT ANY TIME AND I 
AM FREE TO WITHDRAW FROM THE PROJECT AT ANY TIME WITHOUT CAUSING 
BAD FEELINGS. MY PARTICIPATION IN THIS PROJECT MAY BE ENDED BY THE 
INVESTIGATOR FOR REASONS THAT WOULD BE EXPLAINED. NEW E^ORMATION 
DEVELOPED DURING THE COURSE OF THIS STUDY WHICH MAY AFFECT MY 
WILLINGNESS TO CONTINUE THIS RESEARCH PROJECT WILL BE GIVEN TO ME 
AS IT BECOMES AVAILABLE. THIS CONSENT FORM WILL BE FILED IN AN AREA 
DESIGNATED BY THE HUMAN SUBJECTS COMMITTEE WITH ACCESS RESTRICTED 
TO THE PRINCIPAL EWESTIGATOR, RANDALL SADLER OR AUTHORIZED 
REPRESENTATIVE OF THE SECOND LANGUAGE ACOUISITION AND TEACHING 
DEPARTMENT. I DO NOT GIVE UP ANY OF MY LEGAL RIGHTS BY SIGNING THIS 
FORM. A COPY OF THIS SIGNED CONSENT FORM WILL BE GIVEN TO ME. 

Subject's Signature Date 

Parent/Legal Guardian (if necessary) Date 

Witness (if necessary) Date 

INVESTIGATOR'S AFFIDAVIT 
I have carefully explained to the subject the nature of the above project. I hereby certify that to 
the best of my knowledge the person who is signing this consent form understands clearly the 
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nature, demands, benefits, and risks involved in his/her participation and his/her signature is 
legally valid. A medical problem or language or educational barrier has not precluded this 
understanding. 

Signature of Investigator Date 
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APPENDIX K: WRITING PROGRAM PHILOSOPHY 

First-year composition courses at the University of Arizona share several 
fundamental premises about writing and reading. First, writing is personal, academic, 
professional, and civic action. It is a means of learning, communicating, creating, 
criticizing, and changing. Second, writing is a rhetorical act, that is, a negotiation among 
diverse writers and readers using texts in specific situations for particular purposes and 
audiences. Third, writing is collaborative action by writers and readers, with the writer's 
aims and interests dominating at times and the reader's at other times. Although 
differences in values, assumptions, ideologies, experiences, races, classes, and genders 
make writing and reading challenging, these differences also motivate writing and 
reading. Fourth, writing and reading are complementary actions, in that writers read texts, 
including their own, and readers rewrite the works they read. Fifth, because writers, 
readers, texts, and situations change, the kinds of negotiations and the kinds of writing 
that will be effective always change. Composing is a recursive process of generating, 
drafting, revising, and proofreading for specific contexts. Sixth, writers must leam when 
to write to discover for themselves and when to rewrite for a specific audience and 
context. The writer's task is always to read motives and contexts carefully and figure out 
what kind of writing will probably work best for a particular audience and situation. 

Students should complete their composition courses with the abilities to do the 
following; 

• Read a situation in order to determine which processes and forms of writing will 
probably be most effective; 

• Compose a variety of written texts in class and out of class through individual and 
group processes of discovery, evaluation, and revision, making choices among 
available options in order to satisfy the purposes and expectations of academic 
and public audiences; 

• Research topics and issues critically and integrate research to support persuasive 
intentions; 

• Analyze a variety of complex texts to assess the effectiveness of rhetorical 
strategies at work in them; 

• Think critically about significant academic and civic issues as well as the 
discourse defining those issues; and 

• Reflect critically on their own writing and on writing required in the university 
through the development of a portfolio of writing from their composition and 
other general education courses. 

Composition courses are workshops focusing on writing, reading, research, and 
revision. Readings include works of fiction and nonfiction. The experiences of these 
courses of twenty-five students, with regular writing, reading, response, and discussion, 
help students attain a level of literacy necessary to their success as students, 
professionals, and citizens in a democracy. 
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