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“Eye” Learners and “Ear” Learners:

Identifying the Language Needs of
International Student and ULS.

Resident Writers®

JOY REID

Students differ, and the educational background differ-
ences among second-language students in ESL writing classrooms can be
especially diverse. Student writing by nonnative speakers of English often
contains unusual, and sometimes puzzling, language structures, and the
rhetorical needs of those ESL students may also demonstrate a wide range of
needs. Fortunately, many teacher resources have focused on teaching ESL
writing (cf. Belcher & Braine, 1995; Brock & Walters, 1993; Fox, 1994; Leki,
1992; Kroll, 1990; Reid, 1993; Swales & Feak, 1994). The context for this discus-
sion, however, is the differences between writing by (1) U.S. resident students
for whom English is a second (or third or fourth) language and (2) students
who have come from non-English-speaking countries to study at postsec-
ondary institutions in the U.S. Generally speaking, these two groups of ESL
students have learned their English differently, and so their language prob-
lems have different sources and different solutions.

Before beginning this discussion, I believe it is necessary to emphasize
that just because this chapter concentrates on writing problems by ESL stu-
dents, that need not be the most important focus of the ESL, writing teacher.
With structured practice, teacher intervention, and revision, student fluency
and confidence in their writing skills often increase; language errors decrease,
and rhetorical frameworks develop accordingly (cf. c’Cohen & Cavalcanti,
1990; Ferris, 1957; Jacoby et al, 1995; Li, 1996). Therefore, the concentration
on ESL student error in this chapter does not rest in my belief that error is the
P coaderston fr e e or e studen, b rter 1

q o puzzlement and frustration for both.

U.S. RESIDENT ESL WRITERS
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4. REID: “Eye” Learners and “Ear” Learners 83

children ahead to l_lve wi.th lrelatives or even strangers. Such students are usu-
ally or.ally fluent in their first language, but due to limited or interrupted
schooling, they may not be fully literate in that language. These students
have learned Enghsb l_ay being suddenly immersed in the language and cul-
ture of the U.5. SPec1f1cally, they have acquired English principally through
their ears: They listened, took in oral language (from teachers, TV, grocery
clerks, friends, peers), and subconsciously began to form vocabulary, gram-
mar, and syntax rules, learning English principally through oral trial and
error.

Usually, these students have graduated from U.S. high schools, have had
some tutoring—often fragmented—in ESL “pullout” programs when they
first entered school, and have been accumulating U.S. culture for a number of
years. They have relatively developed English oral fluency and listening
skills, and they understand the slang, the pop music, the behaviors, and the
“cool” clothes of the schools they attend. Their background knowledge of life
in the U.S. is, in many cases, both broad and deep: Their personal experiences
have made them familiar with class structures and expectations; they have
opinions on current controversies and issues; and they recognize cultural ref-
erences to, for instance, television programs, cartoon humor, and advertising.
However, their reading skills may be hampered by limited understanding
of the structures of the English language, and/ or a lack of literacy, and/or lack
of reading experience. Their writing displays the conversational, phonetic
qualities of their “ear-based” language learning, as well as the use of their
self-developed language “rules” that may, upon examination, prove to be
overgeneralized or false. Below is a writing sample from a Vietnamese stu-
dent that is typical of the writing done by many U.S. resident students. The
in-class essay was written in response to a written text (about students hav-
ing jobs while in college) during her first day in a first-year university com-

position course.

The main ideas of the Article is saying that because of working while go-
ing to School reduces the G.PA. of students. Some of the Reasons while
students gettings jobs is because of Advertisements and personnal luxu-
ries that the students needed during School.

What the Article is saying is true about students getting lower grade in
school, while working. But if we try to put strict rules on College curric-
ulas and stopping Television advertising, it wouldn’t help much. Because
almost all students know what they're doing to themselves. Students are
awared of the lower grades they're getting but there are more to it, then
just because of Work. I agree, that when you get a job, your hour of
studying reduces. After coming home from.work you ﬁeﬁ.tlred and only
wanted to put School words aside. I have this experiences in the past my-
self. It does reduced my G.P.A., but I’'m not blaming it on T.V. advertis-

ing or anything else.

areas of error bear examination here. First, there are nu-

Three general -
verb endings, plurals: note the underlined

merous mistakes in inflection (e-g-,
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might occur because the student’s first lan,
c:jrsas English i and Vietnamese does n; hay,
A ) Consequently, the student Might Ques,

lural -s to grade or work, and migljf not SUSPQFt that are
tion whether o add L he second sentence. In addition, even if the st
is needed before getfing in t el'ish it's quite possible that subject-verb aor,
leri Tiad Bear fitores 16 Erlgfull ’deveIOPEd concept, NOr agreement betwgq,
ment in English may not be Ry d nouns. These errors may therefore p.
demonstrative pronouns (his/thaf) an ill learn and prod
5 " (i.e., with practice, the studeﬂt_ wi PToduce the
development (f, Fo,s:i\ﬁzed" (i.e., the student will have to unlearn the deeply
;(C);f;te 35:53) ;:acticed error, then relearn the correct form, a more difficy};
ime- i rocess).
and Enilse;:;s:bﬁ,nﬁoaever, )that many of the verb tense errors c?ccur more
from “ear-learning” than from first-language .transference. That is, ber:aUSe
the English verb tense system is complex—a single sentence, and Certainly a
single paragraph, may contain several verb tenses—and because these stu-
dents have listened to the language rather than studied it, they may not even
recognize the mistakes. Moreover, because the mistakes they make may not
have interfered with their ability to communicate orally, they may have struc-
tured rules for verb use that will seem idiosyncratic to the teacher. Think, for
example, of a sentence a student in my class wrote recently: The students are
taken their time. Then try reading the Vietnamese student’s paragraph (p.77in
this volume) aloud, attending to the possibility of slurring or unstressed final
syllables that are not articulated, and thinking about how this student may
have learned her verbs.

Second, the student has made some vocabulary mistakes and has used
some idiomatic expressions (correctly or incorrectly) that indicate her immer-
sion in US culture (see the italicized words and phrases). During a confer-
ence, this student indicated that she had never noticed the word why; instead,
she thought that why and while were the same word (while) with different

meanix}gs_because the I in while is not pPronounced. “Like lot of English
words,” she said. Idiomatic Iangua

words).2 Some of these €IT
i i inflecte

uage is not highly 1 .
z;guxiliary verbs (to be, to have, did/doe
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Finally, the seemingly arbitrary capitalization needs analysis. When 1
asked the student why she capitalized Article and School, she told me that she
had learned that all nouns had to be capitalized. Of course, she did not know
very much about nouns, but she did her best. She had later added the (cor-
rect) rule about capitalizing “I,” though she found that English rule peculiar
and int.ir.nidating because capitalizing “I” made her “stand out too much” in
her writing,.

INTERNATIONAL STUDENT WRITERS

At the opposite end of the continuum from U'S. resident ESL students are in-
ternational students who have chosen to attend postsecondary schools in the
U.S., in much the same way that U.S. college students spend a semester or a
year “abroad.” Many of these nonimmigrant, visa-holding students come
from relatively privileged and well-educated backgrounds. They are literate
and fluent in their first language, and they have learned English in foreign
language classes. That is, they have learned English principally through their
eyes, studying vocabulary, verb forms, and language rules.

These students know, understand, and can explain English 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, nonnative
English-speaking teachers, and the culture shock that comes from being im-
mersed in a foreign culture, the language of which sounds like so much
“noise,” so different from their studied English language. Their writing skills
are often also limited because their prior English education has not provided
opportunities for composed writing, preferring instead exercises in written
grammar or answering reading questions in single sentences (Leki, 1992). Be-
low is an e-mail from a native Spanish speaker who has spent some time in
the past studying in the U.S., but who is now in his native country, Chile.

Dear Rolf Turner:

Thanks you in asking my question.

In memorian I am study models of regression and multivariates data for
my tessis academic deductive in productivity and quality “just and time”
in management industrial, (my carrer) in complc?xity with n variables
incidents operationals and costs, this new study is cassgal,_ and impor-
tant help for our country chile and United States of America in potentials
management strategic. Before studied T.U. industrial control my inves-

tigation in data standars in control of qualyty final in cocesa (cobre cer-

rillos s.a. chile) associate with Phelps Dodge in EEUU. I am not expert in
statisticals but know ideas in mejority methods productivity multivari-

ates in industries.
We might investigate three major areas of language error in this sample.

First, interference from this writer’s first language is visible in the false cog-
nates: words that are close (but not exact) in meaning and used in both Spanish
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and English (underlined in the paragraph). For example, en .me)‘nonan]means to
remind you in Spanish. In addition, the boldfaced phrases indicate t1]e L o
Spanish word order, in which (1) the adjective follows the noun (qzm-yfy Sfinal
instead of final quality), and (2) adjectives in Spanish are appropriately inflected
(operationals incidents, a plural adjective for the plural noun).

Next, the structure “Before studied . .  also demonstrates the transfere.nce
of Spanish rules into English. Spanish allows a subject n(?t to be named in a
sentence if that subject is understood. Finally, the writer gives three exc?n?ples
of English use that demonstrate a lack of understanding about U.S. idioms
and culture. He uses asking for answering; instead of writing Thank },/O”, for or
Thanks to you, he writes Thanks you; and he attempts an idiom (just i1z time) —
which may well be an “ear error” gained during his earlier U.S. studies.

CAVEATS: BETWEEN THE EXTREMES

Between the two ends of the continuum are immigrant students whose fami-
lies have chosen to come to the U.S., and/or whose education in their first
language has been substantial, and/or whose first language may not have a
written language, and/or who may have studied English as a foreign language
for a relatively limited period of time before they arrived in the U.S. Also along
the continuum are international students who have come to the U.S. to study
because they have not been successful in their own educational systems,
and/or whose study of both their first language and English has been limited.

There are also differences within the differences: parental attitudes to-
ward education that include the belief that women should not attend college;
a prior education system that values rote memorization and/or teacher-
centered classrooms in which students do not participate orally; a culture
that values reflective thought or cooperation above the analysis and competi-
tion valued in many U.S. classrooms. And there are individual student dif-
ferences in personality, learning styles, learning strategies, and motivation
(Reid, 1993, 1995).

Finally, more caveats about this chapter. First, I need to point out that
although this chapter focuses on linguistic and rhetorical writing problems,
some ESL student writing will equal and surpass writing by native English
speakers (NES). Many ESL writers will have little need of English language
development; their writing problems may differ from NES writing prob-
lems in type, but the quality or sophistication of the writing may well be
comparable.

I also need to distinguish between generalization and ste

reo . In thi
chapter, I discuss two general kinds of prben tis

students; 1 write about ical b-
lems of students from different language and cultural baCkgrglfld: II—)II(.)OW_

ever, | am keenly aware that while many stereotypes begin with a grain of
truth, individual students differ widely in their educational backgrounds
their unique approaches to learning, and their levels of proficiency. Thate-
fore, it is essential to approach each student as an individual, and tg 1 dentify
each student’s needs.
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INITIAL IDENTIFICATION

For the teacher of an ES[, writer, discovering whether that student isa U.S.
resident or an international student is the first step in identifying the stu-
dent’s needs and formu]ating an assistance plan. The process is simple: Ask
the student for background information so that appropriate resources and
support for the student can be recommended. Sample questions that might
be asked via a written Survey or an oral interview (whichever is best for the
student’s English language proficiency and comfort level) include those
listed in Table 1.

It may also be important to discover more background information

about the ESL writers, Follow-up questions for resident and international
students alike are included in Table 2.

TABLE1. Sample Survey/Interview Questions to Identify ESL Student Writer’s
Language Background

1. Is English your second (or third or fourth) language?
* What s your first language?

* List your previous schooling

* inyour first language: grade through grade __
total years
+ in English: grade through grade __
total months/years __
2. Did you graduate from a U.S. high school? Yes ___ No ==,
3. If the answer to the last question is
No Yes
(Usually indicates an international student) (Usually indicates a U.S. resident)
* TOEFLscore _ * high school attended
* TOEFL section scores: * graduated in what year
listening * ESL classes taken
structure/written expression ___ hours each week
reading ingrades____to
TWE * was your first language
* full-time English language study: schooling interrupted?
Yes No__ Yes No__
If yes, where? If yes, how long?
how long? * fluency in first language (high,

medium, or low)
speaking & listening
reading

writing
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dent Writers
TABLE 2. Sample Fol]o'w-Up Questions for ESL Stu

1. How did you learn English? some alittle  none

a lot

studying grammar

* listening to English speakers

* practicing with language tapes
* reading English literature

* watching U.S. movies

* watching U.S. television

¢ other:

2. How would you evaluate your English language proficiency?
excellent  very good  average  poor

speaking
* listening
* reading

* writing

e grammar

U.S. RESIDENT ESL WRITERS

Investigation

Resident students may provide more complete information if the surveys

are administered orally, allowing the students to use their English speaking

proficiency. Results of the surveys will differ according to studenis’ prior ex-

periences. For example, a U.S. resident who has studied several years in U.S.
- h 1 3 ." -

public schools, and who has had constant language support through an ex-

cellent ESL program, will pro.bably have the necessary skills to succeed in

English prior to arrival p
L : : o arrival, may
have a combination of international and resident erroré3 that mak l{ltioﬂs
to writing problems more complex. GRRTERSE A
Moreover,

ugf € camps, and the like) may also be
tug 1arlguage 1earning that impact their
€nts who have attended U.S. schoo’s

(perhaps unconsciously) language “pyjex 7 .Y fluent, they have developed

» S0me of which must be identified
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unlearned,. and relearned if they are to become successful academic writers. In
the meantime, they are saddled with prior experiences of failure, and their
reading as well as their writing skills may be limited.

Assistance

U.S. resident students have many resources for assistance on college or uni-
versity campuses. First, they have direct access to federally funded student
programs on the campus for help and tutoring (and perhaps test accommo-
dation) in writing, reading, and math. The student (or the teacher) can con-
tact those offices for short- and long-term assistance, and the teacher can
require that the students seek this assistance. Often the support offered by
these offices provides the necessary scaffolding and encouragement that resi-
dent students need to achieve successful learning experiences.

It is possible that the campus personnel are not adequately trained to help
ESL writers, but that training is available through the college or university in-
tensive English language program, the English Department, or through writ-
ten materials. The books and articles in Table 3 will prove helpful resources
for teachers and tutors. In addition, teachers or tutors who need information
about the rules of English grammar might consult the resources in Table 4.

TaBLE 3. Resources for Teachers and Tutors

* Bates, Linda; Lane, Janet; and Lange, Ellen. 1993. Writing Clearly: Responding to
ESL Compositions. Boston: Heinle & Heinle.

* Carson, Joan, and Leki, Ilona (Eds.). 1993. Reading in the Composition Classroom.
Boston: Heinle & Heinle.

* Connor, Ulla, and Kaplan, Robert B. 1987. Writing across Languages: Analysis of
L2 Text. Reading, MA: Addison-Wesley.

* Fox, Helen. 1994. Listening to the World: Cultural Issues in Academic Writing.
Urbana, IL: National Council of Teachers of English.

* Johnson, Donna, and Roen, Duane. 1989. Richness in Writing: Empowerins ESL
Students. New York: Longman.

e Kroll, Barbara. 1990. The rhetoric/syntax split: Designing curriculum for ESL
students. Journal of Basic Writing 9 (1), 40-55.

* Kroll, Barbara. 1991. Teaching writing in the ESL context. In Teaching English as
a Second or Foreign Language (2nd Ed.) (Marianne Celce-Murcia, Ed.), pp.
245-263. Boston: Heinle & Heinle.

* Leki, Ilona. 1992. Understanding ESL Writers. A Reference for Teachers. New York:
St. Martin’s Press.

* Li, Xiao-Ming. 1996. “Good Writing” in Cross-Cultural Context. Albany: State
University of New York.

* Reid, Joy. 1993. Teaching ESL Writing. Englewood Cliffs, NJ: Prentice Hall-
Regents.

* Scarcella, Robin. 1990. Teaching Language Minority Students in the Multicultural
Classroom. Englewood Cliffs, NJ: Prentice Hall.
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mmar Resources

1989. [mproving
CA: Wadsworth.

Applicd English Grammar. Boston:

TabLE 4. _English Gra the Grammar of Written

« Byrd, Patricia, and Bensor, Beverly.t
English: The Editing Process. Belmont o
* Byrd, Patricia, and Benson, Beverly. 1992.

Helnle felieitle Freeman, Diane. 1998. The Grammar Book-

¢ Celce-Murcia, Marianne, and Larsen- . House.
An ESL/EFL Teacher’s Course. Rowley, MA: Newbury

.y Dimensions: Form, Meaning, and
. _Jan, and Eyring, Janet. 1993. Granm'u Lo ;
Illlr:g’d(gssgk{?:uf). (DiZne Earsen-Freeman, Series Ed.) Boston: .Hemle & Heinle.
e Master, Peter. 1996. Systems in English Grammar: An Introduction for Language
Teacher’s. Englewood Cliffs, NJ: Prentice Hall-Regents.

INTERNATIONAL STUDENTS

Investigation

In contrast to US. residents, many international students can provide the
teacher with actual data that will help analyze their writing problems. Most will
have taken the TOEFL (Test of English as a Foreign Language), an examination
that is required for admission at most U.S. colleges and universities. At pres-
ent the test is a multiple-choice examination designed and administered
world-wide each month by the Educational Testing Service (ETS), the same
educational corporation that administers the SAT, GMAT, and LSAT. An over-
all TOEFL score of 550 or above often indicates that the student is ready for
full-time postsecondary work; a score below 500 usually indicates that the stu-
dent should be taking intensive English language courses.

TOEFL SeC'i:iOI.‘l scores can also be quite revealing. The three section scores
OE- ltlhe EOEFL indicate general prf)ficiency in listening, grammar, and reading
skills; those scores are reported in double digits, but by adding a zero to a

section score, you can compare it with the overall TOE 4
: FL >, For e le,
a section score of 55- 550 indicates that a student il
ficiency in that language skill. However, while
S backgr;:}und's ay have similar overall TOEFL scores, their section
scores may ditrer, INdICfltlng potential problems in U S clas . For instance
Eftellm Asian studejnts v‘vﬂl score well on grammar anc{ r'eadijeb. o1 1—;5 580),
ut less we.ll on l}steru'ng skills (e.g., 45~ 450). These stud g (€80 [ t(;
keep up with university reading assignmen udents may be able

ts, but they may have problems

has adequate language pro-
students from different lan-

blems ¢o :
. m
summarizes TOEFL examination scoregletmg r

Several times a year, the Te
; st i
TOEFL exam; the TWE is g direc " Hitten English (TWE) is added to th

holistically by experienced writi
: . ritin
California. The maximum score ig teachers gt large s

eading assignments. Table 5
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TaBLE 5. TOEFL Examination Scores

Typical Admission Scores at LLS. Colleges and Universities®

Undergraduate Students Graduate Students

Unconditional Admission 525 550
Provisional Admission 500 525
Sample TOEFL Section Scores

Listening 55- 550 (Add a zero to
Grammar 50~ 500 compare with
Reading 45~ 450 overall TOEFL

score)
Overall TOEFL Score (average of three section scores) - 500

Test of Written English (TWE)

* administered with the TOEFL exam several times a year
* scored from 1 to 6 (including 1.5, 2.5 etc.)

* typical admission TWE score: 4 to 4.5

“The Educational Testing Service does not provide recommended admission scores for the TOEFL.
Rather, it encourages admissions officers and department faculty to set those scores at individual campuses.

that the student can do postsecondary written work.? Scores lower than 4
suggest that those students may need intensive work in U.S. academic writ-
ing. Unfortunately, many international students will not have a TWE score,
either because it is not offered on every TOEFL examination or because they
chose not to take it. And many postsecondary institutions still co not require
the TWE as a viable admissions tool.

Another variable in international students’ preparation may be atten-
dance in an intensive English language program, either prior to their arrival
in the US. or in a U.S.-based program. If students have studied ESL in the
U.S., they may have encountered the rhetoric of academic English writing
and so may be relatively proficient in presenting written ideas; the concepts
of topic sentence, supporting detail, and essay structure may be familiar to
them. For students who have studied English prior to their arrival, even in-
tensively, the rhetorical principles of academic writing may not be informa-
tion that they have encountered, much less practiced (Leki, 1992).

Assistance

Generally speaking, international students are not eligible for federal assis-
tance although some colleges and universities do not discriminate (or simply
do not know the differences between the two types of students). However,
international students who have had prior experience with an intensive
En-glish language program on or near the campus have access to previous
teachers in that program, and those teachers have knowledge of other cam-
pus options. In addition, because of their prior English language study, inter-
national students are usually capable of using a handbook or a dictionary to
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TaBLE 6. ESL Handbooks*

e Asher, Allen. 1993. Think about Editin
Writers. Boston: Heinle & Heinle.

¢ Byrd, Patricia, and Benson, B.everly. 1994. P
Writers. Boston: Heinle & Heinle.

¢ Fox, Len. 1992. Focus on Editing: A Grammar

New York: Longman. o . ,
e Heinle & Heinle. 1996. The Newbury House Dictionary of American English.

ge, Ellen. 1993. Writing Clearly: An Editing Guide. Boston:

g: A Grammar Editing Guide for ES|
roblemy/Solution: A Reference for Eg;

Workbook for Advanced Writers,

» Lane, Janet, and Lan
Heinle & Heinle.
¢ Raimes, Ann. 1992. Grammar Troublespots: An Editing Guide for Students (2nd
ed.) Englewood Cliffs, NJ: Prentice-Hall Regents.
a0f course, the resources for teachers and students listed in Tables 3 and 4 are also relevant for

teachers of international students and those students themselves, and the handbooks listed here (Table )
may be used with success by some U.S. resident students.

check their errors and to expand their knowledge of English grammar and
mechanics. However, because handbooks for native speakers of English do
not address ESL problems effectively, I suggest the resources in Table 6.

ALL ESL STUDENT WRITERS

Other campus resources that are available to all ESL student writers (and
usually assist students free of charge) include the campus writing center (or
writing laboratory). The writing center is a valuable resource that will sup-
port ESL writers throughout their postsecondary careers, so students should
be encourfaged to investigate and use this resource. Moreover, paid tutors, of-
ten accessible through the international student services /education office, the
intensive English language program, or the MA TESL/TEFL program, can
provide necessary support for ESL writers, F

NES friends can also serve as editors and la

and Bosher, 1992). I advise my ESL students about
such assistance:

nguage informants (Healy
appropriate approaches

Never expect a friend to write, revise, or rewrite you

* Sit with your NES friend and learn f e
« Identify specific problems,

« Ask specific questions,

« Draw conclusions and learn!

rom him/her,

* Ask politely for assistance; don’t demand

 Offer a friendly trade, such ag
« pizza for proofreading, or
+ sharing language and cultural informatj
e Give thanks with a smile, on
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TABLE 7. ESL Writing Textbooks

o Leki, llona. 1995. Academic Writing: Exploring Processes and Strategies (2nd ed.).
New York: St. Martin’s Press.

o Mlynarczyk, Rebecca, and Haber, Steven. 1996. In Our Own Words: A Guide
with Readings for Student Writers. New York: St. Martin’s Press.

o Reid, Joy. 1988. The Process of Composition (2nd ed.). Englewood Cliffs, NJ:
Prentice Hall-Regents.

* Spack, Ruth. 1996. Guidelines: A Cross-Cultural Reading/Writing Text (2nd ed.).
New York: St. Martin’s Press.

« Swales, John, and Feak, Christine (1994). Academic Writing for Graduate

Students: A Course for Nonnative Speakers of English. Ann Arbor: University of
Michigan Press.

« Weissberg, Robert, and Buker, Suzanne. 1990. Writing Up Research: Experimental

Research Report Writing for Students of English. Englewood Cliffs, NJ: Prentice
Hall-Regents.

It is, of course, possible for ESL students to abuse the help from friends; teach-
ers may question how much of the draft actually “belongs” to the student.
While the issue is real, the pedagogical aim is valid, and safeguards can be
instituted to check for ESL student involvment:

* briefly conference with both the ESL student and the NES friend near the be-
ginning of the semester to ensure that both fully understand the process;

* assign frequent in-class writing (formal and informal) to discern whether the
ESL student is actually learning;

* require the student to write regular memos to the teacher describing the
friendly tutoring sessions, identifying and evaluating the changes made, and

* journal/learning log entries analyzing what was learned during the tutoring
sessions;

s ask the student to write a memo on the final draft that describes the changes
made from previous drafts.

Finally, for the many resident and international student writers whose
rhetorical background is limited, the resources cited in Table 7 can help.
First-year composition textbooks for NES writers may not address the
differences in rhetorical presentation of materials between ESL students’
cultural /educational backgrounds and U.S. academic prose. However, there
are materials written for ESL writers that explain U.S. academic rhetoric and
provide adequate practice for the students.

CONCLUSION

The discussion in this chapter does not mean to suggest that ESL student writ-
ers are any less capable cognitively than other postsecondary students. Indeed,
learning and using a second language, attending and participating in classes in
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i ith di t linguistic, rhet
iti dience with differen , thetor.
another language, and writing for an au ! gt
ical, and cuigturgl expectations are extremely challer;glrsﬁatjs imematﬁ)‘;:i ESL
students are not typical “basic writers”; for example, y St

dents” educational backgrounds have provided thenll Vt—:(t;[hr?':;b\,s\:}igtrl gr?-m-
mar and reading skills, and they are often sucFes§fu S .f.e Al avcelr ine
coping skills. They need information and practice In Specttic ; © la C?_ =g
prose such as content and organization. Many UsS. res1dent5_ PO ln'u'ted
(and often incorrect) ideas about English grammar and wrltierT communica-
tion. Yet they may have significant cultural background from their prior school
experiences, and their bicultural, bilingual lives make them unique.

NOTES

1. For more information about student learning styles, including information about cultural
differences and lesson plan development, as well as several learning sty]es_mstruments, see Learn-
ing Styles in the ESL/EFL Classroom (Ed., J. Reid, 1995). Boston: Heinle & Heinle. .

2. Each of these comments has been taken from Teaching English as a Second or Foreign Lan-
guage (Ed., M. Celce-Murcia, 1991, 2nd Ed.). Boston: Newbury/Heinle & Heinle.

3. For a thorough discussion of grammar clusters in U.S. academic writing, see Chapters 2-4
in Grammar in the Composition Classroom: Essays on Teaching ESL for College-Bound Students (Byrd &
Reid, 1998).

4. Each of these samples is taken from one of the four textbooks in the Looking Ahead series
(Series Eds., Joy Reid and Patricia Byrd, 1998). Boston: Heinle & Heinle. The explanations and

grammar exercises have been taken from Applied English Grammar (Patricia Byrd and Beverly
Benson, 1992). Boston: Heinle & Heinle.
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