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ABSTRACT 

ESOL (English for speakers of other languages) community college students 

enrolled in a required writing course were introduced to contrastive rhetoric to assist 

them in making connections between their first languages (LI) and English to enhance 

their writing. Students wrote a paragraph in their first language and then compared the 

experience to writing in English. I asked them to investigate specific cohesive devices, 

comparing how each device functioned in English with how it might function in LI. The 

research was focused on the question What cultural and linguistic capital do students 

bring to the writing class, and what is the relationship of this capital to dieir English 

writing? A group of seven multilingual students firom Pakistan whose LI was Urdu 

participated in the study. My methodology, based on teacher research and a case study 

approach, included four data sets: questionnaires, first drafts of the participants' formal 

writings, group interviews, and guided student investigations into cohesion and 

contrastive rhetoric. The results indicate that the students' writing, which was not highly 

rated by a panel of native English speakers, had few problems with cohesion and also 

few characteristics that might be traced to the influence of Pakistani English. Instead, 

mistakes in conventional English grammar and a perceived lack of content development 

were what influenced the raters. Implications for future research include a suggestion of 

how colleges and universities may benefit the increasing nimibers of students who are 

users of World Englishes by valuing the linguistic and cultural capital they bring to the 

classroom. 
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CHAPTER 1 

INTRODUCTION: "LEARN DIFFICULT ENGLISH LANGUAGES" 

Research Questions 

In order to achieve proficiency in writing, ail writers must successfully deal with 

the writer's process and aspects of content, audience, purpose, word choice, organization, 

mechanics, syntax, and grammar (Raimes, 1983, p. 6). Any one of these areas may pose a 

variety of problems for college students, particularly when they are writing in a language 

that is not their mother tongue. College students learning to write in a second language 

are learning composition as well as language, each a complex undertaking. I will use the 

term ESOL'—English for speakers of other languages—to refer to these students. 

Writing classroom practices often fail to address the needs of ESOL students 

(Silva, 1993). Traditionally, composition studies have been separated from the field of 

language acquisition research (Matsuda, 1996), and college classrooms rarely, if ever, 

acknowledge students' bi- or multi-lingualism. The question of ignoring, or even 

devaluing, ESOL students' mother tongues has many social, cultural, political, and 

linguistic implications that are problematic for teachers and students. To begin to remedy 

this situation, one thing that composition teachers—both ESOL and "mainstream" (for 

' The term ESOL is preferred to ESL (English as a second language) because ESOL 

acknowledges that English is not necessarily a second language—it may be a third, 

fourth, or fifth—and that English is not more important (i.e., second only to the mother 

tongue) than the other languages a student knows. 
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lack of a better term)—can do is acknowledge first languages (Lis) in the writing 

classroom, and then use them as cultural and linguistic resources. 

Based on the above. I developed the following research questions: 

What are international students' expressed understandings about the role 

of their first language in a U.S. community college required writing class? 

I invited my students to write in their first languages (LI) and asked them to compare the 

experiences of writing in LI to writing in English. Then I asked them to compare the 

texts of their LI and English writing in general ways and also with a focus on cohesion. I 

chose cohesion as an area of study because the cohesion of texts written by ESOL 

students is often perceived by native speakers of English (NSE) readers as lacking, due to 

missing or inappropriate use of identifiable cohesive devices. The primary question 

included the following sub-questions: 

(1) How do students respond to cohesion analysis as they compare languages? 

(2) What are student opinions of contrastive rhetoric? 

(3) What cultural and linguistic capital do students bring to the writing process, 

and what is the relationship of this capital to their English writing? 

However, as 1 began to gather and analyze the data, I discovered that the primary 

question and the first two sub-questions were not usefiil for the group of participants I 

had selected. Fluent bilinguals in English and Urdu, my participants had all gone to 

English medium schools from Kindergarten through high school. So even though Urdu 

was their LI and they had learned English subsequently, they had begun to speak English 

in the home; their acquisition of English was similar to that of native speakers. Due to 
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their life-long use of English, they saw no need to compare it to Urdu. Furthermore, I 

learned that English is well established ui Pakistan and used there for business, education, 

and government. What might be the relationship of the English my participants used in 

Pakistan to American academic English? As a result of these preliminary findings, 1 

developed a new primary research question: 

What cultural and linguistic capital do selected multi-lingual Urdu-speaking 

students from Pakistan bring to the writing class, and what is the relationship of 

this capital to their English writing? 

The basic design of my project followed a pilot study completed by Martin 

(1992), described below in the methodology section, though I would carry out the 

research in my own community college classroom. First, I introduced the basic concept 

of contrastive rhetoric (CR) to my first-semester international writing class as it applied 

to the classroom: whole texts written by students in their Lis may be compared and 

contrasted with English texts written by the same students or by native speakers of 

English. Then I invited students to write a short composition in their Ll. Afterwards, 

students wrote on a similar topic in English and, finally, wrote a journal comparing the 

two writing experiences. I hoped that their comparisons would result in their increased 

metalinguistic awareness of textual similarities and differences between their Ll and 

English, leading all students to strengthen the ways their Ll strategies might support 

English, or possibly to discover areas in which they had made faulty assumptions in their 
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English writing. The class carried out several classroom investigations into cohesive 

devices. 

My research was substantially informed by the contributions of my students. As 

Auerbach (1993) wrote, educators need to reconceptuaiize "the notion of expertise to 

legitimate the knowledge and experience of nontraditional experts from the communities 

of the learners" (p. 9). 

Furthermore, according to Auerbach (1993), unexamined adherence to the 

traditional and common sense practice of using only English in the ESOL classroom is 

not as common in England and Australia as it is in the United States. The English-only 

approach highlights the political nature of English instruction and the power hierarchy 

inherent in U.S. classrooms (Auerbach, 1993). The National Council of Teachers of 

English (NCTE, 1999) sent out a resolution to all members on the question of diversity 

acknowledging that U.S. schools' language arts programs often lacked curriculum to 

reflect cultural diversity including non-oative speakers of English (NNSE), immigrants, 

and other marginalized populations. "While majority rule and consensus reflect the 

appearance of democratic practice, they often do not seriously incorporate the voices and 

lived experiences of particular groups and individuals, and therefore often reproduce the 

dominant culture rather than questioning and transforming it" (NCTE, 1999, p. 1). This 

resolution, which called upon English language arts teachers to resist "racism... 

Eurocentrism, the privileging of English...and other forms of domination" (p. 1), was a 

sign that nationwide, change is beginning to occur. On the other hand, the anti-bilingual. 
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English-only mood of many state legislatures today is a more conspicuous sign that 

change is not to be taken for granted. 

Another consideration is that the relationship between LI and L2 (second 

language; L2 refers to English in most ESOL research done in the U.S.) writing 

proficiency is not completely understood or agreed upon. All students possess a wealth of 

LI knowledge, whether or not they are aware of it. Regardless of how the students 

themselves or outside experts might rate their LI writing abilities, students' Lis must be 

viewed as a resource rather than a problem (Ruiz, 1984). I hoped the investigation of 

cohesion would allow students to discover their LI knowledge and that working in 

groups, students with the same or different first languages could share this knowledge 

with each other. 

Background of the Study 

For the past four years, I have been teaching WRT 107, Writing I for International 

Students, the first semester of two required ESOL fireshman composition courses at Pima 

Community College in Tucson, Arizona. The goal of the course is to teach students to 

understand and to write the rhetorical modes of description, exposition, argument, and 

narrative. The course is based on the idea that students need to be taught the basic forms, 

content, and writing styles that may expected of them in academic settings; in order to be 

competitive at U.S. colleges and universities, students must conform to those institutions' 

expectations (Belcher & Braine, 1995). Therefore, one of the goals of WRT 107 is to 

teach students to write in U.S. academic style, to do research and documentation in the 
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U.S. manner, and to begin to write analytically, moving away from writing about 

themselves and towards writing from outside sources. They are also taught how to 

combine their own thoughts and opinions with these outside sources and the thoughts and 

opinions of classmates. The concept of writing in order to learn is also included in the 

course at each instructor's discretion. 

My students are good at understanding and producing the rhetorical modes taught 

in WRT 107, but most of them worry about grammar and syntax at the sentence level. 

However, even gaining control of grammar and syntax, or having a friend or tutor make 

corrections, does not mean that their writing will be acceptable to native speakers of 

English (NSE) readers, specifically the college and university faculty who will evaluate 

these students throughout their academic careers. Writing that sounds awkward or 

unnatural because it does not meet NSE readers' expectations will not be highly rated. 

Such writing needs to be examined at the discourse level (Martin, 1992). 

Two separate but related elements of how sentences are arranged at the discourse 

level can be isolated from the complexities of writing: these are coherence and cohesion. 

Coherence means that a text makes sense to the reader; coherence studies, which in the 

past have focused on text, have more recently begim to explore the relationship between 

text and reader (Cormor, 1996). Cohesion, less global than coherence, refers to "explicit 

linguistic devices to signal relations between sentences and part of texts" (Connor, 1996, 

p. 83). These cohesive elements, which may be words or phrases, guide readers as they 

make connections between what they have aheady read and what they are about to read. 
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For example, the word therefore aids readers in predicting a causal relationship; the word 

becausQ signals a reverse causal relationship (Halliday & Hasan, 1976, p. 260). 

In my classes, some students write with what they feel is cohesion and thus do not 

perceive any lack of coherence (Connor, 1996, has other examples); this is largely what 

Rita (all names used are pseudonyms selected by my students when they signed their 

consent forms), a student in ray class from Mexico, did in the following paragraph she 

wrote in her weekly WRT 107 journal: 

My goal is to become a good writer. For me, writing is a form of art, which 

connects feelings, experiences, and mind. Very few writers are able to make us 

concentrate into what they try to tell us. A writer must be a person who has 

knowledge in life but does not brag about it. It is very unpleasant to read an 

author who constantly talks about himself. (Rita, Mexico, Journal Entry) 

Rita's sequential progression and use of superficial cohesion created too many 

different sentence topics; as a result, she did not refer to or develop her original idea, 

resulting in a lack of coherence for the native speaker of English (NSE) reader (Cormor & 

Farmer, 1990). As the instructor, I might say that she had wandered away from her topic, 

but Rita told me that in Spanish, she could say whatever she wanted and could include 

lots of interesting examples. When writing in English, by comparison, she said that she 

had to stick to the point and leave out all those interesting details. Rita would benefit 

from an investigation into her cohesion methods in order to show her how cohesion and 

coherence work together and how they work in English. Analyzing the coherence of her 

writing by looking at the way her sentences relate to each other and to her whole text. 
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while acknowledging the beauty she sees in Spanish and how styles of languages may 

differ, should benefit her development of academic English. 

Some studies have suggested that non-native speakers of English (NNSE) writing 

in English do not use approaches to coherence or specific cohesive devices in the same 

manner as NSE do. For example, based on their knowledge of Arabic, Arabic writers 

may favor coordination, and thus coordinating conjunctions, over subordination when 

writing in English (Reid, 1993). In English, however, use of subordination is viewed as a 

sign of good writing while excessive coordination is not. 

For purposes of comparison, here is an excerpt from my student Annie, from 

Vietnam, who had good coherence and cohesion; her grammar was what made her 

writing unacceptable to NSE readers. The following is from the conclusion of her inquiry 

project entitled "Learn Difficult English Languages." 

I feel so sad for those student who will be back their country. They fail to 

learning English. I don't understand why did they come to American to learn 

English and they fail, but they will be get better job in their country even with 

bad grade? (Annie, Vietnam, Inquiry Project) 

Armie was unaware of the specific reasons her cohesion strategies were successful. If she 

were guided to analyze her writing, she im'ght be able to use this knowledge whenever 

she needed it, in addition to her intuition. She also might be able to explain to another 

student—particularly a speaker and writer of Vietnamese—how she achieved cohesion in 

English. 
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But unlike Annie, most of my college students have some difficulty—from 

occasional to persistent—with cohesion, accompanied by a greater or lesser loss of 

coherence. They know from experience that writing an essay requires more than correct 

grammar. The English classes students have taken, whether here or in their home 

countries, have often focused on the grammar and syntax of single sentences, whether 

written or spoken. Thus, students are not accustomed to using connecting words or other 

cohesive elements, for example pronouns or the definite article (Raimes, 1983, p. 53). 

Raimes found that ESOL students frequently misimderstood the elements of cohesion in 

particular. 

In many cases, a lack of cohesion makes the writing sound awkward or abrupt but 

does not result in a loss of coherence. In other cases, the loss of coherence is apparent; 

here are some excerpts from past semesters in which students made unclear steps of logic 

or even seemed to contradict themselves. Espoir worked on a definition of interesting for 

a formal paper: 

I have to notice that something bad can be interesting too if you want to be 

curious. We all enjoy to have fun. So things we do to have fun are interesting for 

us. (Espoir, Togo, Draft of Formal Paper) 

In a journal, Frankie commented on his writing habits: 

Regularly, I don't write. I don't think I ever write as a hobby or for pleasure. 

Sometimes late at night when I can't sleep, I find myself writing stupid little 

rhymes or make up words for songs. (Frankie, Mexico, Journal Entry) 



21 

And this was Ahmed's answer when asked what kinds of writing he liked and didn't like 

to do: 

I hate writing long essays like 900 words especially when the topic of the essay 

doesn't need 900 words. I love writing because it lets me express my ideas and 

thinking in an organized way. So, it organizes my thinking. (Ahmed, Saudi 

Arabia, In-Class Writing) 

The students' meaning was clear in their complete essays, but in some paragraphs 

their meaning was not clear. At the paragraph level, a focus on cohesion could show them 

why their writing was confusing. Perhaps ESOL students frequently have difficulty 

mastering cohesion in English writing because "what they have been offered, if 

composition texts are any reflection of our teaching strategies, are lists of cohesive 

devices categorized according to function" (Zamel, 1984, p. 111). Students may not have 

been properly taught the relationships that these words and phrases signify. Lists of 

transition words and drills or exercises out of context do not enable students to 

understand the relationships between sentences. "Rather, improving ESL [English as a 

second language] proficiency at this level seems to require instruction that fosters 

understanding of intersentential meaning, relationships between sentences, and how to 

use connectors so that accurate, coherent, and rich mental models can be produced" 

(Goldman & Murray, 1992, p. 518). 

In order to begin to foster this understanding, the first step I took in planning my 

curriculum was to have my students investigate how they handled cohesion in their LI. 

After they had identified some of their own strategies by analyzing their own LI writing. 
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they might see how their LI approaches could usefully relate to their writing in English. I 

would ask them whether or not their LI provided similar or different ways of creating 

cohesion compared to English. Working in small groups, students could then determine 

to what extent they were applying, or perhaps misapplying, the same strategies in 

English. 

Cohesion, a semantic relationship, is a universal property of languages. "Cohesion 

occurs where the interpretation of some element in the discourse is dependent on that of 

another" (Hailiday & Hasan, 1976, p. 4). The semantic relationships that result in 

cohesion are found in grammar and in vocabulary, and a sentence even when isolated 

from a discourse has its own coherence based on grammar. However, cohesion of a text 

(text being a semantic um't) must reach beyond the sentence level; cohesion beyond 

sentence boundaries is a necessary characteristic of texts (Hailiday & Hasan, 1976). Texts 

as semantic units exist in all languages as a characteristic of languages, though the 

specific linguistic means by which cohesion is created (cohesive devices) may vary from 

language to language. Most often, cohesive devices in writing cormect each sentence that 

is being written to something that has been written earlier. The specific devices available 

to the writer will depend on the characteristics of the language being used, and what is 

available in one language may not be available in another. For example, in English the 

determiner the in I heard a dog bark, and then I saw the dog provides cohesion by 

referring to a dog previously mentioned in the text. Writers of languages that do not have 

a determiner equivalent to the will have other means of creating cohesion. Similarly, a 

writer may create cohesion in LI in ways that are not available in English. An 



23 

investigation into cohesion carried out by writing students may lead them to acquire 

metalinguistic knowledge that will inform their writing in English. 

"I Feel Just Like Helen Keller" 

In addition to gaining metalinguistic knowledge, students can gain other benefits 

from the classroom activities associated with first-language writing. The affective aspect 

of my study relates to the difficulties students encounter as they live and study in a new 

culture while struggling to become fluent in English. This semester I received the 

following e-mail from one of my students, Daniel: 

This morning while I was reading the story of Helen Keller, I started to realize 

that in some way 1 have the same challenges. Sometimes I feel fhistrated because 

I can't express my thoughts the way I want. Just the same way Helen used to feel 

when she was striving to communicate with her outside world. This story gave 

me a new perspective about what kind of attitude I need to acquire in order to 

make the transition from my Spanish world to your English one. Like Helen, I 

will have to work hard and be persistent if one day I want to communicate my 

thoughts the way I want. (Daniel, Mexico, Personal E-mail) 

In the four years I have been teaching WRT 107,1 have heard this comment again and 

again. Someone always says, "I feel just like Helen Keller!" Why? Because the 

difficulties, stress, and fhistrations of living and studying in a new culture with a new 

language, my students tell me, is like having a disability all of a sudden. Despite his 

apparent English proficiency, Daniel says he is not able to express himself or 
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communicate with others as well as he would like. The papers he writes at home are long, 

complex compositions that he spends hour after long hour developing. When Daniel 

writes in class, however, he is only able to produce a few words. In the same way, a 

student who self-reports being happy, talkative, and outgoing in LI may appear silent and 

even downcast in the context of an English writing class. I began looking for a way to 

remind all of my students that each one of them was a capable and literate human being 

in LI, and that their perceived "handicap" in using English was a temporary situation. 

One way I could try to do this was to have my students write something in their 

first languages, an idea that I got from my professor Richard Ruiz. I experimented by 

having all of my students write in LI in class. Then I asked them to write a paragraph 

about how they had been feeling while writing in LI, and how it compared to writing in 

English in any ways they could think of. Some students focused on the writing task itself 

at the level of grammar or rhetorical style, while others considered the unexplained 

reasons for my having asked them to do all of this. Several people commented on the 

basic difficulty of writing in English, including for many students the need to use an 

alphabetic writing system. After a few semesters, I recognized the affective benefits of 

having students write in their LI so I wanted to find out what further use I could make of 

the activity as a more specific teaching approach. That mquiry led to the present study. 

The following excerpts are representative examples of students' thinking on 

different aspects of writing in English, taken fix>m the journals they wrote comparing the 

experience of writing in LI with writing in English (names and initials are pseudonyms 

chosen by the students when they filled out their consent forms): 
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Sentence-level Contrasts: 

When I write my first language, I can arrange the sentences easily. When I write 

in English, I have to think first what I am going to write. Sometimes I have some 

difficulties to create the correct sentence and some vocabulary. It takes me time. 

(Kimmi, Indonesia) 

Korean language places the verb on the end of a sentence. The vmter 

hardly decides how to conclude the form of verb until finishing the sentence. On 

the contrary, English compels me to decide the verb regardless of its modifying 

words which come with the sentence. And, even though the meaning of a word is 

similar with the other language, the exact meaning in the context is little bit 

different. (S.H.K., Korea) 

Contrasts of Style and Organization: 

In Spanish we use a lot of words, in any piece of writing we used to put a 

lot of things to make it interesting for the reader. In English it's different, we 

have to put only the essential facts. (E. A., Mexico) 

Korean thinking style is also different fi:om American style. This is the 

important point to fhistrate me to translate both languages. (S.H.K., Korea) 

Organization is different from Japanese. The conclusion is very important 

in Japanese. I usiially write what I want to say clearly at the last. In English, 

introduction and conclusion are a little similar. (M. K., Japan) 
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My essay written in English is shorter than the essay written in Korean.. .1 

couldn't help using easy words; the other hand, I could choose a sort of profound 

word in an essay written in Korean. (P.J.W.. Korea) 

On Translating: 

I have all the ideas and details in my brain in Spanish so when I start writing I 

have to organize my ideas and thoughts in English. I think this happens with all 

the people who start writing in a new language. (E. A., Mexico) 

Reasons for the Task: 

I did not know what Judy wanted to do...after these works I knew...[English and 

Chinese] you can see the same problems...writing between different languages is 

the same thing. If you have good English one day, you can write it as easy as 

your first language. (Min, China) 

I felt quite strange when Judy asked us to write an essay using our first 

language...and then I got it... the natural flow of your thoughts is completely 

different... if we compare the style, the grammar, and the skills, and if they are 

pretty close, then congratulations, your mission is accomplished. You have 

reached the point when the two languages are equal. (Allie, Russia) 

Some students made discoveries that were contrary to their expectations. Marco 

thought writing in Spanish would be much easier than writing in English, but he came to 

another conclusion: "I have the same problems in Spanish [as in English]. Writing is not 

something that just magically comes, it is a process and it takes time...language is not the 

reason for my writing problems." Lupita had a similar experience but was more 
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optimistic: "I thought it was going to be easier writing in my language... sincerely, I felt 

more comfortable writing in English for a project since I know it is not because of the 

lack of understanding the language so well but it is what comes to my mind." My 

students realized that there was more to writing than grammar and vocabulary. 

Ptirpose of the Study 

Investigating the linguistic and cultural capital that bi- and multi-lingual 

international students bring to the English writing class may have many benefits for 

students. In addition to improving English composition by identifying LI writing 

strategies, students may be positively affected when their LI is valued as a resource. 

Furthermore, language loss, which is experienced by many students before they are even 

aware of it, may be brought to the foreground. Supporting bilingualism at the college 

level should help students avoid the predicament one of my students found herself in this 

semester: 

When I was writing in my language [Portuguese] I felt like a child who doesn't 

make any sense in my words, like I didn't know my own language. That day I 

went home and wrote to myself on a little paper that I would not stop writing in 

my language. I want to write even a word per day. Even if I'm going to say 

nothing. I felt a bad feeling like I didn't care about my own people. (B.B., Brazil, 

Journal Entry) 
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Allie, from Russia, wrote in an in-class essay, "I thought My God, here I am forgetting 

Russian and I don't even know English. It was so horrible I just didn't want to think 

about it any more." 

My students are a diverse group with a wide range of English language 

experiences and abilities. Being able to produce U.S. academic English is necessary if 

they want to succeed at college, and being able to organize an essay is one crucial 

aspect. In addition, most students need some grammar instruction, though the evidence 

is strong that only time and continued writing will improve their grammar, punctuation, 

and spelling (Shaughnessy, 1977). At the same time these learning processes are 

occurring, colleges need to support the first languages and multiple literacies of the 

ever-increasing numbers of ESOL students we have invited here to study, in order to 

value each student as a whole person who possesses a wealth of linguistic capital that 

needs to be acknowledged and valued in the classroom and, furthermore, shared with 

others. 

One immediate aim for students is that they do not view their non-nativeness, or 

any other struggles they are having with writing in English, as a deficit. Contrastive 

rhetoric (CR) applications have the power to raise consciousness for each individual and 

for the group as a whole as first languages are actively brought into the classroom. 

Students who are having trouble writing in English and who are made aware of 

cultured differences in rhetoric suddenly view themselves, not as suffering from 

individual inadequacies, but as coming &om a particular rhetorical tradition. 
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which they must retain of course, but which cannot be applied wholesale to 

English writing. (Leki, 1991, p. 138) 

There are meiny apparent benefits of LI writing. First, students who struggle with 

English are reminded that they and their peers are all capable and literate in their first 

languages. Second, classroom activities that increase awareness of the diversity of 

languages, and how these languages are rooted in culture, has the potentieil to raise 

consciousness. The third benefit, which is also a goal of the present project, is to increase 

English proficiency through metalinguistic knowledge. LI writing benefits students' self-

esteem, teaches awareness of other languages and cultures, and has the potential to 

enhance language learning. 

Leki's above comment admits the idea of LI influence, or transfer, in L2 writing 

(Weinreich, 1953/1963). In the past, failed attempts to force students to reproduce 

academic writing models led to a perception of negative transfer or interference from the 

LI, primarily at the sentence level. Early CR studies were based on the idea that LI 

interfered with L2, but at the same time, CR studies inforaied teachers by illustrating that 

many perceived mistakes were not random errors but choices made by NNSE writers 

based on their knowledge of their first languages (Leki, 1992). Today scholars recognize 

that the L1/L2 relationship is very complex. There is no consensus in the field regarding 

the relationship of LI writing process to L2 writing process, or whether or not transfer, 

positive or negative, even occurs in any determinable manner (Krapels, 1990). Some 

teachers and researchers believe CR would benefit fix)m less focus on text structures and 
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more emphasis on "our awareness of text-audience/reader interactions and interpretive 

processes" (Scollon, 1997, p. 357). 

Students may understand intuitively how English differs from their first 

languages, but they seldom have the opportunity to articulate or to explore this 

understanding in the classroom. English, as expected, is the only language used in 

fi:«shman composition classes in the United States, and students may not be inclined to 

make detailed comparisons with their first languages on their own. However, comparing 

their own LI writing with English is beneficial: "The metacognitive awareness students 

can develop in this way is one more step along the road to the realization that writing 

consists of making choices, an important insight for young writers to develop" (Leki, 

1991, p. 138). Martin (1992), upon whose study mine was based, also viewed writing as a 

choice-making activity, as did Halliday. 

Sununary 

When ESOL college students write in their first languages, the process and 

product of that writing remind them that they are already fluent LI language users at the 

same time as their English learning is in progress. At the same time, classroom LI use 

informs writers if they have begun to suffer some loss of LI writing ability without being 

aware of it. By proceeding from this preliminary approach and asking students to carry 

out comparative studies of cohesion using their own writings in LI and English, I used 

cohesion and contrastive rhetoric as a focal point. The goal was to have students 

investigate their LI in order to discover how they might use it as a resource for their 
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writing in English. After the semester began and I started collecting data, the purpose of 

my study broadened. As a means to assist students in their long and difficult endeavor, in 

Annie's words to "leam difficult English languages," my research question evolved into 

the following; 

What cultural and linguistic capital do selected multi-lingual Urdu-speaking 

students from Pakistan bring to the writing class, and what is the relationship of 

this capital to their English writing? 

The literature review in the next chapter is divided into four major sections: 

relationships between first and second language literacy; contrastive rhetoric; cohesion 

and coherence; and two of the participants' many languages, Urdu and Pakistani English. 

After that, in chapter three, I introduce the participants by sharing some of their own 

writings. The methods chapter (chapter four) follows, and then I present a case study of 

the participants. In a separate chapter after the case study, I explain some of the details of 

cohesion analysis, followed by the conclusion. 
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CHAPTER 2 

REVIEW OF THE LITERATURE 

Research in the field of English writing instruction for speakers of other 

languages (ESOL) has been largely dominated by methodologies developed to study 

native speakers of English, and the results of those methodologies. In general, this 

research has viewed the composition processes in first or second language writing to be 

the same, with linguistic influences from the ESOL student's first language or mother 

tongue examined in terms of potential for adverse effects on the student's ability to learn 

English, though there have been attempts to find a wealth model. Contrastive rhetoric, 

which originated in the mid-1960s with the work of applied linguist Robert Kaplan, 

proposed differences between languages at the discourse level and also generally viewed 

the effect on English of a student's first language as negative. As the process writing 

paradigm gained prominence in the 1970s, this approach was also used with ESOL 

writers (Silva, 1987) but failed to address many of their writing concerns or problems, 

especially in writing for academic purposes at the college level. In response to the deficits 

of the process model, more recent research has focused on the sociocultural aspects of the 

relationship between first and second language writing as well as on biliteracy from a 

more global view. The total amount of research on second language literacy has increased 

steadily over the last fifteen years (Connor, 1997; Crerand, 1994; McKay, 1993; Silva, 

1993). 

1 have divided the review of literature into four sections: relationships between 

first and second language literacy (with a focus on writing); contrastive rhetoric; cohesion 
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and coherence; and Urdu and Pakistani English. 

For the first section, relationships between first and second language literacy, I 

looked for studies that incorporated first and second language writing by the same group 

of participants. Finding few of these, I examined any other research that compared first 

and second language writing at the college and adult level, focusing on academic settings 

rather than workplace literacy. For the history and current status of contrastive rhetoric 

(CR), I relied on the works of Robert Kaplan as the founder of the modem field, and then 

looked for studies carried out at the college level in which the investigators mentioned 

CR or Kaplan. 

Then I included all the cohesion studies I could locate that were carried out with 

college-age participants. Halliday and Hasan's (1976) taxonomy was cited in the great 

majority of these studies; I relied on Halliday and Hasan for my research as well. At the 

end of the chapter is a brief description of Urdu and Pakistani English, the two national 

languages of Pakistan and the languages of my participants. 

Relationships Between First and Second Language Literacy 

Any approach to teaching or researching ESOL writing must consider the social, 

cultural, and linguistic influences of students' first languages (Grabe & Kaplan, 1989). 

ESOL students are often placed in mainstream writing courses where they may be 

marginalized because many teaching practices do not take into account their language 

backgrounds and experiences. 
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While writing in any language is a complex, recursive process, the differences 

between first and second language writing cannot be ignored. Silva (1993) reviewed 72 

research reports that compared LI with L2 writing. He divided the contrasts into three 

general subprocesses: plarming, transcribing, and reviewing. L2 writers took more time to 

understand a given assignment and did less planning than LI. Overall, they came up with 

fewer ideas than native speakers and often failed to include all of those ideas in their final 

texts. They also had trouble organizing. In transcription, the actual production of writing, 

L2 students were less fluent; the work was laborious and texts were shorter than those 

produced by LI writers. The third area, reviewing, included rereading and revision, both 

of which L2 students did less than native speakers. 

Research on the relationship between mother tongue or first language (LI) 

literacy and second language (L2) literacy can be divided into three main approaches: LI 

and L2 as separate; LI as a continuation of L2; or LI and L2 having a common 

underlying literacy proficiency (Cummins & Swain, 1986)'. Cummins and Swain (1986) 

developed a model of linguistic interdependence that explained how skills developed in 

one language could be transferred to another under the right circumstances (The term 

transfer is frequently used in the literature to refer to the observable effects of LI on L2; 

see below.). Two primary requirements were that students had to have attained a certain 

level of proficiency in their LI (threshold theory) and also had to receive adequate 

exposure to L2. "Taken as a whole, the research certainly suggests that transfer of 

' Many students know three, four, or more languages, but for the sake of convenience, I 

will use L2 to refer to English based on the understanding that it was learned after the LI. 
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linguistic and literacy knowledge between languages is possible, particularly in certain 

combinations of circumstances" (Bell, 1995, p. 689). 

Students arrive in my classes at Pima College after having had from less than one 

year to over ten years of English instruction in their home countries. In their writing, my 

students present a variety of non-standard forms that are resistant to change by direct 

instruction. Grammar problems are common and can often be traced to what is known as 

language interference or negative transfer from the L1. Based on structuralism, the 

theory states that transfer occurs when an element diat does not "belong" to a language 

(in this case, English) is apparently borrowed or transferred from another (Weinreich, 

1953/1963). For example, a Spanish speaker/writer, following rules of Spanish, may 

routinely add a plural "s" to adjectives modifying plural nouns in English, even after 

adopting the English word order of adjective + noun: his browns eyes. Spanish syntax is 

in evidence when students add an urmecessary pronoun to the subject of a sentence in the 

pattern noun + modifying phrase + pronoun + verb: That man over there he is my father. 

A third very common example is the omission of the third person singular present-tense 

verb ending "s" as in The boy walk fast. He go to school late. Because these three 

examples are found consistently in the English writing of LI Spanish students, and 

because they can be traced to Spanish grammar and syntax, they are conunonly referred 

to as cases of language interference or negative transfer. 

Kaplan (1966) claimed that users of different languages had correspondingly 

different systems of grammar, logic, and rhetoric, all of which he characterized as 

interfering with their ability to leam English. Kaplan's article will be discussed more 
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fully below in the section on contrastive rhetoric. Mohan and Lo (1985) countered 

Kaplan's original stance—including that the ability to write in one language did not 

guarantee the ability to write in another—with a study of Chinese ESOL students which 

found little difference between Chinese and English organizational patterns. Mohan and 

Lo (1985) determined that language transfer was a positive influence, and any 

organizational problems could be overcome by appropriate instruction. Student 

difficulties in writing coherent essays could be traced to writing instruction in both 

Chinese and English that had focused primarily on sentence-level problems. 

Some of the surface-level difficulties faced by student writers were studied by 

Uzawa (1996), who determined that Japanese college students in Canada scored higher 

on an "attention to language use" scale when translating into English than when writing 

in English. Though Uzawa found similarities between writing in LI and L2, the demands 

made on students writing in a second language were much greater than in L1. and 

translating allowed students to concentrate more on their grammar than the task of 

composing did. Berman (1994) used pre- and post-tests to measure grammar and 

organization of 104 "less able" EFL secondary students in Iceland. Some transfer of 

organizational skill from LI to L2 (English) was found for students who had already 

developed some grammatical proficiency in L2. Possibly, the effort needed to cope with 

the grammatical aspects of writing detracted from the students' ability to pay attention to 

organization. 

Whalen and Menard (1995) had college students write in LI (English) and L2 

(French, 2""* year undergraduate level). Using think-alouds and text analysis to compare 



37 

the writings, the researchers investigated both linguistic and strategic knowledge. 

Differences were found between LI and L2 in the amount of attention apparently paid to 

planning, evaluating, and revising. In particular, limited linguistic knowledge in L2 

served to limit strategic abilities in L2, as expected. 

Traditionally, ESOL instructors have taught grammar at the sentence-level, out of 

context. Celce-Murcia (1991) explained how this narrow point of view contradicted 

current communicative language teaching approaches, which in turn have often tended to 

ignore grammar instruction all together. Top-down and bottom-up approaches are both 

necessary; studying whole texts with grammar in context is the most reasonable 

approach. Earlier, Kaplan (1972) emphasized that studying grammar at the expense of 

rhetorical modes was detrimental to learning English. Rhetorical forms, which might 

prove to be more important than grammar in second language learning/acquisition, could 

and should be taught in second language classrooms. However, widespread 

dissatisfaction with a focus on form contributed to the rise of the process writing 

approach, which also proved unsatisfactory for meeting ESOL students' academic 

writing needs (Silva, 1987). 

Osbume (1985) noted that many of her ESOL students, coming from traditional 

transmission model classrooms, were uncomfortable with the idea of writing as process. 

In order to take their focus away from this perceived problem, she had everyone write in 

their first languages and compare their writings. Basing her work on the theory of 

positive transfer of composing skills from LI to L2, she designed classroom activities 

that elicited student opinions about writing in English; then, after writing in their Lis, 
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students compared notes, had conversations, made oral presentations, and interviewed 

each other. The results were positive in three areas: students learned about each other, 

learned more about English, and gained new confidence as they developed metalinguistic 

knowledge by discovering connections between their first languages and English. 

Chen (1994) interviewed Korean, Mexican, and native speakers of English (NSE) 

American college students, finding that previous academic experiences, family 

background, and cultural differences regarding the uses and purpose of writing 

significantly influenced these students' writing development in both strategies and 

content. The students, all enrolled in fi^shman composition, felt their high school writing 

instruction had either been detrimental or had had little effect, but they were able to leam 

at the college level thanks to supportive teachers. Individual personalities, motivation, 

and learning styles also played a role. 

Viewing students as human agents rather than as members of monolithic language 

groups allows a positive view of LI and L1-L2 transfer, although after having the same 

group of students write in two languages, Kubota (1998) found the relationship between 

LI and L2 writing to be variable. Poor L2 writing might be traced to a number of factors, 

including level of English language proficiency and previous experience composing in 

English. To make a broad generalization, however, good LI writers were good in L2; 

poor LI writers were poor in L2, but not uniformly or in any predictable maimer. By 

using a think-aloud protocol in a small study of seven participants (NSE studying French 

as a foreign language), Crerand (1994) found data to support the idea that L2 writing was 

a complex extension of LI literacy, though no patterns could be foimd in the participants' 
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strategies. Second language writing might have a focus on grammar and syntax, wiiile 

first language writing had been more concerned with content and organization. Based on 

the idea that students will leam what they are taught (Mohan & Lo, 1985). Crerand 

concluded that LI literacy needed to be taken into consideration by classroom instructors. 

Raimes (1984) examined the role of ESOL writing teachers and concluded that in 

general, second language acquisition had been stressed at the expense of teaching 

composition. This common practice, with its focus on sentence-level grammar and proper 

paragraph form, needed to be modified to include a greater emphasis on content and 

ideas. 

Overall, the relationship between LI and L2 literacy is not fully understood or 

agreed upon. "It may be that the relationship between LI literacy and improved L2 

performance is not causative but correlational" (Bell, 1995, p. 687). Based on earlier 

school experiences, students who associate formal academic settings with success may 

progress more rapidly in ESOL than students who had unhappy or unsuccessful school 

experiences. Thus their development is based on attitude and expectation rather than 

literacy "skills." Other models, as stated earlier, are that L2 literacy is a continuation of 

LI literacy (Bell, 1995; Cummins & Swain, 1986), that LI and L2 have a common, 

underlying literacy, or that LI and L2 are developed independently, though I did not find 

any research in the literature that attempted to support that view. There is some indication 

that not all aspects of LI literacy will be useful in L2, as Bell's (1995) autobiographical 

narrative of her experiences trying to leam Chinese demonstrated. 
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Raimes' (1984) frequently cited article "Anguish as a Second Language?" about 

the fundamental concerns of teachers and students of ESOL composition argued that 

composition theory and second-language acquisition are two large, separate fields. These 

two fields intersect daily in the classroom and in society, but historically have been 

unrelated disciplines (Matsuda, 1996) that have much to examine in collaborative 

research. One promising approach that can be used in the classroom is a broad 

application of contrastive rhetoric methods—comparing languages with the goal of 

raising classroom consciousness by discovering the linguistic and rhetorical choices 

students can make in their writing (Raimes, 1991, p. 418). Contrastive rhetoric is the 

subject of the next section. 

Contrastive Rhetoric 

The study of how one language influences another is the basis of contrastive 

rhetoric. The history of contrastive rhetoric (CR) dates back to the first written 

translations (Leki, 1992), but the more recent interest in CR can be traced to the 

Whorfian hypothesis that language unconsciously controls or influences thought (Cormor, 

1996): "It [contrastive rhetoric] firankly derives some, but not all, of its orientation from 

the weak version of the WhorCSapir Hypothesis" (Grabe & Kaplan, 1996, p. 179). 

Whorf s hypothesis was that language shaped our perception of reality. The debate over 

Whorf s work has gone on for many decades, and while the strong version has been 

disregarded, the weak version, that language influences but does not control thought, has 
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been gaining credibility with many psychologists and linguists in the last decade 

(Connor, 1996). 

In 1966, the field of CR research was established with Robert Kaplan's definitive 

article, "Cultural Thought Patterns in hitercultural Education." Kaplan explained his 

fundamental ideas including that LI writing was not the same as L2 (English) due to 

differences in rhetorical styles. Rhetoric, an extension of logic, was a social construct and 

culturally based rather than universal; therefore, a student who could read and write in 

one language could not necessarily read and write as well in another (Kaplan, 1966). 

Kaplan (1966) characterized English paragraph organization as linear. In what 

became known as his "doodles" article, he compared English linear organization 

superficially to other possible paths of movement by the following graphics: 

English Semitic Oriental Romance Russian 

Figure 1, Kaplan's Graphics Showing Possible Paths Of Movement 

In order to achieve success in writing, ESOL students should be guided to identify 

the shape of a paragraph in their LI and compare that to the ideal English one in the same 

way they had been taught to compare LI and L2 grammar and syntax. A student had to 

learn the "form within which he may operate, a form acceptable in this time and in this 

place" (Kaplan, 1966, p. 20). 

(Kaplan, (Kaplan, 1966, p. 15) 
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Kaplan's 1966 article and the diagrams, which he intended to be exploratory 

(Kaplan, 1987; Leki, 1992), were subsequently adapted and have been used by teachers 

in an over-simplified marmer ever since. Misinterpretations contributed to the 

controversy Kaplan's work created, but nevertheless, the 1966 study took ESOL studies 

beyond the sentence level and made possible the development of "the serious study of 

ESL student writing" (Connor, 1996, p. 32). Early CR studies compared professional 

writings from different languages; then researchers began to compare students' work with 

that of professional writers (nearly all of this work was done in English). As early as the 

1970s, many researchers had discovered that the rhetoric of professional writers had very 

little in common with the "school book versions of good English writing" (Leki, 1992, p. 

89), but proponents of the simplified Kaplan "doodles" organizational pattems persisted, 

and the drawings found their way into ESL textbooks. Not much research was done with 

the actual writings of ESOL students until years later. 

Also popular in the 1960s, contrastive analysis compared the grammar of LI and 

English at the sentence level and was considered a useful teaching method. Most errors 

made by ESOL students were thought to be the result of negative transfer from LI, and 

additionally, metaknowledge of grammar was thought to aid learning. But by the 1970s, 

the concept of transfer had been seriously questioned as researchers found that many 

grammar errors were not traceable to LI (Scarcella, 1990). Contrastive analysis, 

synonymous with error analysis, used worksheets and drills but was eventually 

determined to be ineffective for children because they lacked "cognitive abilities to 

understand language comparisons" (Scarcella, 1990, p. 65). Of course many researchers 
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would challenge this view today. Metalinguistic knowledge, for students of any age, can 

be gained through langtiage comparisons that search for similarities and differences 

rather than errors; these investigations do not have to be in the form of drills. 

Due to the complexity of the topic—CR draws from anthropology, 

psycholinguistics, sociolinguistics, semiotics, and first and second language acquisition 

studies, to name a few—CR has traditionally lacked a theoretical framework. In 1996, 

Grabe and Kaplan (1996) wrote: 

Contrastive rhetoric has its origins in notions of language structure, learning, and 

use which are not strongly autonomous, and its goal is to describe ways in which 

written texts operate in larger cultural contexts. It has sought to arrive at some 

understanding of the ways in which written language operates and the ways in 

which written language diverges from spoken languages. (Grabe & Kaplan, 1996, 

p. 179) 

A new, broader view of CR would 

postulate that LI rhetorical norms and strategies, while undoubtedly influential 

for the shape of L2 texts, are but one factor influencing text shape; other factors 

might include all sorts of interlingual, cultural and developmental issues. It also 

might question the premise that rhetorics of languages can be discovered simply 

by the analysis of written texts. (Martin, 1991, p. 7) 

This broader view of CR included a view of text as interactive rather than 

formalistic (Martin, 1991). The formalistic view was associated with a narrow 

interpretation of CR in which text alone contained meaning and was an autonomous 
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physical structure to be analyzed. This view coincided with behaviorist models of reading 

and writing in which the task of the student w^ to decode print or encode thought. In an 

interactive view, however, text was a placed in a sociocultural context and seen as a 

dynamic process of social interaction (Martin, 1992); the reader constructed meaning 

through interaction with the text. Martin (1992) used the term "interactive" but came very 

close to a transactive, psychosociolinguistic model of reading and language due to his 

emphasis on the dynamic nature of text and the need for social and cultural context 

(Goodman, 1996). 

Martin (1991) called for a new CR emphasis on pragmatics rather than the 

traditional focus on formal differences; differences in writing across cultures were the 

result of writer strategies and choice making rather than adherence to supposedly 

culturally determined patterns of organization. A new CR would investigate not just the 

final products of writing (texts) but the processes writers used to create them (Liebman, 

1988). 

Liebman (1988) organized two freshman writing classes, one NSE and one 

ESOL, to respond to Kaplan's 1966 article on contrastive rhetoric. Students conducted 

their own research on the topic; as ethnographers they learned research skills as well as 

writing. Some students generally agreed with Kaplan, but others did not, finding 

differences in rhetoric to be personally rather than culturally determined. Many students 

believed that they knew rhetorical modes because they had been taught them, and 

therefore these learned forms were not traceable to anything inherent in their language or 

culture. Taylor and Chen (1991) investigated rhetorical structures found in related 
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disciplines (in the physical sciences) and looked for evidence of Kaplan's (1966) theories 

about the effects of cultural factors on organization. They found differences as well as 

commonalities across disciplines and languages (English and Chinese) and concluded 

there was no one "Chinese way" of writing that could be contrasted with English. 

Scollon (1997) summed up a discussion on CR held at the 1996 convention of 

Teachers of English to Speakers of Other Languages (TESOL). He concluded that 

teacher/researchers needed some new terminology to distinguish between the different 

types of contrastive rhetoric studies that are now being conducted. He also found that the 

current emphasis on textual comparisons needed to be supplemented with an 

acknowledgement of the influences of pop culture: "A contrastive rhetoric... that focuses 

only on comparative texts [that the classroom offers] is likely to miss most of the 

lifeworld formative discursive experiences of such students of English" (Scollon, 1997, p. 

357). 

A broader view of CR no longer considers writers as belonging to monolithic 

cultural groups with predictable characteristics. Instead, it sees writers as individuals who 

make choices dependent on a wide number of social, linguistic, cultural, and historical 

variables, and it also incorporates the possibility of positive transfer from L1 to L2 

(Kubota, 1998; Leki, 1991; Martin, 1991). 

Rhetorical Modes and Genre 

Grabe and Kaplan (1996) explained the relationship between CR and gerure: 

It [contrastive rhetoric] is interested in questions relating to the descriptions of 

various genres — the question of whether or not these genres occur in various 
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languages, and the questions of what constitutes evidence and what is the best 

arrangement for such evidence in various genres as they occur in different 

languages, (p. 179) 

Genre is an important factor to be considered in CR because a writer's use of 

language varies among different genres in the same language, and among the same genres 

across languages (Grabe & Kaplan, 1996). For example, Norment (1982) determined that 

ESOL and NSE writers used more cohesive devices when writing narratives than they did 

when writing expository prose. Furthermore, some genres of English writing may not 

exist in other languages, so care must be taken when selecting geru-es for comparison. 

Even though narratives are not universally regarded as an academic genre, they 

are one of the four classical rhetorical modes (description, exposition, argument, and 

narrative) as taught in freshman composition. Because narratives are familiar to students 

worldwide, they are a good way to get students comfortable with writing in the early 

weeks of the semester. Narratives are often selected for CR research for similar reasons— 

narratives are common to all cultures, and students frequently have had more experience 

writing them than any other rhetorical mode. 

Indrasuta (1988) compared English and Thai narratives written by the same group 

of Thai students in order to investigate whether or not language patterns would be 

transferred from Thai to English. The results of analysis (based on Halliday & Hasan, 

1976) were compared to a third group of American students writing in English. Indrasuta 

concluded that similarities and differences between Thai and English were based more on 

cultural factors than linguistic ones. While Thai and English did differ grammatically, the 
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most important contrasts were traced to the purposes of narrative. For example. Thai 

narratives were designed to instruct as well as entertain, and they favored figurative 

language (simile, metaphor, and personification) more than American NSE did. 

The Effects of Topic 

The effects of topic on writing ability have also been investigated. Friedlander 

(1990) explored the transfer of LI writing strategies to L2 writing and found that writing 

was improved when the language being used matched the language that the topic had 

been experienced in. That is, Chinese students wrote better in English about American 

experiences than they did about Chinese experiences, indicating a positive correlation 

between language of writing and the language of experience. Reid (1990) compared 

student writings in Arabic, Chinese, Spanish, and English using computer text analysis. 

She found topic type to affect the quality of non-native speakers of English (NNSE) 

writing based on analysis of several variables, and called for descriptive methods 

combined with large-scale, empirical research to find out more about the relationships 

between topic types and the effect of LI rhetorical modes on writing done by ESOL 

students. 

Definitions of Text 

The realm of text research and the search for ways to define text compared to 

other linguistic units is rich and complex; de Beaugrande (1991) summed up the state of 

the field: "The actual documented text transcribed in words and phrases is increasingly 

viewed as the tip of an iceberg, or the eye of a hurricane—as a manifested focal point for 

a complex of human activities in communication and cognition" (p. 19). Kaplan (1990), 
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after noting that the field of discourse analysis was in disarray because it lacked a guiding 

theory, found an emerging consensus that "any text is layered, like a sheet of thick 

plywood consisting of many thin sheets lying at different angles to each other" (Kaplan, 

1990, p. 202). There is also consensus that the meaning of a text does not exist within the 

text itself—a text "has no reality until it is instantiated by a receptor" (p. 203), and any 

analysis that only examines surface features will not be sufficient to explain it. Goodman 

(1996) wrote: 

The first and most important thing to keep in mind is this: like the human body, 

written text is a vibrant, dynamic organism. We can study its systems and 

components—what it does and can do, how it grows and adapts. But taking it 

apart and studying it when it's dead may give us false understandings, because the 

living whole is much more than the sum of its parts and systems, (p. 62) 

Texts for examination need not be lengthy. Uzawa (1996) carried out comparisons 

of LI and L2 using writings of about one page. Liebman (1988), who had NSE and 

NNSE respond to the work of Kaplan, learned from her students that CR should be based 

on informal journals or letters, or non-edited, first drafts of papers. Final drafts of formal 

papers written by NNSE will have been edited or otherwise influenced by teachers, 

tutors, or other helpfiil people, thus minimizing or eliminating all together most non-

native-sounding traces of the original work. Therefore, the texts used for analysis could 

be first dnifts of class essay assigimients, letters, or journals. Though informal, journals 

and letters have specific topics and are understood to be complete, coherent paragraphs or 

short essays (as opposed to free writing or stream of consciousness style). 
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Halliday and Hasan's (1976) definition of text includes that a text is a "unit of 

language in use" (p. 1) and that a text has the quality of texture, which is what makes it 

distinguishable from other collections of words or phrases. "It derives this texture from 

the fact that it functions as a unity with respect to its environment" (p. 2). Wehrlich 

described an independent text as "an extended structure of syntactic units such as words, 

groups, and clauses and textual um'ts that is marked by both coherence and completion'''' 

(1976, p. 23). One of the most distinguishing aspects of texts is cohesion. This means that 

in a text, every sentence (except the first one) is tied in some way with the previous 

one(s). Coherence and cohesion are the topics of the next section. 

Coherence and Cohesion 

A student who is not a native speaker of English (NNSE) yet has good control of 

vocabulary and syntax may still write English in a way that is not rated highly by native 

speakers of English (NSE). This is a concern that CR attempts to address: 

In the past decade, virtually all researchers have come to recognize that textual 

organization, information retrieval, goal planning, and attention to such 

influencing contextual factors as topic, definition of audience, and selection of 

discourse genre all represent necessary, but not sufficient, criteria for successful 

writing.... These influences of LI cultural and discourse norms, perhaps most 

clearly perceived as coherence conventions, have long provided the impetus for 

contrastive rhetoric. (Grabe & Kaplan, 1989, p. 263) 
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Cohesion and coherence are two separate but related aspects of how sentences are 

arranged at the discourse level. Coherence means that a text makes sense to the reader. 

Cohesion, less global than coherence, refers to the words or phrases that guide readers as 

they make connections between what they have already read and what they are about to 

read (Connor, 1996). 

Winterowd (1970), writing about "the grammar of coherence" (he did not use the 

term cohesion), stated seven possible relationships between T-units (independent clauses) 

with examples: coordinate {and), obversative {but), causative {for), conclusive {so), 

alternative (or), inclusive (use of a colon), and sequential {first...second...third){p. 831). 

These seven relationships, indicated by the use of transitional adverbs, coordinating 

conjunctions, or other modifying words, functioned beyond the sentence level to create 

coherence in writing. 

Celce-Murcia and Larsen-Freeman (1999), who equated cohesion with "structure 

at the level of discourse" (p. 23), divided what they termed logical connectors into 

adverbial subordinators. and simple and complex conjunctive adverbials. Together with 

coordinating conjunctions, these three classes of words or phrases "may add little or no 

prepositional content by themselves but... serve to specify the relationships among 

sentences in oral or written discourse, thereby leading the listener/reader to the feeling 

that the sentences 'hang together' or make sense" (p. 519). 

Cohesive devices were defined by Connor (1996) as "words or phrases that act as 

signals to the reader in order to help the reader make connections with what has already 
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been stated or soon will be stated" (p. 83). Citing Halliday and Hasan (1976), Connor 

summarized their main categories of cohesion and gave an example of each one: 

1. Reference "John makes good meals. Last night he cooked spaghetti." 

2. Substitution "I want an ice cream cone. Do you want one?" 

3. Ellipsis "Which hat will you wear? This is the best." 

4. Lexical Cohesion "There's a boy climbing that tree." 

(a) The boy's going to fall if he doesn't take care. 

(b) The child's going to fall... 

(c) The idiot's going to fall... 

5. Conjunctions "For the whole day he climbed up the steep mountainside, 

almost without stopping. And in all this time he met no one." (p. 84) 

Substitution and ellipsis appear more often in speech than writing (Connor, 1984. 

p. 302, citing de Beaugrande & Dressier, 1981, and Witte & Faigley, 1981). I rarely see 

either one in my students' writing, so I omitted them from my study and focused on the 

remaining three categories from Halliday and Hasan (1976): reference, conjunctions, and 

lexical cohesion. 

Reference 

Certain linguistic items do not carry meaning by themselves but refer to other 

words in a text (endophoric, textual reference) or something outside of a text (exophoric, 

situational references). Endophoric references are further divided into anaphora, which 

refer to the preceding text, and cataphora, which refer to something to follow. Anaphora 

and cataphora create cohesion in writing by forming ties to other parts of the text, usually 
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noun phrases. Exophora do not create cohesion within a text but connect a text to its 

context. In English, these reference items can be divided into three categories: personals, 

demonstratives, and comparisons (Halliday & Hasan. 1976). Each instance of cohesion is 

referred to as a cohesive tie. 

Personal reference (Table 1 below) includes all the personal pronouns as 

categorized by Halliday and Hasan (1976): 

PERSONAL REFERENCE 

Semantic Category Existential Possessive 

Class Noun (pronoun) Determiner 

Grammatical Function Head Head Modifier 

Person 

speaker (only) I, me mine my 

addressee(s), with/without 

other person(s) you yours your 

speaker and other person(s) we, us our our 

other person, male he, him his his 

other person, female she, her hers her 

other persons; objects they, them theirs their 

object; passage of text it its its 

generalize person one one's 

Table I, Summary of Halliday and Hasan's Personal Reference Pronoun Categories 

(1976, p. 38) 
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An example of personal reference is found in a sentence written by one of my 

students: 

"If a woman makes up her mind, then she is capable of doing anything." 

"A woman" refers to women in general, and "she" refers anaphorically to the 

noun phrase "a woman." The use of she creates a cohesive tie between the dependent "if 

clause and the independent clause that follows. Cohesion may be examined as inter- or 

intra-sentential ties: "Cohesive relations have in principle nothing to do with sentence 

boundaries" (Halliday & Hasan, 1976, p. 8). 

Demonstrative reference includes the modifier or head determiners this, these, 

that, and those; and the adverbs here, now, there, and then, all of which indicate either 

near or far proximity (Halliday & Hasan, 1976, p. 38). A last determiner, classified as 

neutral, is the word the. The demonstratives this, these, and here are regularly used 

cataphorically: "This is the book I told you about." 

In the following example, the determiner the forms a cohesive tie between the two 

uses of the noun dog-. 1 saw a dog. The dog was brown. 

The signals to the reader that the second dog mentioned is the same dog as the 

first dog (a dog). A quite different and confusing pair of sentences would result if the 

determiner did not change: I saw a dog. A dog was brown. 

Ordinarily viewed as a mistake in grammar, the misuse of determiners can lead to 

a lack of cohesion. 

The third class of demonstrative reference is the comparatives, which includes 

adjectives and adverbs that show identity, similarity, or difference (Halliday & Hasan, 
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1976, p. 76). Examples of identity are same, equal, identical, and identically. Similarity is 

indicated by such, similar, so, similarly, and likewise: difference is indicated by the use 

of other, different, else, differently, and otherwise. 

Comparatives create cohesive ties in a text because they refer indirectly to 

something else, usually endophorically, for example, "Your hat is the same as mine." The 

word same creates a connection between the ideas of your hat and mine [for my hat, 

another cohesive tie], but indirectly includes various unknown characteristics of the hat. 

such as size, shape, color, and material. Additionally, the reader understands that the two 

hats are not actually one and the same, but two hats that look alike. 

Conjunctions 

Conjunctive elements are cohesive not in themselves but indirectly, by virtue of 

their specific meanings; they are not primarily devices for reaching out into the 

preceding (or following) text, but they express certain meanings which 

presuppose the presence of other components in the discourse. (Halliday & 

Hasan, 1976, p. 226) 

Conjunctions form four essential structural cohesive relationships between 

linguistic elements. The most common example is the word and, which signals a 

coordinate and additive relationship. The three other categories of conjunctions are 

adversative (represented by the -^loxdyet), causal (^o), and temporal {then). There are 

dozens of words in each category, and the relationships formed can be complex. Each of 

the four categories is divided into internal (referring to the situation being discussed, or 

content) and external (referring to the linguistic aspects of the communication process, or 
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text) relations (Halliday & Hasan, 1976, p. 241). Examples of the basic four categories 

are as follows: 

For the whole day he climbed up the steep mountainside, almost without stopping. 

a. And in all this time he met no one. (additive) 

b. Yet he was hardly aware of being tired. (adversative) 

c. So by night time the valley was far below him. (causal) 

d. Then, as dusk fell, he sat down to rest. (temporal) 

(Halliday & Hasan. 1976, p. 238). 

Lexical Cohesion 

Reference and conjunctions, as described above, create cohesive ties through 

grammar. Lexical cohesion, on the other hand, creates cohesion through vocabulary 

choice (Halliday & Hasan, 1976, p. 274). The example of "There's a boy climbing that 

tree" (p. 279) illustrates four categories of reiteration: 

a. The boy's going to fall if he doesn't take care. (repeating the same word) 

b. The lad's going to fall... (using a synonym) 

c. The child's going to fall... (using a superordinate) 

d. The idiot's going to fall... (using a general word that carries a connotation) 

In the above examples, the reference determiner the adds to the cohesion created 

by the reiteration, and the lexical items all have the same referent as the original "a boy," 

that is, the boy who is climbing the tree. However, cohesion is also created when lexical 

items are reiterated but do not have the same referent: 

a. The boy's going to fall if he doesn't take care, (the same boy as "a boy") 
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b. Those boys are always getting into mischief, (the same boy plus some other boys) 

c. And there's another boy standing underneath, (a different boy) 

d. Most boys love climbing trees, (boys in general, not the boys already mentioned) 

(Halliday & Hasan, 1976, p. 283) 

The repetition of tree(s) and climb(mg) in sentence (d) also work to create 

cohesion. Again, the relationship of the lexical items is not referential. 

Another category of lexical cohesion is collocation, in which pairs of associated 

words are used in adjacent sentences (Halliday & Hasan, 1976, p. 286). Familiar 

examples are girl/boy, wet/dry, love/hate-, this category also includes pairs or groups of 

words that are related by belonging to a lexical set {dollar/cent, east/west) or have some 

situational relationship such as horse/bam/hay/pitchfork. 

After determining that her students often wrote in over-generalizations—^"a 

continual procession of things through my students' papers, accompanied by factors and 

aspects " (Lieber, 1981, p. 1)—Lieber outlined a system for teaching lexical cohesive 

devices (superordinate terms, underused by her students). She advocated using the 

students' academic reading as models for their use of cohesion in their academic writing. 

Finding out how students had chosen the vocabulary items in question was the first 

step—shifts in the level of abstraction might be made unconsciously or deliberately. 

Cohesion vs. Coherence 

The idea that cohesion leads to coherence, or to discourse making sense, was 

seriously debated in the 1980s. Carrell's 1982 article "Cohesion is not Coherence" was 

instrumental, interpreting Halliday and Hasan's (1976) stance to mean that cohesion 
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was the cause of coherence and could thus be a measure of coherence. Critics believed 

that cohesion was the effect of content and coherence rather than its cause. Based on 

schema theory, Carrell (1982) argued that coherence was located in the interaction 

between reader and text—the same argument could be made from a psychosociolinguistic 

model of reading, in which meaning is made as a result of a transaction between reader 

and text (Goodman, 1996; Rosenblatt, 1978/1994). In either case, cohesion, defined as 

being found in the text, would be unable to account for coherence. Carrell's (1982) 

emphasis in this argument was to warn that studies of cohesion would not solve ESOL 

students' difficulties with coherence in either reading or writing. In recent literature, the 

relationship between cohesion and coherence seems to be agreed upon: the two are 

separate. "Cohesion has been defined as the more limited term: specific words and 

phrases (transitions, pronouns, repetition of key words and phrases) that tie prose together 

and direct the reader...Coherence is the broader-based concept: it is the underlying 

organizational structure that makes the words and sentences in discourse unified and 

significant for the reader" (Reid, 1993, pp. 36-37). 

Traditionally, the primary concern of ESOL teachers and students has been 

appropriate language use—particularly grammar—at the sentence level. But when 

considering cohesion and intersentence relationships, other differences in languages need 

to be considered. For example, three general classes of sentence connectors in English are 

coordinating conjunctions, adverbial subordlnators, and conjunctive adverbs (Celce-

Murcia &. Larsen-Freeman, 1999, p. 525). An example of each class with a similar 

meaning and function would be but, although, and however. In English, these three words 
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have similar contrastive meanings but require different punctuation because they 

represent different relationships between sentences, which may lead to confusion for an 

ESOL student whose LI does not have the same classes of connectors. Some languages 

have only one class, and languages with more than one class may have a different 

relationship between meaning and class than English does: 

Japanese, for example, has a single word that translates as "because," which may 

begin a clause that is freestanding both orthographically and intonationally. This 

situation may lead to the firequent production of sentence fragments in written 

English when a became-c\z\xs& follows a main clause. (Celce-Murcia & Larsen-

Freeman, 1999, p. 526) 

Cohesion devices in themselves will not guarantee coherent or proficient writing, 

and study of them alone is not expected to lead to the sudden improvement of students' 

work (Witte & Faigley, 1997). However, Witte and Faigley (1997) write that "cohesion 

analyses also give us some concrete ways of addressing some of the differences between 

good and poor writing, differences which heretofore could not be explained either to 

ourselves or to our students in any but the most abstract ways" (p. 225). 

Berthoff (1984/1997), referring to the empiricists who favored cohesive 

taxonomies due to their simplicity, was quite right in stating "this kind of empiricaL 

research institutionalizes the pedagogy of exhortation: 'Does your paper flow? If not, 

check your transitions. Can your reader follow you? Be sure to give him clues'" (p. 311). 

The result of such teaching is that students can be forced to misuse transition words and 

other cohesive elements (Johns, 1984). Berthoff (1984/1998) cautioned teachers to not let 
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the apparent simplicity of categorizing cohesive elements lead them away from their 

main goal, which is "thinking about thinking...studying the process whereby writers 

discover the resources of language and learn to control them in the making of meaning" 

(p. 311). 

The concept of cohesion is not without controversy and has been widely studied 

in English and other languages, but relatively few studies have been completed using 

ESOL students as participants. Scarcella (1984) investigated the influences of LI 

background and English proficiency on adult ESOL writers' use of cohesion, finding that 

compared to NSE, less proficient writers used overt cohesive devices while proficient 

writers relied more on lexical cohesion. Connor (1984) chose six ESOL essays and 

compared them to the writing of NSE. She found that the ESOL students used cohesive 

devices as often as the NSE but lacked as much variety. Previous studies indicated that 

highly rated essays contained a high density of cohesive devices; Cormor's study ruled 

out density as a major factor. Her conclusion was that use of cohesive elements might be 

developmental as ESOL writers gain control of a greater variety of devices. Johnson 

(1987) performed cohesion T-tests on teacher-selected compositions written in Malay fay 

native speakers and in English by native or Malay speakers. She found cross-cultural 

differences, Malay influences, and evidence that some cohesive elements in the ESOL 

writings were developmental. 

Liu (1997) studied content lexical ties, cohesive elements underused by ESOL 

students but necessary for good writing. Goldman and Murray (1992) compared ESOL 

and NSE college students' knowledge of connectors; both groups had more knowledge of 
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additives and causals than adversatives or sequentials, but the ESOL students frequently 

misunderstood or misused connectors. Norment (1982) analyzed overall organization and 

cohesion across two genres and found differences in cohesion strategies between English, 

Chinese ESOL, and Spanish ESOL students as well as between genres. 

The NORDTEXT Project, a large-scale international research project on 

contrastive writing (Connor, 1996), began in 1984. Mauranen's (1992) contribution 

investigated cultural variation in referencing strategies (as defined by Halliday and 

Hasan. 1976) by looking for similarities and differences in native Finnish and English 

writings. For many forms of reference, professional journal writing in the two languages 

did not show variation due to the requirements of the academic, scientific genre. 

However, other culturally influenced differences were discovered. 

Reid (1992) used a computer program to analyze cohesion devices in TOEFL 

writing exams taken from native speakers of Arabic, Chinese, and Spanish. These exams 

were compared to comparable essays written by NSE. Topic types had an effect on the 

types and amount of cohesive devices each group used, and differences were noted 

between LI groups that distinguished their writing from the native speakers of English. 

Jin's (1998/1999) participants were six Chinese ESOL graduate students, three 

rated high proficiency and three rated low by independent readers. Those rated high used 

more cohesive devices than the lower group; Johnson (1987) also found differences 

between the compositions rated high vs. low by teachers. Jin (1998/1999) did not find 

evidence to support Kaplan's claim that Chinese writing followed an indirect or circular 
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pattern of organization, and reported no major differences between genres (definition, 

analytical, and research). 

Johns (1984) found that her participants overused conjuncts because that was 

mostly what they had been taught. In addition to having learned English at the sentence 

level, the Chinese students also had studied Chinese at the sentence level. They had little 

experience viewing texts as connected wholes, and little practice using cohesive links. 

Their limited knowledge in turn led them to misuse conjuncts. An important finding was 

that discussions of cohesion and the relatively specific nature of cohesive elements were 

helpful to students in guiding them to analyze their own writing. 

Comparing 48 native speakers with 146 non-native speakers, Kaplan's (1978) 

study analyzed focus (as opposed to topic) maintenance through intersentential syntax 

(cohesion), in English often in the form of lexical repetition or use of synonyms. A 

student's ability (or lack thereof) to maintain focus in L2 might be traced to what 

syntactical strategies were available in LI. A discrepancy between what L2 required for 

cohesion and what LI provided might result in a written text that appeared to lack focus, 

or cohesion, which was culturally determined and found in each language's syntax. 

In an ethnographic study, Li (1996) asked Chinese and American composition 

teachers to select samples of good student writing. Eventually, four samples were ranked 

and critiqued by 45 teachers in China and the U.S. Li found evidence that the concept of 

what constitutes good writing was a social, cultural, and historical construct—i.e., "an 

acquired taste" (p. 127). Chinese and American teachers had different views of student 

writing as reported firom Li's insider/outsider perspective. 
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Wong (1992) emphasized the need for teachers and researchers to be sensitive to. 

and have knowledge of, LI (and L2) cultures in order to properly investigate topics in 

contrastive rhetoric, particularly for college students and adults who are already literate in 

their first languages. 

Research continues to explore the relationship between first and second language 

literacies and the relationship between language acquisition and ESOL writing ability. 

Because increasing numbers of ESOL students are enrolled in U.S. colleges and 

universities (Matsuda, 1996), writing instructors need effective approaches for 

identifying the elements, apart from grammar, of ESOL students' writing that make it 

non-native-sounding and thus not acceptable to NSE. The question of what constitutes 

academic writing is a related issue that needs to be addressed by researchers in NSE and 

NNSE composition. 

Pakistani English and Urdu 

The numbers of ESOL students erurolled in tertiary education in the U.S. and 

Great Britain—^well over one million—continues to increase, particularly in graduate 

education "for the professions as well as for science, technology, and teaching" (Altback 

& Davis, 1999, p. 8). Approximately 750 million people around the world use English in 

their business lives (Bright, 2000) and one billion people are studying English. Today, 

more people use English as a second language than speak it as a mother tongue. 

B. Kachru (1985, as cited in Kachru, 1997, p. 345) described the English-using 

world as consisting of three concentric circles or spheres of influence. The Inner Circle 
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contains NSE countries: the United States, the United Kingdom, Australia, New Zealand, 

and Canada. The Outer Circle is made up of countries that have been strongly influenced 

or colonized by members of the inner circle. These countries have developed their own 

varieties of English which are used in goverrunent and education, often as official 

languages; the Outer Circle consists of India, Pakistan, Kenya, Nigeria, the Philippines, 

Singapore, and others. The third circle. The Expanding Circle, contains countries in 

which English has become the most important second language in education, commerce, 

and science and technology, primarily China, Japan, Taiwan, Thailand, and the countries 

of the European Union. 

In the Outer Circle, world varieties of English have become standardized in both 

grarrunar and discourse (Kachru, 1997). English is firmly established in Pakistan, as it is 

in all of South Asia, due to the area's history of British colonial rule. While British 

English is the accepted standard of prestige for the highest levels of education and 

government, a local dialect of Pakistani English has evolved over the past several 

decades. 

The United States, the United BCingdom, and South Asia are the three largest 

English-using areas of the world. South Asian English includes Bangladeshi, Indian, 

Nepali, Sri Lankan, and Pakistani English (Baumgardner, 1993). For social, cultural, and 

political reasons, each of these worid Englishes has evolved to become a stable, 

describable variety that is distinguishable firom Americsui English (AE) or British 

English (BE). 



64 

The British East India Company first set foot on the Indian subcontinent in 1609; 

Britain's influence continued to grow until by 1818 their domination was complete (Ali, 

1993). In 1950, India became a democratic republic, but English was firmly established 

and was kept as a national language. The variety known today as Pakistani English (PE) 

is distinct from Indian English and has been influenced by Urdu, the national language, 

and the indigenous languages of Punjabi, Pashto, Sindhi, Siraiki, and Baluchi 

(Baumgardner, 1993). 

Hindustani, an Indo-European language, was the lingua franca of the Indian 

subcontinent for over 400 years (Katzner, 1975) and is the root of Hindi and Urdu. Hindi 

evolved as a variety of Hindustani in the Delhi area; Urdu originated in the same area as a 

dialect of Hindi. Through commerce and also a Moslem military presence that began in 

the 1500s, Urdu acquired Persian, Arabic, and Turkish words while Hindi users 

attempted to keep out any foreign lexical items. Eventually, Urdu—which means "camp" 

or "army" in Turkish—evolved as a distinct dialect and was written in Perso-Arabic 

script, distinguishing it from Hindi, which was written in Sanskrit. Continued Moslem 

domination led to the spread of Urdu throughout South Asia (Katzner, 1975), an area of 

complex language history. The term Hindustani, used before the 1947 partition of India 

to include both languages, has been replaced in the literature by Hindi-Urdu, but most 

users of either language prefer that the two names be kept separate. The debate over the 

similarities and differences is on-going, emotional, and often political in nature (Alladina, 

1985). 
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By 1947, Urdu was spoken by millions in South Asia and was also considered the 

language of Muslims (Haque, 1993). At partition, Urdu became identified with West 

Pakistan (now Pakistan; East Pakistan is now Bangladesh) while Hindi was to remain 

associated with India. To unify the population of Pakistan in their newfound 

independence, Urdu was nominated the official language though it was not indigenous to 

the area. Many regional languages could have claimed the right, but the need for 

expedience resulted in the hastily arranged government's use of English for carrying out 

their daily business: the Constitution and laws of the land were written in English 

(Haque, 1993). English was also the first choice for political reasons: choosing either 

Urdu or one of the indigenous languages would have angered large segments of the 

public; choosing both would have added even more confiision to an already chaotic 

situation. In 1971, Urdu was declared the official language of two of Pakistan's five 

provinces, and today it is the national language, but English persists as the language of 

power and is used in government, business, the officer corps of the military, and higher 

education (Baumgardner, 1993; Haque, 1993; Rahman, 1997). English is spoken only by 

the one to three percent of the population (about one to three million people) who make 

up this powerful elite. 

Punjabi is the first language (L1) for 65% of the population of Pakistan (not 

including refugees). Sindh is the LI for approximately 11%, and Urdu is the LI for a 

lesser number, perhaps 9-10% percent of the people, primarily those in the large cities of 

Karachi and Hyderabad. Urdu is a second langu^e for two-thirds of Pakistanis, 
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approximately 100 million (Baumgardner, 1993) out of a total population estimated as 

high as 150 million. Urdu is still widely used in India as well. 

Characteristics that distinguish PE from other Englishes are frequently lexical 

(see Baumgardner, 1993). What were once viewed as errors are now recognized as PE 

features, including grammatical structures, word formation systems, and lexical items 

borrowed from Urdu and the indigenous languages into English. Another process at work 

is that of borrowing English words into Urdu. These words are fully adapted and written 

in Urdu script. Then, they are borrowed back into English in their new forms. (See 

Baumgardner, Kennedy and Shamim, 1993, for their comprehensive study of the 

Urduization of English in Pakistan.) The basic features of PE are found not only in the 

numerous English newspapers but in school text books and dictionaries as well, thus 

ensuring their perpetuation. Baumgardner (1993) provides some examples, such as the 

morpheme lifter which has become widespread in PE. Beginning with shop-lifter, it now 

applies to any crime involving stealing or abduction: shoe-lifter, car-lifter, child-lifter 

and dozens more (p. xv). An example of assigning different meanings to words is Keep 

this on the table, which is the equivalent in AE or BE to Put this on the table 

(Baumgardner, 1992, p. xiv). 

Grammatical characteristics of PE can be found at the sentence level. 

Baumgardner (1993) cites changes in the formation of adjectives, verbs, and nouns, as 

well as word order. Here is one of many examples: 

Anti-Islamic forces are busy to create differences among Muslims. 

(Baumgardner, 1993, p. 48) 
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However, some of the most significant characteristics seem to be the result of lexical 

borrowing, primarily fi-om Urdu, rather than changes in grammar or syntax 

(Baumgardner, Kermedy, & Shamim, 1993). Urdu of course continues to borrow from 

the many indigenous languages of Pakistan. 

Researchers in contrastive rhetoric (CR) have ah-eady determined that NSE in the 

United States, Great Britain, Australia, and New Zealand have identifiable differences in 

speaking and writing (Kachru, 1997), and the differences found between these native 

Englishes and the many non-native varieties may also be significant. Thus my students 

from Pakistan, who were fluent in Urdu and Pakistani English, would be expected to have 

characteristics of both Urdu and Pakistani English in their college academic writing. 

Their extensive reading of the Quran in Arabic might also be expected to influence their 

English literacy. They also speak Punjabi and Sindhi, two of many indigenous languages. 

Pakistan was partitioned from India in 1947 to create an Islamic republic (called West 

Pakistan at the time; what is now Bangladesh was East Pakistan). Today, English and 

Urdu are the two official national languages, and many major indigenous languages 

(Punjabi, Pashto, Sindhi, Siraiki, and Baluchi are the dominant five) are spoken. 

Though the Pakistani government's language policies have been inconsistent, 

English is the language of power, used in the upper levels of business, government, and 

the military (Rahman, 1997). Expensive English-medium schools, attended by the 

children of a small minority of elite families, help to perpetuate the social, political, and 

economic divisions between English-speaking and non-English-speaking Pakistanis. 

Despite a nationalist movement to eradicate English as a medium of instruction and 
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conduct all government business in Urdu (Rahman, 1997), English is as popular as ever. 

According to my students from Karachi, Pakistan, dozens of affordable English-medium 

schools have sprung up (staffed by people who are not qualified to be teachers, and often 

disappearing overnight) to serve the growing market. 

In addition, there are English-medium universities in Pakistan, but the quality of 

education available there is in question due to the current social and economic conditions 

of the country. Continued fighting with India over the disputed area of Kashmir led to 

Pakistan's development of nuclear weapons; as a result, the United States has imposed 

economic sanctions on the country. The current military dictatorship has been unable to 

cope with the country's needs, and there are firequent power outages and a lack of potable 

water. A current joke in Karachi is that there is no need for criminals to fear the police 

because there is no gasoline for the police cars. 

Several professors were asked to comment on the supposed decline of English in 

Pakistan (Bailey, 1996). Here are some excerpts from their responses: 

The English language is not "declining"; it still is what it was before. However 

proficiency in English is declining, and its educational uses may be said to be 

shrinking for various reasons. (M. Ismail Bhatti, Punjab University, Lahore) 

I see the English teaching profession attracting fewer and fewer men. 

Therefore, as the stratum of English-language speakers and writers thins out, and 

the profession turns over exclusively (almost) to women, a valuable resource of 

English in the community will be lost. (Abbas M. Husain, University of Karachi) 
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The standard of English language has been slowly declining here.. .Most 

of the student population has a burning wish to learn more and more English, but 

the traditional methods of teaching are inadequate. The students have a need to 

learn because it is still the language of goverrunent and higher education. (Ramat 

Ullah Khan. Government College, Nowshera) 

There is no denying the fact that the standard of English is deteriorating 

here. But who's to blame? The policy-makers as well as the educationists. The 

importance of English as a vehicle for the acquisition of scientific knowledge 

and exposure to the world can't be over-estimated. (Zafar Hussain Zaidi, 

Government Post-Graduate College, Rawalpindi) 

(Bailey, 1996, p. 49) 

Summary 

The above review of literature indicates that the amount of research devoted to the 

complex field of L2 writing is steadily increasing in both breadth and depth. The 

relationships between first and second language literacy, while far fi:om agreed upon, are 

also receiving more attention than in the past; as the number of ESOL students in our 

schools and colleges steadily increases, the need for new knowledge about L1/L2 literacy 

relationships will increase as well. An approach incorporating the principles of 

contrastive rhetoric has the potential to play a key role in research and in the development 

of both theory and practice for ESOL instructors. 
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In the next chapter I introduce the participants in this study, seven students from 

Pakistan. They grew up speaking Urdu and English, and they know several local 

languages as well as Arabic. They have lived in Pakistan all their lives, five of them in 

Karachi, Pakistan's largest city, and two in Islamabad, the capital. After completing their 

university degrees in the U.S., they all plan to return to their country, which they miss 

very much. 
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CHAPTERS 

THE SEVEN PARTICIPANTS INTRODUCE THEMSELVES 

In this chapter I describe the seven participants and then present the introductions 

they wrote themselves along with excerpts from journals they wrote about their 

educational and language backgrounds. All seven participants (names have been changed 

to protect their identities) are enrolled in degree programs at the University of Arizona in 

Tucson. Like many other U of A students, in order to save money they were taking some 

of their required courses at Pima Community College where the tuition and fees are less 

than the university. 

Description of the Participants 

The seven young men who participated in my study were between the ages of 19 

and 23. All were devout Muslims who adhered to the teachings and practices of Islam. 

They attended prayers at the local Mosque, located near the university and not far from 

their apartment. Their majors were marketing, business, engineering, or computer 

science. At the time of the study, four had just arrived in the United States a few months 

earlier. One had been here for two semesters, and two had been here for 18 months. Six 

of the seven planned to finish their Bachelor degrees and possibly work for a year or two 

in the United States before returning to Pakistan; one was undecided and might choose to 

go home earlier. 

The participants' mother tongue was Urdu, but they grew up speaking English at 

home and at school; they also knew Sindhi and Punjabi, two of the five major languages 
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of Pakistan. They all read Arabic fluently, as that is the language of the Quran, but they 

did not speak or write Arabic. 

The core group of five - Frutte, Harry, Shan, Mamo, and Sanda—were all related 

(as cousins plus one nephew/uncle relationship) and from Karachi, They became 

roommates once they all settled in Tucson. They found Tucson to be a peaceful place 

compared to Karachi, Pakistan's largest city with an estimated population of ten million. 

Located on the Arabian Sea, Karachi is by all accounts a sprawling, chaotic city in a state 

of perpetual crisis. Frutte said, "If you want to know what life is really like, go to 

Karachi." 

Hashmi and Ali, who also became roommates in Tucson, were life-long friends 

who came from Pakistan's capital city, Islamabad, located in the northern part of the 

country at the foot of the Himalayas, near the troubled region of Kashmir. 

All seven participants came from families who belonged to the upper-class, 

English-speaking elite of Pakistan. Traditionally, women do not work in Pakistan so none 

of the participants' mothers were employed outside the home. However, several of the 

mothers had attended college. Their fathers were all businessmen; Ali's father was a 

biisinessman as well as a chemist. As the participants grew up and completed their K-12 

educations, they always knew that their families intended to send them and their siblings 

abroad for university in order to get the best possible educations. This family attitude was 

an important part of the participants' "funds of knowledge" (Moll, Amanti, Neff, & 

Gonzalez, 1992) that they brought to the classroom. In addition, studying abroad has a 

higher social status than studying in Pakistan. 
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The participants chose their own pseudonyms and signed consent forms (see 

Appendix A), agreeing to let me use theur written class work. One week, Hashmi asked 

me if there was something he could write for the special project, as he called it, so I said, 

"How about writing a brief history of Pakistan?" Hashmi's essay as I received it (only 

some spellings were changed) follows. 

A Brief History of Pakistan 
by Hashmi 

Pakistan emerged on the face of the earth on 14'*' August 1947. It was the 

largest Muslim state ever made; this was because it was the only state which was 

made for the name of religion, Islam. The people were called Pakistanis and they 

have a language which is called Urdu. They have a distinctive culture of their own 

which was another big factor for their freedom. Earlier, British people controlled 

the country with Hindus as the majority. So to survive, the Muslims had to win 

their freedom. 

The struggle for freedom was not an easy one; the Muslims had to go 

through lots and lots of sacrifices in order to do so. The leaders also led the nation 

with passion and dedication. This struggle was a war, but a war of peace in which 

the minority which were Muslims had to win their right from the oppressive rulers 

with peace and patience. 

After the emergence of Pakistan, there were a lot of difBcult things which 

had to be taken care of People had migrated from other places so they had to be 

settled somewhere and with very little money and funds it was even harder, but 
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due to excellent leadership and charity by rich and wealthy people, this problem 

was taken care of. Then lack of army was another problem because the danger of 

an attack from the enemy was expected at any time. But due to a passionate bunch 

of army men, even this problem was taken care of And the biggest problem was 

of the constitution and law—both had to be made and it was not an easy job as 

there were none or very few professional people who could fulfill it. This was 

being taken care of when a sudden and biggest shock suddenly took place when 

the founder of Pakistan, Quaid-I-Azam Muhammad Ali Jinnah, died of 

tuberculosis. This was the biggest problem which could take place and the nation 

was not in a condition to take such a shock, but they had no other choice. After 

some time people started to come out of this shock and started to think about the 

country which was in desperate conditions, and most of the people were 

uneducated but dedication made everyone stick to their job and come out of the 

desperate conditions. 

The emergence of Pakistan was history making in a sense that it was based 

on the name of religion. But it came after a lot of struggle and sacrifices. The 

people of the nation stuck to their tasks. No one was afraid to lay down their lives 

for their country and with the fierce and dedicated leadership the problems were 

not as hard as they appeared. 

Participants' Educational Backgrounds 

International students seeking admission to U.S. colleges and universities are 



75 

required to take the TOEFL (Test of English as a Foreign Language). Scores range from 

310 to 677 on the pencil and paper form of the test that is given all around the world. 

Pima Community College requires a score of450 for admission; the University of 

Arizona requires a score of 500 for most undergraduate admissions. Each of the 

participants scored over 500 on the TOEFL, indicating to the university that they were 

proficient enough in English to enroll in university classes. In fact, the participants began 

using English when they were first enrolled in Kindergarten; they all attended the 

traditionally elite, English-medium schools based on the British system with final exams 

graded in England. Some of their families occasionally spoke English at home as well. 

The majority of their parents had completed some tertiary education, and all valued 

education as well as the practical nature of English for a successful business life in 

Pakistan. 

In Pakistan, there are two types of primary and secondary schools: the English 

medium schools, which are based on the British system; and the local schools, which are 

taught in Urdu. The English medium schools, which require a class in Urdu as part of the 

curriculum, are expensive and only open to those who pass the required examinations. 

Some of the participants attended St. Patrick's High School, which they say is ranked 

among the highest English-medium schools in the country. For college or university 

work, the participants all agreed that it was necessary to leave Pakistan if one wanted a 

quality education. Furthermore, the high status attached to a foreign degree guaranteed 

that one would find a job much more quickly than someone who had graduated from a 

Pakistan university. Recently, there has been a movement in the country to eliminate the 
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English medium schools and thus do away with the problem of the elite segment of 

society that benefits fi-om the current social structure in which the highest levels of 

business and government are all conducted in English. 

hi the English medium secondary schools that my participants attended, they sat 

for overseas O (Ordinary) and A (Advanced) Level examinations that were graded in 

Britain. They had classes in English and Urdu as part of the standard curriculum. Both 

language classes focused on grammar and accuracy in writing, and required a lot of 

translation exercises. My participants recalled doing workbook exercises and reading 

short passages in textbooks followed by comprehension questions. In both Urdu and 

English, the most common kinds of writing they did, some more than others, were essays, 

stories, in-class essay tests, and book reports. They spoke Sindhi and Punjabi with 

fiiends, occasionally reading and writing as well in those languages, but did not study 

Sindhi or Pvmjabi as school subjects. 

Participant Self-Introductions 

In this section, Frutte, Harry, Shan, Mamo, and Sanda, the five members of the 

core group, introduce themselves. Then Hashmi and Ali introduce themselves by their 

self-chosen title, the Assistants. All seven students, like many other undergraduates at the 

University of Arizona, were taking some of their required coupes at the corrmiunity 

college where according to Frutte, the courses were "cheaper, easier, and better parking." 

I asked the students if they would like to write their own introductions for the study, so 

they decided to use their first pen-pal letters, initially written to unidentified classmates. 
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Each letter of introduction is followed by some written comments from each person's 

journal on his K-12 education in Pakistan. 

Sanda 

Sanda was 22 years old. He was tall, stocky, easy going, and quick to smile. 

Being somewhat older than the others, he was placed in the role of authority by his 

roommates and carried out his part with confidence and diplomacy. He had one sister and 

one brother, both younger, and his father's family business was called The United Towel 

Exporters. Sanda wrote the following letter: 

Hi my name is Sanda and I am from Pakistan. This is my first semester in the U 

of A. I have completed my second year Intercommerce that is equal to high 

school from D.H.A. College in Pakistan. After doing my high school I have 

completed my first year diploma in computer sciences with my Microsoft 

certification (MCSE) and now in the University of Arizona my major is 

Management Information Systems. 

My favorite games are football and cricket. My hobbies are listening to 

music, watching movies, traveling and partying. 

Pakistan is a huge country but as far as the population is concerned it is 

too small. Anyway, Pakistan is more or less as big as Texas. As far as the culture 

is concerned it is totally different from the culture in the USA. In Pakistan 90% of 

the families are conservative and so it's really nice to be there. 

Here are some of Sanda's views on high school: 
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Unforgettable memories, irreversible experiences, and brand new experiments all 

summed up makes me think of only one word: "My high school." High schools in 

our country are a little different from those in America. Most of the high schools 

are not co-ed; it's more like guys and guys' stuff, girls and girls' stuff 

The administration gets stricter and more concerned for the growing 

youth. From grade one to grade eight the schools are referred to as primary and 

middle school, after that the crucial time starts at the end of grade nine, the first 

year of high school, when all the students throughout the country undergo a board 

examination conducted by the board of education of Pakistan. Then at the end of 

the tenth grade, the Matric examination takes place, also conducted by the 

officials of Pakistan's education board. The average of the marks obtained in both 

ninth grade and matric examination determines which college students will go to. 

The colleges, which means grade eleven and grade twelve, are ranked according 

to the percentages of the marks in the matric examinations they require as the 

condition of admission. College is an important time for our educational career. 

At the start of the college we decide which major we will select for our college 

education and will continue in the university. 

The majors in college are like, Pre-business, Pre-engineering, Pre-medical, 

etc. That's the reason that overall the high school education is very important for 

the educational careers of the students of Pakistan. 

Frutte 

Frutte was 21 and had two sisters, one older and one younger. He was quick. 
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wiry, and fiiil of energy. He always seemed happy and enjoyed talking with other people; 

his outgoing personality seemed to match his hair, which was yellow-orange and 

somewhat spiked. His family's business was in textiles and machinery; his father's 

company manufactured jeans and other clothing for U.S. firms such as K-Mart and J.C. 

Permy. Frutte wrote the following letter: 

Hi there my name is Frutte and my major is marketing. I am a sophomore and 

this is my second semester at the University of Arizona. 1 am a Pakistani. The 

language which I speak is Urdu. My hobbies are playing tennis, hiking and 

listening to music. My most favorite hobbies are going on vacation, visiting one 

city after another. I completed my high school in Pakistan with a G.P.A. of 3.6. 

One of my greatest qualities is my ability to interact with people, especially with 

those from different cultures. A sport that I excel in is squash, which is similar to 

racket-ball. Most recently I have done Bungee Jumping in Las Vegas. The jump 

was about seventeen floors high. This used to be one of my aims to Bungee-

Jump. However, fast cars are the greatest love of mine. That is why I bought a 

BMW convertible. 

Frutte had this to say about education in Pakistan: 

Education in this world is getting pretty advanced day by day. But education in 

Pakistan is very different than in the United States. People in Pakistan are all 

moving themselves toward different countries to get more well educated. After 

having all of these studies, when they come back home they become king of the 
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business. Those people get internships and jobs much faster than people who 

have graduated from Pakistan universities. 

I want to tell you about the past education of mine. I started my studies 

from grade one to ten in St. Patrick High School. At the first when I used to study 

at my school, I wasn't used to study at that time and was always grounded by my 

parents. Cause I use to roam around. After studying there for 10 years I 

completed my 10 Grades and received my high school degree with a B grade. 

Then I got my admission in the Defense Housing Authority College, which is the 

second-rated college in Pakistan. 1 got admitted in the Business major. There I 

studied for around 2 years and got my Degree from there with B- grade. My 

parents were proud of me. Then they decided to send me to the United States, and 

that's how I came to the University of Arizona. 

Mamo 

Mamo was 19 years old, of medium height and build, and the youngest of four 

children. His family's business was in cotton and textiles, including towels. His older 

brother was already working in the family business and Mamo would as well when he 

returned to Pakistan, so he was not convinced that he needed to finish his BA, a constant 

source of ribbing from the others which he accepted matter-of-factly: the degree was not 

that important to him, and he was anxious to go back home and start work, helping his 

father and brother. His friends also teased him about getting married young, a plan which 

he consistently denied and never joked about. Here is Mamo's letter: 
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Hi, my name is Mamo and I am doing my major in marketing. I am in the 

freshman year at the University of Arizona. I am from a country named Pakistan. 

I have completed my high school and college there in Pakistan. I have lived there 

for about twenty years of my life and I love my country Pakistan, and my family, 

and 1 miss both a lot. Well my father is a businessman and he is in that field for 

more than forty years. So that's why I chose a business major for myself because 

it's going to help me a lot in the future. To get higher education I moved to 

Tucson and I am here for the last nine months. I like Tucson but it's not like my 

hometown Karachi. The people here are very nice and cooperative. 

My hobbies are to drive sports and luxury cars, play cricket, listening to 

music, roaming on roads, watching TV and going to the beach with friends no 

matter what time it is. That's my hard luck that there's no beach in Arizona. 

The best thing about myself is that I like to travel around places and meet 

new people and see new places. I have almost seen the whole Europe, Middle 

East and America. Almost every place has its own beauty and nature. 

My religion is Islam that says there is only one god who takes care of the 

entire world and the people. Our main Islamic center and holy places are in Saudi 

Arabia. 

Mamo wrote the following about his education: 

I think I was four years old when my parents admitted me in a school. My mom is 

a religious type of woman, so that's why she always wanted me to go to an 

Islamic school and learn more about my religion, Islam. Besides that she wanted 
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me to leam the Holy Quran by heart. Well actually, it was very difficult for me to 

achieve that goal... because in a religious school there are many restrictions as 

compared to a normal school. All in all both of them are totally different fi*om 

each other. Later, I found the life of a normal school easier so I decided to go with 

that. 

But the main point of going through with all this is that it's useless in my 

opinion, because in this system you don't get the quality of education that you are 

expected to be given. Well die reason for that I think is due to the lack of good 

faculty and the system. So if you want to do well in your education, you have to 

do it all by yourself to be successful. 

The other system, the O levels and A levels, are way better and more 

knowledgeable than the matric system. In O & A levels the standard of education 

is very good and systemized. In that you get to know almost everything you need 

to. Well the British Council there controls the success of all—this is due to British 

system. The exam papers are made there in London and even for checking of the 

papers, they are sent back to London and some specified professors and teachers 

check them. All in all the teaching standard is very high. 

Shan 

Shan, age 20, was the eldest of three children. He was almost as tall as Sanda, and 

somewhat stocky. His father ran a commercial and residential construction company, but 

Shan planned to go into MIS. He also planned to work in the U.S., perhaps the Silicon 
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took pains to explain issues and provide details on any topic of discussion. He wrote; 

I am Shan and I am from Pakistan. I am studying at the University of Arizona as 

a computer engineering undergraduate student. I am a sophomore and plan to 

graduate in 2003. My interests are such as playing cricket and going to parties. I 

like driving cars. I am plaiuiing to soon open my own e-commerce website 

because I am a web designer and I have future plans of doing something in the 

"Information Technology Field." My e-commerce website would be about online 

trading of crops such as rice, grain and fruits etc. The website would be a 

platfomi for importers and Exporters all over the world where they could trade 

and sell and buy their stocks and even bid. 

I have been living in Tucson for the past I year. Tucson is pretty similar 

to the place I live in Pakistan except for that Tucson has mountains and my city 

does have some, but not many. And it also has a beach, where my house is; 

otherwise it's really hot out there as well. Pakistan is the most beautiful place on 

earth for me and I love it. Pakistan has tropical weather overall, but in the north 

lies the world's highest peaks such as the mountain K2 and the Himalayan 

ranges. 

Shan reflects on his high school years: 

I graduated from my high school in 1998. The last three years of my high school 

life were the most enjoyable and happiest moments of my life. I still remember all 

my firiends in the high school and all my teachers. The best thing I enjoyed at my 
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friend and going to the beach which was near to my school. One of the things I 

still regret about my high school was when I became a gang leader and once beat 

a guy in front of the school gate, due to which I almost got expelled out of my 

school. 

One thing that every high school student did the most in his high school 

was becoming friends with many girls and listening to many romantic songs all 

day. In my high school, I was very active in sports such as I was in my school's 

cricket and volleyball team. 

I still remember those days when all I used to do was to have fun and 

nothing else, whereas now all I do is study, go to job, and miss my family and 

friends back home more than anything. 

Harrv 

Harry was 23 years old, slim, quiet, and self-assured. He often chose to watch the 

others interact but at the end always added his opinion, usually something philosophical 

such as "That's the way life is." Despite his older years (they described another friend of 

24 as "fatherly"), the group seemed to want to take care of him—perhaps because he had 

no siblings and was the first one in his family to "go out there"—to leave Pakistan for 

education abroad. His family's business was in cotton, silk, and textiles. He wrote as 

follows: 

My name is , but you can also call me Harry. I am a resident of a beautiful 

country Pakistan which I love a lot, as I get to enjoy the most out there. I have 
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lived all my life there. Hence I miss my family and my country a lot. My religion 

is Islam and I try my best to go in accordance to what my religion says. For 

example, one of the things my religion asks me to do is to be good to others, 

which I do, or no drinking, which I never do. 

My hobbies are playing cricket, eating, and listening to music. What I 

love the most is driving cars or getting knowledge of cars that I carmot afford. 

Another thing that I like is going out with my friends. I love to make new friends, 

get to know their cultures, and some of my hobbies are driving around the streets, 

playing cricket, playing squash, music, and eating with friends. What I love most 

about myself that I make friends real quick and I love helping people whenever 1 

can. There is one thing I cannot stand and that is backbiting. 

Anyways, these were some of my interests and hobbies as well as my 

educational background. It's not difGcult being friends with me. I have been 

living in Tucson for three months and I really like this, as it is a peaceful and a 

beautiful country. 

About school, Harry wrote: 

My school has been very interesting and at the same time very difficult. I 

started my school life from Mrs. Hague's Montessori. I was there in that school 

till fifth grade. Those days were very good because there was not much to study 

and at the same time, without studying, I used to get a good grade. 

After completing grade five, I got myself transferred to St. Patrick's High 

School. This school is ranked second in my country. After grade five the students 



86 

are differentiated and are given a choice in applying to the matric section or in O 

levels. I chose to go for O levels and before starting school, I was asked to give a 

test and fortunately I passed. If a student does not pass that exam he cannot take 

O levels and is automatically shifted to the matric system. My educational life has 

always been in my country and this is the first time I have come abroad for 

studies. I have done my O levels.. .after doing my A levels, I started doing my 

bachelors in my home country for 2 semesters after which I transferred to the 

University of Arizona, and so I am a sophomore. I am planning to do a major in 

marketing. 

The Assistants 

Ali and Hashmi were both ftom Islamabad, the capital of Pakistan. They added 

the class late because of problems back home, and they also had to return to Pakistan one 

time during the semester for a family emergency. Thus they were unable to participate in 

the complete project, but they wanted to be included and were willing to do whatever 

they could to help. They cheerfully dubbed themselves "The Assistants." They translated 

paragraphs written by the other five in Urdu, provided answers to Urdu grammar 

questions, and generally made comments and added support and information. 

Hashmi 

Hashmi came to Tucson in the fall of 2000. He had two sisters and two brothers; 

one sister was working on an MBA and a brother had passed his bar exam. He was 

articulate and always willing to share his views with the class, who were always ready to 

listen. His family was a business family that "didn't put all our eggs in one basket" - his 
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father was an overseas employment contractor who also owned supermarkets and other 

properties. Here is Hashmi's letter of introduction: 

My name is Hashmi and I am a student of the University of Arizona and Pima 

Community College. My major is MIS (Management Information Systems). I am 

a freshman and plan to complete my degree and soon as possible so that I can find 

a good Job and sort out my life. 

1 studied m my mother country Pakistan all my life before coming to the 

United States of America. I did my middle school at Beacon House Public School 

and my High School at University College of Islamabad. After completing that 1 

came to Tucson, Arizona as I had to start my college here. 

I plan to study as hard as I can so that I keep on maintaining a good 

G.P.A. so that when I apply for a job, I don't have to wait and waste my talent as 

many other guys I have seen do. My parents have been supporting me all my life, 

even in college, so I wanna complete my studies and get a job so I can make them 

happy and can support my family cause they deserve what I earn the most. 

My experience of my high school is one of the best experiences I have 

had. It was a time of extreme pleasure and satisfaction. I had no worries 

whatsoever, studies were easier and a lot of social deeds could be fulfilled. But 

after coming to college, although I enjoy it a lot I have noticed that worries about 

different stuff have started to build, studies are tougher and my social circle has 

been reduced. Even though it's hard to be in college, it is very interesting and 
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satisfying to be here because one feels he is an adult and nothing is tougher yet 

more satisfying than being adult. 

M 

Ali wrote and spoke rapidly, confidently, and at length on any class topic. Other 

students seemed to like being in a group with him because he was lively, and possibly 

because he did most of the work. Ali's siblings—two brothers and a sister—were all 

students, one in Washington, D.C. and the other two in Pakistan. His father was a chemist 

who also had various business interests. Ali wrote the following letter: 

I, Ali, was bom in Pakistan South East Asia on July 30'^' 1980 in Islamabad, the 

capital of Pakistan. I was bom in a Muslim family so by the grace of God I am a 

Muslim. I was brought up by my grandparents. I started my schooling at the age 

of 3 firom a very renowned school of Pakistan, Beacon House Public School. I 

completed my high school in June 1997 after earning an Ordinary Level 

Certificate. I have two elder brothers and one younger sister. My father works in 

atomic energy, he is a PhD in chemistry. As I have lived all of my life with my 

grandparents, I love them more than anything in this world. 

After completing my high school I joined a college in Islamabad known as 

Alta Vista College. I completed my college in June 1999 with very good grades. 

After completing it I left for the United States of America to join the University 

of Arizona's electrical engineering department. Now I am here, looking forward 

to earn an electrical engineering degree. I have some hobbies as everyone else. I 

like to play squash, cricket, and table tennis. I like reading course books and I like 
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to travel a lot. Beside my regular studies, I have earned degrees from Microsoft 

and Cisco. I am a networking professional. The best things I like about my life are 

two things. Firstly I love the religion I have got as an inheritance and secondly 

my grandparents. These two things are the purpose of my life. I like to make 

friends. I can speak different languages. 

Ali did not mind commenting on his weight, which was a problem for him. He wrote: 

Health is of great importance to life. I think it is one of the biggest blessings of 

God to humankind. 1 can feel the difference as right now I weigh 270 pounds 

which is almost double what I should have been. I cannot do anything properly. 

Problems are increasing day by day. Now I am determined to lose weight for my 

health. As I carmot study properly, cannot walk, I am restricted to only a few 

styles of dress. I remember once I went with my two roommates and some girls to 

a park in Los Angeles for rides. Due to my very large size, I did not fit in 90% of 

the rides, which was the most embarrassing time of my life in front of girls. I felt 

ashamed but now I will work out to get fit. 

After their semester at Pima Conmiunity College, both Ali and Hashmi were 

accepted at Georgia Tech and moved to Atlanta where they already had several friends 

and relatives. 

The Teacher/Participant Relationship 

The core group of five were a close-knit group despite some problems of living 

together without their families, and all seven looked for cocuiections in the Muslim 

community of Tucson. Because the comfort of practicing their religion was of great 
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importance, they found life in the U.S. very different from home; food was also an issue, 

as was having to do their own laundry and household chores. None of the participants 

planned to stay here for very long, and they all viewed themselves as outsiders in a 

country that they liked for many reasons but one in which they did not wish to spend the 

rest of their lives. 

Clearly, all seven were different from me in every way imaginable: age, gender, 

ethnicity, nationality, religion, mother tongue, other languages, family social status, and 

favorite foods, to mention a few. The fact that I was their teacher and they were my 

students created another unavoidable difference, because even though I teach my 

students that they create their ovm grades, I am still the one who ultimately is in charge 

of grades, assignments, and classroom activities. The participants told me they had had 

women teachers before so that was nothing new for them. They were the first to admit 

that traditional Pakistani society was well known for its suppression of and disregard for 

women, including marrying them off in their early teens to older men. However, my 

students, most of whom had sisters, viewed this situation matter-of-factly. Frutte wrote a 

paper saying that no one could take away the rights of women, and Sanda wrote a paper 

explaining how the divorce laws of the Quran were often misinterpreted. 

There is a growing movement for the education of women in Pakistan, not just 

for the elite but for the lower classes as well. However, progress has been slow and the 

right to education does not imply a right to work. Here is part of a conversation I had 

with Hashmi; 

HASHMI: Back there we don't get the girls to work, usually. It's mostly they 
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don't work. 

JUDY: What about your sister who's getting the MBA? 

HASHMI: She's studying. She's staying in Pakistan. If she wants to work she 

can, but probably not. 

The five young men in the core group were always polite and reserved in 

classroom and interview conversations; Ali and Hashmi were always polite as well but 

were more outspoken and gregarious with me and their classmates. They were all raised 

to respect their elders, another deeply ingrained part of their culture, which meant they 

had to obey them without question. As a group, happy and positive, they preferred to 

avoid any sort of conflict and did not like to criticize others. They were willing to discuss 

racism but did not mention any serious personal incidents. They said that the political 

correctness of the U.S. was preferable to the overt racism they had heard about in 

Australia or had experienced in England. As Hashmi said, "People here have to pretend 

to be nice." Frutte said the same thing on a different occasion, explaining, "Here they 

have laws. People have to be nice or I can sue them!" 

The participants were unusual as a group because not only were six of the seven 

related by family, they were all men. When combined with the differences between them 

and me as mentioned above, this unanticipated gender segregation had further 

implications for my study. Gender segregation may have a unifying effect on a group of 

participants and make the teacher/researcher's attempts to gain an insider's view, or even 

a glimpse of an insider's view, even more problematical. 
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Summary 

As a group, the participants reported having had successful K-12 educational 

experiences. They all valued higher education, and their families expected them to attend 

universities outside of Pakistan in keeping with their families' plans and goals for living 

successful lives. I presented the student self-introductions here to familiarize the reader 

with the participants in preparation for reading the next chapter. Methodology, in which I 

explain participant selection, give a general description of the class, and detail the other 

methodological aspects of the study. 
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CHAPTER 4 

METHODOLOGY 

In this chapter I explain participant selection and describe the community college, 

the writing course, and the students who were enrolled in it. The project design, as 

framed by a constructivist orientation, is based on action research and a case study 

approach. I describe the four data sets (questionnaires, collected student writings, group 

interviews, and guided student analysis of cohesive devices) followed by the details of 

data collection and analysis procedures. I divide data analysis into two major categories; 

cohesion, based on the work of Halliday and Hasan (1976); and qualitative procedures 

based on a case study approach with an emphasis on students' engagement with 

collaborative concept development (Vygotsky, 1978). My methodology was based on my 

original research question and the three sub-questions as explained in chapter one; the 

results as I report them are in keeping with my revised research question, "What cultural 

and linguistic capital do selected multi-lingual Urdu-speaking students from Pakistan 

bring to the writing class, and what is the relationship of this capital to their English 

writing?" 

The College, the Writing Course, and the Students 

Pima Community College 

Pima Community College is a large, multi-campus two-year college located in 

Tucson, Arizona. In the 1999/2000 academic year, district-wide the college had a 

student population of approximately 62,000 enrolled in credit courses. Minorities (listed 



94 

as Hispanic, African American, American Indian, and Asian-American) made up 39% of 

the total. The bulk of contrastive rhetoric (CR) research that has been completed in the 

United States compares English to the native languages of the four most populous 

groups of ESOL students: Japanese, Chinese, Arabic, and Spanish (Connor, 1997). At 

Pima Community College, these four groups represent about 65% of the total 

international enrollment of 762 students from 75 countries (classified as those on 1-19 

visas, not immigrants or refugees). There were 25 students from Pakistan. 

WRT 107: Writing I for Intematlonal Students 

WRT 107, Writing I for IntemationaJ Students, is the first semester of two 

required courses in freshman composition for ESOL students at Pima Community 

College seeking Associate of Arts degrees or university transfer credits. Students are 

placed by the writing placement test or by completing WRT 106, which is the preceding 

developmental course in a series of three classes, WRT 106,107, and 108. 

The 1999/2000 Pima Community College Catalog describes the sequence of 

WRT 106,107, and 108 as building writing in terms of increasing length and difficulty, 

suggesting that the paragraph is a unit of construction. WRT 106 focuses on the 

paragraph. WRT 107, based on non-fiction readings, is intended to familiarize students 

with the four traditional rhetorical modes of exposition, definition, argument, and 

narrative. WRT 108 is literature based, and students write longer and more analytical 

papers including a research paper. 

A typical class session of 75 minutes starts out with learning circles in which 

small groups discuss the day's reading. Then the class may share journals or respond to 
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each others' current drafts of whatever writing the class is working on. Most days, 

everyone writes a five-minute in-class essay on a topic of the class's choice. I may give a 

mini-lesson on a discrete grammar point or other specific language topic suggested by the 

class (everyone signs up for a day to choose a topic) or by me (such as the cohesion 

investigations carried out for my research). 

Students Enrolled in Fall 2000 

In Fall 2000,1 taught two sections of WRT 107. My participants were enrolled in 

the section that met from 4:40 p.m. to 5:55 p.m. on Mondays and Wednesdays. This time 

slot, chosen by the college because the campus was under construction and there were no 

classrooms at other times, was named "horrible" by everyone who signed up because it 

was too late to be a day class but too early to be a night class. But even at that hour, there 

was little choice of rooms; ours had a very loud hum coming from a utility closet. When I 

asked about getting a different room, the dean's office told me that my students and 1 

would have to find our own room if we couldn't stand the humming noise. So, we located 

a better room that we enjoyed very much for a week—it had large tables that six people 

could sit around—before we were told we couldn't use it after all. 

Our third room, which we also located ourselves, had a nice view from the third 

floor but upon closer inspection was found to have no desks - just chairs. Our fourth 

room, which also had a view, had regular desks so we settled there for the rest of the rest 

of the term. Despite the peculiar hour of the class and the forced evacuation of several 

rooms, or perhaps because of these problems, by the time we reached our final room the 

class seemed to have bonded into a cohesive group. 
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The class was made up of seven women and fourteen men from nine different 

countries. Seven students were from Paldstan, four from Mexico, three from Japan, and 

two from Korea. One each was from Greece, Botswana, Eritrea, Cameroon, and Viet 

Nam. Their majors were criminology, physical therapy, music, engineering, 

biochemistry, media communications, international business, agriculture, ecology and 

evolutionary biology, computer science, management information systems, and 

marketing. All of the students but one were unmarried and in their late teens or early 

twenties. One married man, in his early 40s, worked in real estate and was enrolled in 

college courses to improve his English. All of the other students were planning to transfer 

to the University of Arizona, or were enrolled there concurrently. 

WRT 107 students as a group are highly motivated, successful students who have 

clear career and life goals. They believe that a college education is a necessity for a 

successful life, both in job satisfaction and for financial rewards. When I ask them what 

they will be doing in ten years, the typical response is, "I will be married to someone 1 

love and we'll have two children. I'll be working at a job I like that pays well and be 

living in a cool city." 

Participant Selection 

In the United States, the four most common and thus most-researched second 

languages at the college level are Spanish, Chinese, Japanese, and Arabic (Connor, 

1997). There is relatively little information available on most other languages. Therefore, 

when the semester began and I found five young men from Pakistan in my class, 1 
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decided to ask tfiem solely on the basis of their first language (LI), Urdu, if they would 

agree to participate in a study. 

I had already determined that it would be best to have participants who shared an 

LI due to the ease of peer review and concept building regarding the principles of 

contrastive rhetoric (CR) they would be asked to investigate. The five students, all from 

Karachi, agreed to participate, and after we had begun, much to my surprise, two more 

students from Pakistan enrolled in the course. Because they added late, and also had to be 

absent for several classes while they returned to Pakistan, they were not included in the 

major study. However, they wanted to participate and thus volunteered to translate some 

Urdu into English for the first part of the study and later they contributed other 

information I asked them for. 

Because I used LI as the determining criteria, it was only coincidental that all of 

the participants were men. However, I then found that six of the seven were related to 

each other as cousins, plus one nephew/uncle relationship. A group of participants who 

were all men and who were all related to each other presented unusual circumstances for 

research. My participants would naturally present only a male point of view, but they also 

might be influenced by feelings of family solidarity and the desire to present a united 

front. Another possibility is that based on the shared family backgrounds of the 

participants, they would present a view of Pakistan that might seem to me to be broadly 

accepted (because seven people were telling me it is so) but was in reality the particular 

view of a family group from a particular socio-economic level of society. Thus it was 
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important for me to be aware of the possible limitations and implications of having an all-

male group of relatives as participants. 

However, my interest in having Urdu speakers as participants far outweighed any 

potential limitations invited by my choice of participants. In the United States today, 

fourteen percent of the population (counting everyone over the age of five), or one out of 

seven, speaks a language other than English at home (Bureau of the Census). Spanish is 

first by a wide margin, followed by French, German, Chinese and Italian. Down the list at 

number fourteen, just after Arabic and before Russian, is the Hindi-Urdu language. In 

1980, there were 130,000 speakers of Hmdi-Urdu in the U.S. and in 1990,331,000 or an 

increase of 155%. (The two languages Hindi and Urdu are nearly identical in speech but 

have different writing systems. Much to the displeasure of many Hindi and Urdu users, 

the two languages are firequently combined in surveys.) 

Today there are about 58 million speakers of Hindi-Urdu in the world, primarily 

in the countries of India, Pakistan, and Bangladesh. This number is expected to increase 

dramatically in the next 50 years as the populations of these countries grow. By 2050, as 

estimated by the U.S. Census Bureau, India will be the most populous country on the 

planet, followed by China and then the United States; Pakistan will be the sixth and 

Bangladesh the eighth most populous. Pakistan's current population of 132 million is 

expected to double by 2050 as the total world population increases by half to over 9 

billion. Approximately 8% of Pakistanis, primarily residents of Karachi, speak Urdu as 

their mother tongue, but Urdu is the second or third language of the majority of all other 

Pakistam's. 
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Theoretical Orientation 

Like many other educators today, my teaching practices are based on a 

constructivist view of learning, literacy, and concept development. In this view, 

knowledge is developed as students actively construct meaning, incorporating new 

classroom experiences into their prior knowledge base. In the past, students were viewed 

as "little vessels to be filled"—when I was a child, I was told to be a sponge that soaked 

up information. In Freire's (1970/1997) metaphor of teachers made deposits into 

the passive students; Dewey (1916/1966) referred to the same process as "ideas as 

bricks." An ideological model of literacy, to use Street's (1995) terminology, is similar to 

the constructivist view and includes that reading and writing are social endeavors, 

developed in collaboration with others and grounded in cultural practices. Furthermore, 

today educators speak of multiple literacies rather than a single literacy, to acknowledge 

that students possess a weedth of literacy practices that extend far beyond the classroom. 

In order for academic literacy to develop, these multiple literacies must be incorporated 

into the writing classroom. Such a classroom is a student-centered community based on 

collaboration, open dialogue, and respect for student agency, identity, and ownership. 

My teaching philosophy is grounded in my understanding of my college's 

mission, which can be summed up by our slogan: "Success for All." Everyone can learn, 

given the opportunity and proper circumstances. A wealth model and a holistic view of 

students, in which each individual is a valuable resource and talent, allows teachers to 

recognize, acknowledge, and build upon everything that students bring to the classroom -

not only their linguistic capital but also their opinions, beliefs, and experiences. These 
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teaching and learning conditions lead to Vygotsky's (1978) zone of proximal 

development, in which students, with guidance and support from the teacher and more 

knowledgeable peers, can accomplish tasks they would be unable to do alone. When 

writing activities are whole and meaningful, fulfilling social and communicative goals, 

students will be able to function within a learner-created zone of proximal development 

that includes the entire class. The process of guidance and support leads students to ever-

increasing development of knowledge and abilities, and offers them the security to 

engage m risk-taking as they approach their work in a spirit of inquiry and problem 

posing. In this environment, my students—who are active participants in the construction 

of knowledge rather than passive recipients—^will gain mastery and ownership. 

Reading, writing, critical thinking, and discussing are interconnected, recursive 

activities that reinforce and supplement each other in the classroom. None can be 

successfully accomplished in isolation from the others. Writing as a means of exploration 

should be taught across the curriculum, though it is not at Pima College, so the writing 

class is the place for me to teach that writing leads to discovery, and discovery leads to 

learning. Risk-taking, an essential part of discovery and learning, is possible in the 

supportive atmosphere of a collaborative classroom community in which writing 

becomes a means of examining, exploring, and developing thoughts and ideas, in 

addition to being a means of communicating those thoughts. For this reason I conduct my 

class in a workshop maimer to promote an atmosphere in which success is expected. 

Students read each other's writings and offer praise for strengths along with constructive 

suggestions for areas that need work, and my teaching practices are based on the concept 
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that everyone is capable of learning and growing. In addition, 1 try to be flexible in order 

to respond to individual differences while the class as a group moves towards its goals. 

Ultimately, in a successful writing class, students are guided and supported by 

their peers and the instructor to recognize their individual strengths, to evaluate their own 

work, and to find solutions to their writing problems. Reflective teaching practices are 

based on the expectation that everyone involved is dedicated to life-long learning and 

literacy development. My approach to creating a positive classroom teaching/learning 

environment, based on the principles of Vygotsky's (1978) zone of proximal 

development, provides the context for action research and a case study approach that 

describes students in their classroom and study groups as they collaborate in concept 

development and concept change. 

In my writing class, the focus is on process rather than product. I teach product as 

well, placing it in the context of what an academic audience expects. On a typical day, 

students work in pairs or small groups to complete classroom tasks together. Formal 

essays go through reader response by peers, and students may revise their drafts as many 

times as they like. I present mini-lessons firom time to time, but I do not lecture. My goal 

is a classroom in which students and teacher fireely exchange ideas and information; "the 

teacher is no longer merely the-one-who-teaches, but one who is himself taught in 

dialogue with the students, who in turn while being taught also teach" (Freire, 1970/1997, 

p. 61). 
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Action Research 

Action research is a qualitative method often used by teachers in their own 

classrooms. The original model, developed in the 1940s by sociologist Kurt Lewin (King, 

1990), was designed to unite the roles of researcher and practitioner, roles that were 

traditionally seen as separate and exclusive. Having an original objective of social 

change, action research has been adapted for the classroom with the goals of identifying 

and finding solutions for classroom problems: "Involving practitioners in research about 

problems they had identified in their own work was intended to develop in them the 

knowledge, skills, and beliefs in their own effectiveness, ultimately in order to improve 

their practice and to solve problems in their own settings" (King, 1990, p. 3). Stephen 

Cory popularized Lewin's work in the 1950s by applying action research to educational 

settings, but the method was then largely ignored as the separation of theory from 

practice became increasingly entrenched in U.S. society and thus the educational system. 

Later, in the 1970s, Lawrence Stenhouse coined the term "teachers as researchers" in 

Britain; by the early 1990s, both "action research" and "teacher as researcher" were well 

known terms in the world of education (BCing, 1990). 

Another important aspect of action research is that it is designed to "engage 

people who have traditionally been called 'subjects' as active participants in the research 

process; and result in some practical outcome related to the lives or work of the 

participants" (Stringer, 1996, p. xvi). Thus action research benefits teachers and students 

alike. 
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Stringer (1996) outlined a basic approach to action research that has three major 

components: defining and describing the problem in context, explaining and interpreting 

findings, and then acting to solve the problem. Speaking about community-based action 

research, he concludes, "it is a movement away from competitive, power-driven, conflict-

ridden organizational processes toward more cooperative, consensual ways of living" (p. 

160). His words apply equally well to a college classroom where my purpose in using 

action research is to change one of my teaching practices for the benefit of my students— 

that is, to incorporate LI writing, to analyze it specifically for cohesion, and then to 

describe and analyze the results (Rossman & Rallis, 1998) for the use of other 

teacher/researchers. Elliot and Keynes (cited in Rossman & Rallis, 1998) say action 

research is "the study of a social situation with a view to improving the quality of action 

within" (p. 18). For teachers the definition, originally pertaining to social change, still 

applies as the teacher acts (in the research) to improve her own actions (teaching methods 

or practices) in the classroom, which is a social situation. The entire action research 

process is a "self-reflective spiral of plaiming, action, fact-finding and evaluation" (King, 

1990, p. 7) that results in positive changes in teacher practice. 

Another aspect of action research is that it can be emancipatory (Rossman & 

Rallis, 1998). Emancipatory action research has the potential to change educational 

institutions by allowing for the transformation of the individuals who work within (King, 

1990). By extension, an emancipated teacher has the potential to successfiiUy engage in 

emancipatory education, which means that the class itself is engaging in "empowerment 

research [which] is concerned with change that occurs as a result of participants 
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discovering and using their own strengths and abilities" (Small, cited in Wuest & Merritt-

Gray, 1997, p. 284). This is a direct statement of how LI might be used. I hope that this 

possibility, combined with the acknowledged consciousness-raising potential of 

contrastive rhetoric (CR), will create a positive classroom atmosphere in which my 

students and 1 revalue first languages and first language literacy. 

As Liu (1999) points out, action research has traditionally been viewed as an 

inferior mode of research, but scholars are beginning to recognize the value of action 

research in improving language teaching and therefore language learning. By 

incorporating action research into teaching methods, all teachers can engage in the 

"cyclical process of searching, mapping, matching, doing, and reflexive thinking that our 

methodological options count [on] " (Liu, 1999, p. 32). 

A Case Study Approach 

A case study approach allows the researcher to gather data over a period of time 

from a variety of sources (Rossman & Rallis, 1998); data for my study included 

questiormaires, collected student writings, group interviews, and results of guided student 

investigations. 

A case study approach is appropriate for this research because I plan to obtain in-

depth, detailed information from a small number of students in order to find out their 

attitudes and opinions toward the proposed class procedures, while at the same time 

taking into consideration the students' classroom learning environment. Case studies 

have been successfully used in the study of L2 writing; as an interpretive approach, case 
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Study methodology works well with teacher/researcher action research that focuses on the 

social and cultural environment of the classroom (Johnson, 1992). 

The five main components of case study methodology are compatible with 

teacher/researcher action research: 

(1) initial problem formation; 

(2) Defining the um'ty of study and its boundaries; 

(3) Data-collection techniques and researcher roles; 

(4) Analysis - the search for patterns; and 

(5) Communicating the experience in a report (Johnson, 1992, p. 83) 

I have described the initial problem formation and boundaries of the study above; 

I describe data methods below. 

Project Design 

The starting point of the investigation, as well as the introduction to the WRT 107 

course, was an introduction to the principles of CR. First, four overhead projections 

adapted from Reid (1989) (see Appendix B) briefly described some of the possible 

organizational patterns of writing in Arabic, Thai, the Romance languages, and Chinese, 

Japanese, and Korean as a group. This presentation gave students an introduction to the 

principles of CR by comparing various languages at the text level to the basic form of a 

United States academic essay: an introduction with thesis statement, body paragraphs that 

supported and detailed the main idea, and a conclusion that echoed the introduction. 
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As I showed the overheads, I invited students who spoke each language to tell the 

class whether or not the mformation was accurate and to supply examples and any 

additional information they would like. As a monolingual English speaker, I may have 

had information about the languages but 1 did not have any first-hand experience; only 

the people who spoke the languages would be able to give reliable information based on 

their experiences and knowledge. One by one, every student had the opportunity to speak 

as an expert on his or her language. I asked students who knew languages that were not 

represented in the overheads to give their ideas about their languages with respect to style 

and organization, and we compared those to English as well. At that time, we also 

discussed reader versus writer responsibility (Hinds, 1987) and the importance of that 

concept, along with the concept of audience, for U.S. academic writers. For example, 

Hinds (1987) views academic English as writer-responsible because the writer is called 

upon to provide a clear thesis statement to direct the reader. In a Chinese text, however, 

the thesis statement may be located at the end of the work or not directly stated at all. 

Writing that is designed to let the reader decide the main point is defined as reader-

responsible. Thus a writer of Chinese or another reader-responsible text may feel that 

writer-responsible academic English is too outspoken and even an af&ont to the reader's 

intelligence. 

The first two steps - showing the overheads and having students respond - had 

three effects; placing students in the role of experts, bringing first languages into the 

classroom, and showing that languages may differ in writing style and organization. 
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When I place students in the role of experts, I take a vital first step towards 

establishing student-centered classroom in which I am not the only one with information, 

knowledge, and authority. Everyone in the classroom community can value and share 

everyone's life knowledge and linguistic capital. Second, when I encourage students to 

bring their first languages into the classroom, I recognize their bi- and multi-lingualism. 

At the high school and college level, first languages are traditionally viewed as a problem 

to be overcome rather than a resource to be used for literacy development (Ruiz, 1984). 

Therefore, it is necessary for me to acknowledge my students' Lis in order for my 

classroom to be a whole place for whole people to gain confidence, to leam, and to grow. 

And third, by taking a preliminary look at languages and realizing that they may diflfer at 

the whole text level (as opposed to grammar at the sentence or fragment level, which is 

how most students have studied English), my students were introduced to the concept of 

CR and its potential for consciousness raising. Throughout the semester, 1 guided my 

students to explore relationships between language and culture with the goal of seeing 

themselves in a global context, in preparation for viewing academic English as a style 

and mode they could leam, not by replacing anything they akeady knew but by adding it 

to their language repertoires. 

After discussing the overheads, students brainstormed comparison points for 

English and their first languages. I presented the pooled results at the next class meeting 

for discussion. Then students were ready for the next step, which was to write two short 

compositions (one paragraph each) of the same genre (definition) but on different topics 

in LI and in English. It was not necessary for the instructor to be able to read all of the 
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first languages; the focus was on each student's response to the experience rather than 

any assessment of the writing. 

After this, everyone wrote an in-class essay (in English) comparing writing in LI 

with writing in English, focusing on any aspects they chose. These first three writings 

(the LI definition paragraphs, the English definition paragraph, and the personal response 

written in class), and the related experiences, formed the basis for the rest of the 

classroom activities in which students analyzed their own writing for various cohesive 

devices. 

My research design was based on Martin (1992) who had five participants write 

in their first languages and then in English, writing similar genres but different topics to 

avoid translation (Martin, 1992, p. 93). Afterwards, Martin quantitatively analyzed the 

texts for cohesion and coherence, thus creating a hybrid research design as he combined 

this data with qualitative information gained fi:om five questionnaires in which 

participants commented on the content of what they had written, their decision-making 

processes, their views of audience, their concept of genre, and their language histories 

and general educational background. The texts were analyzed by outside readers (three 

native speakers of each language—Chinese, French, and English) for acceptability. 

Writing was viewed as a choice-making activity in order to emphasize writer's strategies. 

Overall, Martin found more similarities than di£ferences in writers' logic, and the seven 

text features he analyzed, one of which was cohesion, were found to interact in 

interesting ways in their influence on the choices each writer made. The other text 
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features were coherence, intentionality, acceptability, informativity, situationality, and 

intertextuality (Martin, 1992, p. 144). 

To investigate my research question, 1 collected four major data sets: 

questionnaires, first drafts of in-class writing and essays written at home, group 

interviews, and written results of classroom activities on guided student analyses. Data 

analysis was on-going from the start as 1 gathered information, held interviews, and 

began to identify emerging themes. Some of the initial topics I gathered information 

about were perceived similarities and differences between LI and L2, students' self-

reported ability in LI and L2, and L1/L2 composition learning history. This information 

formed the backdrop for the rest of the study in which 1 invited participants to investigate 

connections between Urdu and English with regard to specific cohesive devices. As the 

second layer of the study, I also analyzed the data on cohesive devices myself and 

consolidated it into categories based on Halliday and Hasan (1976). Each of the data sets 

is described following the chart below, which shows each data set with its method of 

collection and approaches to analysis. 

Data Sources and Procedures 

TABLE 2. Data Sets. Collection Methods, and Analvsis 

Data Sets Collection Methods Possible Analvsis 

(^estionnaires Students fill out written 
on language history questionnaires 
and education 

Number of years participants 
have used the languages they 
know; when they use them today; 
comparison of Urdu and English; 
writing histories 
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TABLE 2. continued 

Data Sets Collection Methods Possible Analysis 

First drafts of 
formal papers 
including one 
in Urdu 

Series of five 
group interviews 
on educational 
history and other 
topics; investigate 
students' responses 
to class work they 
are doing 

Guided Student 
Analyses; group 
Interviews as 
Above 

Photocopy participants' 
first dra^ of formal 
papers 

Audio tape 
recordings and notes 
made during 
interviews 

Written answers to 
questions addressed in 
class; written results of 
class activities; my notes 
taken in class 
conversations; audio 
tapes 

A. How will NSE rate the writing? 
B. Quantitative data on cohesive ties 
(fi^quency and type). Analyze 
students' use of ties. Do students use 
them? Use correctly? If not, how 
does a similar tie work in Urdu? 
C. Students compare Urdu with 
English 

Develop categories of students' 
opinions of their educations. Look 
for patterns—similarities and 
differences between participants 
in addition to having the information 
for each individual in order to 
present each person as accurately 
as possible and to place that person 
within his own sociocultural milieu. 
Develop categories of students' 
Reflections on overall process of 
Using LI and L2. Code responses 
and develop categories, considering 
cultural, social, and linguistic 
influences. 

Develop codes for participants' 
methods of concept building 
as they work together; 
consolidate their opinions 
into categories 



I l l  

Questionnaires 

The class filled out short questionnaires based on Osbume (1985) and Martin 

(1992) (see Appendixes C and D respectively) so I could determine their basic language 

use history and their opinions of their fluency in LI, English, and any other languages 

they knew. The first questionnaire (see Appendix C) asked students to compare their 

speaking and writing proficiency in all of their languages by assigning ratings on a scale 

of 1 to 10. Then it asked them to indicate what daily writing activities they carried out in 

LI or English. A second questioimaire (See Appendix D) on composition in LI and 

English asked students to report for each language how often they had done various kinds 

of writing such as essays, journals, or research papers, during their school years. This 

background information gives me a better understanding of the composition experiences 

of my class. 

First Drafts of Formal Pat)ers 

My students complete the semester's work in a series of drafts by revising as 

many or as few times as they want. The first drafts of the following written work, all 

formal academic essays with the exception of the pen pal letter, were collected firom each 

participant during the weeks shown to make a total of approximately 2,000 words fiom 

each person. I used their first drafts as a data set because those drafts would have the least 

influence firom peer readers in the class or from other outside influences such as writing 

tutors or helpfid fiiends and relatives. 
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1. Definition essay (one paragraph in English) (week 2) 

2. Definition essay (one paragraph in Urdu) (week 2) 

3. Compare/contrast LI/English (written in class) (week 3) 

4. Narrative essay (week 4) 

5. Descriptive essay (week 5) 

6. Persuasive essay (week 9) 

7. Pen-pal letter (informal) (week 3) 

Halliday and Hasan's (1976) definition of text includes that "a text is a unit of 

language in use. It is not a grammatical unit, like a clause or a sentence; and it is not 

defined by its size" (p. 1). Based on that idea and the task at hand, my definition of text 

was as follows: a purposeful writing that the student feels is complete in content and 

organized to the best of his/her ability, and one that has not been edited by anyone but the 

student. 

Horowitz (1986) found that the typical academic writing task was designed to 

have students find and organize information in a specific way. Personal opinions and 

creativity were not part of the usual task. Definition was a type of paper that met 

Horowitz's specifications and could also be sensitive to language and culture: students 

wrote two short papers, one in LI that defined an LI word or phrase, and another in 

English that defined an English word or phrase. Furthermore, the matching of language 

and experience may promote effective writing for ESOL students (Friedlander, 1990). 

The remaining papers I collected were written on topics the students selected themselves. 
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Ratings bv Outside Readers. 

A major concern when comparing LI and L2 writing done by one individual is 

how to evaluate the writing of both languages. Uzawa (1996), who compared the writing 

of 22 Japanese ESL college students in Canada writing in Japanese and English, was able 

to have the Japanese essays evaluated by experienced teachers from Japan. But to have 

experts evaluate LI in my classroom was not feasible because a typical class contains 

from seven to ten or more different Lis, and furthermore, I was hoping to develop a 

teaching unit that could be used effectively by other instructors in other classrooms. I 

might have searched for qualified persons to rate the English and untranslated Urdu, but 

in keeping with my goal of developing a classroom activity, I asked two other Pakistani 

students who were in the class but not in the main study to translate. In general, it might 

be practical to have the participants translate each other's work, but because the two other 

students were available, they each did the translations instead. Then each of the five 

writers selected the translation he found to be the most accurate. The resulting five 

translations were mixed with the five paragraphs originally written in English. (See 

Appendix E for the original Urdu paragraphs, the translations, and the paragraphs written 

in English.) 

In order to determine the acceptability of my students' writing to native speakers 

of English, and to get an idea of how the participants' Urdu compared to their English, I 

asked four outside raters to evaluate each participant's writing; the paragraph written in 

Urdu and translated into English, and the paragraph written in English. The raters, all 

NSE, were as follows: one community college writing and ESOL instructor, one 
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community college writing tutor with many years of experience as a tutor and teaching 

assistant, one community college student who had just completed WRT 101 (the 

mainstream equivalent of WRT 107) with a grade of A, and one retired school librarian 

who wrote for and edited a monthly newsletter. 

The readers answered several questions about each paper's strengths and 

weaknesses, and made suggestions for improvement. Using an academic scale of A-F, 

with an A equivalent to 5 points and an F equal to one point, the readers rated the 10 

paragraphs, two by each writer, without knowing the identity of the writer or the 

language the paragraph was originally written in. Appendix E contains the student 

writings. Appendix F contains the rating questions, and Appendix G contains a summary 

of the raters' responses. 

Group Interviews 

In addition to asking my participants to comment on their writing course content, 

I used group interviews as a phenomenological data-gathering tool. In this way the group 

interview resembles a focus group, in which participants of similar background are 

gathered together to express their ideas and opinions about a particular topic I might 

suggest (Connaway, 1996). Furthermore, explanations of their shared college and living 

experiences reveal individual and group thoughts and feelings about a variety of topics 

that the students themselves choose to develop. One benefit of a group interview is that 

an individual who might not be willing to offer an opinion on a particular topic when 

interviewed alone may openly share information when all the other group members are 

discussing that topic. In the same way that topics developed by the whole class lead to 
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discovery and invention, topics developed by the participants m group discussion can 

lead to discovery and also may elicit responses that other methods, for example a written 

survey or direct, individual question, would not (Freire, 1970/1997). On the belief that 

knowledge is socially constructed (Vygotsky, 1978), I designed the group sessions as an 

extension of the class so the participants could build concepts about their writing in 

English based upon their knowledge of their shared first language, Urdu. 

Holyoak and Piper (1997) investigated interviewing as a neglected source of data 

in CR studies. Qualitative methods, including interviews and case studies, are just 

beginning to be used. Holyoak and Piper (1997) developed semi-structured interviews to 

explore NNSE experiences and points of view on the rhetorical differences between 

English and their first languages, what kinds of problems they had encountered, and how 

these problems were resolved (p. 123). 

Group interviews may yield data that would not be gathered in any other way. 

The main advantage of a group interview is the opportunity for group interactions and 

group concept building. However, there are some drawbacks, primarily the lack of 

opportunity for in-depth probing. Overall, individual interviews and group interview 

result in some overlapping or similar data and some different data. To construct a case 

study of a group of students, I used a "clustering approach" (Miles & Huberman, 1994, p. 

248) that focused on key ideas or descriptions of actions made by group members which, 

after analysis, appeared to represent the group. For example, if the basic story of one 

participant's early education were similar to the others, then that person's story could be 

used to represent the group in a cross-case analysis (Miles & Huberman, 1994, p. 174). In 
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chapter six, I focused on Shan somewhat more than the other students in order to use him 

as representative of the group and also to make it easy to highlight some ways in which 

he differed from the group norm. 

I held five group interviews averaging one hour each with the five core 

participants on subsequent Friday afternoons. The group interview is best done around a 

table (Connaway, 1996) so we first met in the college cafeteria, an open and public place. 

After deciding that the cafeteria was not only noisy but also cold, we moved to a proper 

conference room in the new student center where we greatly enjoyed the comfortable 

chairs and pleasant, quiet environment. I audiotaped all sessions and then transcribed the 

tapes; I sent transcriptions to the participants by e-mail attachment for member check. At 

the end of the semester, I held one closing interview with the two other participants (who 

did not attend our Friday meetings) who had volunteered to translate and assist in the 

study. 

Guided Student Analysis 

Students analyzed their own writing in pairs or in small groups using guidelines I 

gave them for each of the following discrete cohesive devices: 

1. Reference 

Personal Pronoims me, she, they, his, hers 

Demonstratives this, that, the 

Comparatives same, different 

2. Conjimctions 

Coordinate, Additive and 
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Adversative but 

Causal so 

Temporal then 

3. Lexical Cohesion (Reiteration) 

Repeating the same word I saw your dog. What a cute dog. 

Using a synonym I saw your dog. What a cute puppy. 

Using a superordinate I saw your dog. What a cute animal. 

Using a general, connotive word I saw your dog. What a prize. 

Another major category of lexical cohesion is collocation, in which the writer 

uses pairs of associated words such as girl/boy, wet/dry, or love/hate. Like Jin 

(1998/1999) I did not find that students used collocation very much at all, so this aspect 

of cohesion was not included in my study. 

Each of the classroom investigations the class carried out lasted about ten 

minutes. The exception was the pronoun-finding activity, which took a little longer. The 

format for the investigations was always the same: in pairs or small groups, students read 

their own writings and looked for examples of the cohesive tie I presented. Because five 

members of the class were the only representatives of their languages, those five usually 

worked together. When they found the cohesive tie in question, they analyzed it together 

and tried to decide if it was effective or not, based on their understanding of how the 

cohesive tie worked. I give examples of each category and the results of my analysis of 

the participants' writing in chapter six. 
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Data Analysis 

Case Study of Participants 

After making the audiotapes of the group interviews, I followed the steps essential 

for qualitative analysis. First I transcribed the tapes and read the transcriptions several 

times. I marked statements that were relevant to my questions about cultural and 

linguistic capital and also noted other interesting areas of conversation. Initial analysis 

focused on students' perceptions of the use of LI in the classroom with cohesion as the 

topic of study. Then, as I studied the transcripts and became immersed in the data, I 

developed a coding system and eventually coded all pertinent sections so that I could 

organize them (see Appendix H for an example). After organizing the data I could 

identify the resulting categories, consolidate where needed, and then assess the data for 

emerging and recurrent themes in the participants' ideas, opinions, and experiences. The 

result was a view into the lives of my students that was used as a context for their 

participation in the writing class. 

Classroom sessions resulted in written material from the students supplemented 

by notes I made during or after class. As part of action research, I kept a daily research 

log to note general atmosphere, interactions between students, group work progress, 

individual attitudes, and so on. My on-going analysis of classroom notes aided in the 

evolution of the action research. Throughout the semester, of course, I talked to everyone 

individually and in groups in an open-ended, on-going dialogue. 
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Cohesion Based on Hallidav and Hasan 

In addition to the students' own guided attempts to analyze their use of cohesive 

devices, I analyzed their writing for cohesive devices based on Halliday and Hasan 

(1976). This layer of the study was necessary to determine if the cohesive devices used 

by the students were being used in accordance with my own, internalized idea of U.S. 

academic English standards, but did not include any quantitative measures of the 

frequency of such devices nor any comparison of such frequency to NSE writing except 

in the most general of terms. 

Sunmiary of Methodology 

1 collected four data sets. First, I used questionnaires to obtain the participants' 

basic language-use histories. Second, I made photocopies of a variety of student writings 

for multiple purposes; I used the writings for cohesion analysis and also to compare the 

students' reports of Urdu and English writing processes. I hoped that the third data set, 

transcriptions of audiotaped group interviews, would provide information on the group's 

social, cultural, and linguistic characteristics. Finally, students and I completed in-class 

guided investigations into their use of cohesive devices. My class notes and some papers 

collected after each activity, all written products, provided the fourth data set. 

I present the results of the study in the following two chapters: chapter five 

presents a case study of the seven participants as a group, and chapter six reports the 

results of my own investigations into cohesion. 
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CHAPTERS 

"HEARTFEELINGS" AND MISHAPS: A GROUP CASE STUDY 

Getting Started in the New Semester 

The first day of the Spring 2000 semester, I walked into my classroom to the 

noise of a loud, electronic humming sound coming from a locked utility closet at the back 

of the room. The students who had arrived early were huddled in the front, as far away as 

they could get from the buzzing. Hoping that the hum/buzz was some temporary 

malfimction, I tried to go ahead with the class but this proved impossible. I walked over 

to the office to find out about getting a new room, and when 1 got back I found that the 

class had gamely gone ahead with the task at hand—^which was to make small groups and 

brainstorm on the question, "What is good writing?" One group included Shan, Sanda, 

Harry, Mamo, and a student from Greece. They said they had talked for a while and made 

some notes, and then Shan had come up with a drawing. (See Figure 2.) 

PLAN 
Mental Planning-^ 
Outline, List notes^ 

s Briefi'to the point 

BODY 
Theme 
Punctuation 
Indenting of paragraph | Vocabulary 
Grammar 
Creativity 
Imagination 
Phrases 

Make it end in such a way 
that it leaves a good impression 
on the reader 

Figure 2, Shan's Diagram "What is Good Writing?' 

CONCLUSION 
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His group was happy with the drawing, and I said I liked the way the imaginary 

written content seemed to funnel from the introduction into the body and then out to the 

conclusion, which expanded as if going from the specific to the general. The 

requirements of the body paragraph seemed a good balance of form and content. I 

collected Shan's drawing along with the lists and mapping of the other groups so I could 

make photocopies for everyone for the next class. Right now, we had been told by the 

dean's office that if we wanted a new room we had to go find it ourselves. We divided 

into groups and set out to find an empty classroom in one of the four humanities 

buildings. The scout groups returned with lists of available classrooms, and after some 

discussion we picked a large lecture hall to meet in for the next class session. 

Everyone liked our new room, which had large tables where groups could work 

and spread out their papers. Soon after we got settled, I made the decision to ask the 

group of five students from Pakistan if they would agree to participate in a language 

study, for the sole reason that I had never had five Urdu speakers in my class. (Two more 

Urdu speakers, Ali and Hashmi, added the class late so were not included in the original 

plan, but they did become involved with the study and are included here to make the 

group of seven participants.) I had already introduced the idea of contrastive rhetoric 

(CR) to the class, and right away, Shan came up with an idea that sounded promising for 

CR. In his journal, he wrote: 

Urdu paragraphs are same as English paragraphs because it also has a topic 

sentence with supporting ideas or examples but in Urdu for every different idea or 
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a little different theme there has to be a completely separate paragraph for that 

and two or more similar themes cannot be written in one same paragraph. 

The problem I used to have in writing English paragraphs was that I used 

to write really short paragraphs thinking that as if the theme has changed a little 

so just like in Urdu where there is a different paragraph for every theme, I used to 

divide the paragraphs in more parts whereas it should have been written in one 

big paragraph. 

(Note: I pursued this topic of paragraph length and theme, but unfortunately, though the 

group of five agreed that there were some subtle differences between English and Urdu 

paragraphs, no one was ever able to explain them. Ali and Hashmi, on the other hand, 

said that English and Urdu paragraphs were the same.) 

Many students had been unhappy from the start with the unusual class hour 

(4:40 p.m.-5:55 p.m.), and all the moving around (as luck would have it, we were forced 

by circumstances to change rooms three times) had not helped the classroom atmosphere. 

People seemed unsettled, and some had begun the habit of coming in late, saying they 

were lost or confused about where to go. But eventually everyone settled down and the 

class began to move forward. At this point, I realized there wasn't enough time in a class 

to guarantee an in-depth conversation with my participants every week, so the group of 

five agreed to meet me for an hour on several consecutive Fridays for audiotaped 

interviews. On the first of five Friday meetings, I asked everyone to talk a litde bit about 

how they had chosen Tucson and the University of Arizona, and to give their first 

impressions of the city. Ali and Hashmi did not participate in the Friday meetings, but did 
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talk to me for an hour in the cafeteria at the end of the semester for an audiotaped 

interview. 

Reasons for Coming to Tucson, Arizona 

Frutte, as the first of the group to arrive in Tucson, considered himself the 

mastermind of the whole expedition. He had been urged by his father and other relatives 

to study in the U.S. rather than Europe because the U.S. offered greater opportunities, 

particularly if Frutte wanted to stay and work for a year after graduation. In fact, his 

father's business—^which included clothing manufacturing for J.C. Penny's and K-

Mart—was planning to set up a warehouse in the U.S., so Frutte needed to become 

familiar with the U.S. and leara his way around. Frutte was accepted at the University of 

Indiana, but after talking to friends and relatives he changed his mind and came to the 

University of Arizona instead. Shan and Ali, who were cousins, decided to join Frutte 

who told them that everything was arranged for their arrival. Hashmi came the following 

semester to join Ali, because they had been friends since childhood and wanted to go to 

college together. Of the seven participants, Hashmi was the only one who was not related 

to someone else in the group by blood. No one but Ali ever called Hashmi by name but 

always referred to him as "he," "that guy," or "that other friend of All's." 

When Shan first came to Tucson in 1999, he didn't like it. He knew ahead of time 

that the city was small, but he had still imagined it would be more developed, like 

California or New York. Disappointed, he applied to Rutgers and planned to move to the 

East Coast. But by the time he was accepted, he had spent a semester at the University of 
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Arizona and was starting to get used to his new life. He decided to wait one more 

semester before making a final decision to leave, and during this time, he visited San 

Francisco, Los Angeles, and Chicago. He said, "Now when I have been to these big 

cities, I feel like it's pretty tough out there. Especially for a student to live." Seeing 

Chicago in winter and imagining going to school in the snow convinced him that 

Tucson's mild winters were an advantage. In addition, Tucson was cheaper than the big 

cities. Here he could rent a nice house that would cost at least twice as much elsewhere. 

Everyone else agreed; "Tucson is cheaper than anywhere." 

So, by the time a year had passed, Shan had decided that Tucson was a peaceful 

place and ideal for students. He liked it here, though he had never plarmed to come here 

in the first place. He had wanted to go to Australia because some of his best friends were 

there. However, his father, who was not familiar with Australia, refused to give him 

permission, saying the U.S. or Canada would be a better choice. Shan opted for the U.S. 

and informed his father of his decision. 

Mamo, who was technically Frutte's uncle, was first denied permission by his 

father to come to the U.S. Frutte, according to his own story, intervened and got their 

two fathers to talk and to agree that it was a good plan. Frutte said, "It's good for him 

[Mamo] that he gets time to know people out here instead of being over there and ruin his 

life in some bad college [in Pakistan]. So that was the reason." Sanda and Harry, who 

were Frutte's cousins, came last. Harry's father had wanted him to go to London, but 

Harry refused because he wanted to be with his friends in Tucson. His father told him he 

would not be allowed to go to the U.S.; Harry believed this was because he was an only 
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child and also because he would be the first one of his immediate family to study abroad, 

but eventually his father agreed to let him go. 

I asked if anyone had considered London, since it was so much closer to home. 

Everyone said that London was too expensive, and furthermore it was cold and boring. 

Frutte had been to London and said he didn't like it: "Like it was too slow, like in the 

night, it's like death, as if nobody lived there. At home we used to go to sleep at 4 o'clock 

in the morning. So those people, like 6, 8 o'clock, no one on the street. But over here it 

was good." Mamo and Hashmi were the only two who liked London, even though 

Hashmi said it was full of racists. They both liked Europe too (no one else did), and said 

they found it very interesting to visit. 

Future Plans and Family Businesses 

Shan was 20 years old and had a younger sister and a younger brother. His family 

business, which he didn't talk about much, was residential and commercial construction. 

Unlike most of the others, he planned to work in the U.S. for a few years after graduation 

(perhaps in California's Silicon Valley) before returning to Pakistan. He changed his 

major from computer engineering to MIS (Management Information Systems) during the 

semester, having enrolled in engineering by mistake while he was still in Pakistan. He 

thought it would be about e-commerce and computer programming, but it turned out to 

be something else. Frutte suggested that Shan had switched majors because engineering 

was too difificult with "all that math and electronics," but Shan disagreed, frowning at 

Frutte, and said that it was a matter of interest: engineering was not interesting and MIS 
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was. Shan planned to have an e-commerce business, so MIS was the right major for him. 

He took his education very seriously because the degree was important to him. Unlike the 

others, most of whom planned to join already established family businesses back home, 

Shan was branching out on his own and starting his own business. 

Shan's major was MIS, but the other four were majoring in marketing in order to 

gain useful knowledge for their family businesses. Of course the others wanted their 

degrees as well: a U.S. university degree held high status and opened doors for the 

holder. Frutte said that no one in Pakistan would even look at the GPA of a U.S. degree, 

the degree itself being evidence that the person was competent. For those with degrees 

from a Pakistani university, however, the GPA would be relevant. Mamo was the only 

one who said the degree was not important to him. He had a secure future with his 

father's business and planned to return to Pakistan without completing his B.A. The rest 

of the group teased him about wanting to get married, a plan he denied. Then Frutte came 

up with another reason to stay with a family business: 

And I have one more thing - like people over here studying who came from back 

home... if they go back completed their graduation and everything...and do the 

business thing, it doesn't work over there. They have different education, over 

here it's different, like the laws and the policies and economical things, the stock 

market is totally different from here over there. So it is pretty difficult for us if I 

go back and start a new business, it's pretty difficult for me over there. 

So four of the seven planned to take positions in their family businesses. Frutte would 

join his father in the manufacture of textiles and jeans and other clothing, in addition to 
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some dealings in the brokering of machinery; Sanda would join his father's company. 

United Towel Exporters. Mamo's family business also included textiles and towels, and 

Harry summed up his family business simply as "selling cotton to these guys" though his 

father also dealt in silk and other textiles. 

Hashmi and All's families both had successful and broad commercial interests, 

but neither of these students plaimed to join his father's business. Ali, whose father was a 

chemist in the nuclear industry as well as a businessman owning supermarkets and an 

overseas employment agency, was pursuing a degree in chemical engineering. Hashmi, 

majoring in Management Information Systems, had aims of his own in the computer field 

but was not certain what form his plans would take. 

ElASHMI; My dad is a total business family. My dad has properties and 

supermarkets, superstores, property business. But I don't plan to join. 

They don't want me to join the family business. I will join the family, but 

I will not do their business. 

JUDY: So you will join them but be separate? 

HASHMI: I wouldn't leave my family. But I will be working in my own field. 

My own business. I want to see what I have to do after I get my degree 

first! My dad is not for it either. My brother is already working in his own 

field, he's a lawyer. Back there we don't get the girls to work, usually. It's 

mostly they don't work.... My dad wants us all to work in our own. The 

business is too hard, he doesn't want us to do it. And business in our 
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country is a risk also. The economy is going down, so he doesn't want us 

to have those problems. 

Contrastive Rhetoric 

In the Friday group, I returned several times to the topic of the difference between 

an English paragraph and an Urdu one. One day the group said they would go home and 

audiotape a discussion to answer the question once and for all. Unfortunately, the tape 

was in Urdu except for the repeated English word "paragraph," a few English phrases 

(for example, "Just a minute! Just a minute!" and "Do you think it's possible to extend 

this any further?"), and the summary statements made by each person: 

All right, this is Shan. As I wrote in my paper that English paragraphs are similar 

to Urdu paragraphs but the difference is Urdu paragraphs are much shorter than 

English paragraphs. Otherwise Urdu paragraphs also have a theme, an idea, and 

some supporting sentences with it. Now I'll ask Mamo like what he thinks about 

my opinion. Mamo, what do you think? 

Hi, this is Mamo. I agree with the point of view of Shan that English 

paragraphs are similar to Urdu paragraphs and they are written separately in 

paragraphs, but the difference between both of them is that in Urdu every 

different idea or theme needs to be written in a separate paragraph. And further, 

in Harry's phrase, he means ahnost what the same as what Shan is trying to 

explain in his paragraph. 
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My name is Sanda and I think Shan and Hany trying to say that the Urdu 

paragraphs are shorter because in Urdu paragraphs under one heading the themes 

changes rapidly, and we can't write two different themes in one paragraph. 

Hi, my name is Frutte. According to the point of view which you gave us 

like about Shan wrote, according to me in Urdu we need to shift to another 

paragraph rapidly as the theme or that idea changes. That's what I know about it. 

That's it. 

Hi. My name is Harry. And me and Shan are trying to explain the same 

thing, about the fact that the theme changes as new paragraph starts. That's why 

the Urdu paragraphs are shorter than English. 

I asked them if they could define "theme" but the only explanation was "main idea." 

They said they wanted to discuss the whole topic again so I could tell them what it was 

that I wanted to know. Finally, we decided to drop the topic. Later, Hashmi and Ali said 

that any differences in paragraph size would be up to the individual writer because there 

was no important difference between Urdu and English. 

JUDY: So if you wrote the same thing in English and then in Urdu, would it be a 

different number of paragraphs? 

HASHMI: No. 

ALI: I don't think so. It depends on the person. If the person wants to they can. Or 

they can just keep going. We can do it how the person wants. Like a 

teacher, we will do it the way they say. 
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HASHMI: All the same ideas go together in a paragraph, Urdu and English are 

the same. 

ALI: We change the paragraph when the total idea changes. They are the same. It 

doesn't mean you have smaller paragraphs. 

JUDY: How about organization? 

HASHMI: Same. Exactly the same. Writing is the same. 

ALI: Start with a topic sentence, so the reader understands, explain what it means, 

give supporting arguments, we can put the connected things in one 

paragraph. Change when you change ideas. The style even of writing is 

the same. You leave some space in the beginning [indent] of a new 

paragraph. 

HASHMI: Three paragraphs - beginning, introduction, then second is all the 

summary, all the stuff in it. And then there is a conclusion. Same as 

English. 

JUDY: What about the thesis statement? Could you put it anywhere? 

HASHMI: It can depend. We can present everything again in the conclusion, so 

the main idea can be at the start like English. They [the other five] might 

have been doing Urdu with more paragraphs, but what we have been 

doing they are the same. 

The other five participants agreed that both English and Urdu used paragraphs 

containing a main idea and supporting details, and that an essay written in either 

language would have an introduction with thesis statement, body paragraphs with 
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supporting information, and a conclusion. While the intention of the study had been to 

investigate language use at the text level, after the participants agreed that there was very 

little difference between English and Urdu essay organization, all of the work in 

cohesion was done at the sentence level. 

Frutte added that someone writing in Urdu would want to make everything clear 

and easy so the reader would not be bored, and so the writing would be enjoyable for 

everyone including the many uneducated people in Pakistan who would be reading it, for 

example in one of the many popular Urdu newspapers. I had read that there was a great 

number of English newspapers in Pakistan, but Harry said, "'Nobody over there knows 

English." Then I explained the concept of reader/writer responsibility (Hinds, 1987) and 

everyone agreed that Urdu was the same as English—writer responsible—the writer was 

responsible for making meaning clear to the reader. 

The Comma Question 

Sometimes we talked about grammar and mechanics. For example, the 

participants used few commas in their writing. Because they told me that commas were 

usually optional in Urdu, I tried to find out if Urdu's lack of commas had any effect on 

their English. 

JUDY: My question is, if you wrote perfectly good sentences but they needed 

commas, do you think the reason you didn't put any was you were used to 

not using them in Urdu? Or would there be similar... 

SHAN: I don't think so. There wasn't any need. 
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JUDY: 'Cause you did ttiem in the list here. 

SHAN: In the list, like, there are. 

JUDY: So, you didn't see any need for any here (pointing to a place on his 

paper)! 

There was a long pause. Shan didn't say anything; he had already told me he didn't see 

any need for the commas. Everyone else seemed to be holding their breath, which is 

what they usually did when I brought up grammar. Then Shan, pointing to a comma I 

had accidentally (although correctly) inserted into his writing, said, "I didn't put that 

there." The comma must have jumped out at him because it looked odd. Shan then stated 

the comma rule that items in a series do not require a comma before the final and. 

Unfortunately, this is a general rule for BE. In AE, strictly speaking, the comma is 

required, for example: 

AE: I like dogs, cats, and horses. (Raimes, 1999, p. 334: Strunk & White, 

1935/1979, p. 2) 

BE: I like dogs, cats and horses. (Close, 1975, p. 301) 

Everyone, including me, agreed that these rules were not terribly important and 

also that they were flexible—for example, AE journalism does not use the comma in 

question, in order to save space. It was just ironic that the rule Shan knew so well was 

one that contradicted what was expected in AE. 

After that I went on, explaining the comma rule for joining two independent 

clauses (IC): IC, and IC. Everyone looked glumly at an example in Shan's paper. The 

room became silent once more. I pressed on, reading more sentences &om their papers. 
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asking questions that no one would answer. They wouldn't even look up from staring at 

the papers in front of them. 

So I went on to the rule that a comma usually followed a phrase before the subject 

of a sentence, finding an example in Shan's paper. 

JUDY: So it goes "One time, comma, Pakistan was the ..." 

SHAN: (no answer) 

JUDY: So those are the ones that English would want you to put commas. 

SHAN; (no answer) 

"'Don't Cry Over Spilt Milk" (The Mishap) 

During another one of our Friday tape-recorded sessions, we talked about Sanda's 

description paper. Everyone in the class would have a description paper in the class book, 

so Sanda was working at revising his. Here is Sanda's first draft as it appeared that 

Friday: 

There is No Use of Crying over Spilled Milk 

It is very old and important phrase and it means that, if you are doing a certain 

work and is not done by you or you mishap that work, so at this point the phrase 

says that don't cry on it. Instead of crying on that work, do that work again and 

make sure that, this time you do it right. We can also relate this phrase with time 

and tide, which waits for no one. 

In this phrase the important word is crying, in actual we can relate it with 

time. It means, if the work is not done, don't waste your time. 
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My personal understanding of this saying is that because there is no way to get the milk 

back, we shouldn't get upset and cry; crying implies feeling bad. Sanda's explanation 

said that crying was a waste of time, so I wanted to ask him about that. First, however, 

we looked at some specific vocabulary items. Here is part of our audiotaped discussion: 

JUDY: Now, this "mishap." That's a noun, and there is no corresponding verb. So 

you'd have to find a new word, like "make a mistake," or ... what would 

you say? 

SANDA: (thinking, long pause) Another word for mishap.... Happen to do that 

work? (everyone is reading it) You can't perform that... you can't do it 

right? 

JUDY: Yeah, that's the meaning, isn't it. You can't do it right, (longpause) Is 

that what you wanted - you either don't do it, or you do it wrong? 

{another longpause...Iask again...no answer) 

SANDA: You could do one thing, just ignore the sentence. 

JUDY: Well...actually, you can't ignore it because the spilled milk is a mishap -

so you need to leave that in. 

SANDA: If you are doing a certain work and it is not done by you, at this point, 

the phrase says don't cry on it 

JUDY: But what about the spilling part? The accident part? 

SANDA: This is the accident part, where it is not done by you. 

JUDY: (pause) If it's not done it means you didn't do it. 

FRUTTE: You didn't do it. 
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SANDA: If you spoil the work. 

(now everyone is talking at once) 

JUDY: we're not going to let you off so easy! (attempt at humor to lighten the 

atmosphere, which has turned gloomy) OK, you have to spoil it, you have 

to wreck something. 

SANDA: You spoil it, you ruin it. 

JUDY: All right, "ruin" would work. You ruin that work, (reads) Right. This is a 

very interesting idea, to use the other "Time and Tide" to explain this one. 

{Note: Here, I had already planned before meeting my students to ask 

Sanda why we would or would not use a phrase or saying to help define a 

phrase when the assignment was to define a phrase in the first place. 

However, faced with the gloom that had descended on the room, when I 

got to the middle of my sentence I changed my mind and went on as 

follows.) Which means that you assume everybody knows what it means, 

which they do. 

SANDA: Yes. 

JUDY: That was a good idea. My question about this one is your argument is that 

it's a waste of time. 

SANDA: Yes. 

JUDY: But what about the crjdng part? Because it doesn't say there's no use in 

wasting time over spilt milk, it says don't cry about it. So you waste 

time... 



136 

SAl^IDA: Basically you waste time if you mishap or ruin that work, you cry on it, 

and instead of that, ruin that work and it's not working, so instead of that, 

don't cry on it, just do it again. Try it again. 

FRUTTE: Like once we fail, it isn't that we should like put ourselves., .with our 

homework, we feel like we shouldn't fail, we should try and try again. Or 

once we lose a match or something, we don't... 

SHAN: Just don't be disheartened with your work, try again. 

JUDY: Do you have that, "if at first you don't succeed..."? 

FRUTTE: Yes, there's a poem too, "Try Again, Try Again," a song (Frutte is 

apparently trying to cheer everyone up so he sings it, and the others join 

in, singing along in humorous voices.) Try to get on and go again. 

JUDY: What Shan said though was "disheartened" - that's what I was looking 

for, the idea of feeling bad, which you didn't mention - which is OK -

you have the main point that it's about wasting time. 

SANDA. Yeah. (He does not appear to be interested in any of the ideas I have 

about crying.) 

The Participants as Pragmatists 

Sanda's idea that crying was nothing more than a waste of time fit in with the 

notion 1 had been developing that the participants often viewed life pragmatically. Their 

unemotional view of English, for example, was that the language was needed for 

business. Of course Urdu was an integral part of their national identity and their religion. 
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but they did not agree with the Pakistanis who were increasingly pressuring to eliminate 

English as the language of power and replace it with Urdu. Mamo said, "English is a 

worldwide language that everybody can read and speak." Hashmi summed up everyone's 

opinion: "There are always two different kinds of people. Some want English kicked out, 

but in today's world we need a common language to communicate with the rest of other 

world. English is ail over the world. We do need it there." 

Sanda explained that in fact, everybody in Pakistan wanted to speak English. In 

the past, during British colonial rule, Hindus had learned English while Moslems had 

resisted and kept to Urdu. "That's why Muslims are a little bit behind India," he said. 

English was necessary to get a job, so Muslims decided to learn it, perhaps going to 

England to study. The goal was to be practical, and also to communicate with the British. 

Everyone agreed that English was necessary for success, though even today few people 

in Pakistan could speak it. 

The participants' attitude coincided with Fishman's (1982) statement that many 

NNSE around the world hold a "no-nonsense view" of English, as do many NSE; 

English is a useful "medium pure and simple rather than ... a symbol or a message" (p. 

20). Coincidentally, at the end of his article, Fishman referred to the idea that the world 

might shed few tears if English as a global language were to be replaced by some other 

language. He wrote: "At any rate, crying takes time and, as all the world has learned 

from American English, 'time is money'" (Fishman, 1982, p. 21). 

I learned some important things from this. First of all, I had attempted to impose 

my own interpretation of the expression "Don't Cry Over Spilt Milk" on Sanda, rather 
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than accepting the explanation he had offered. Second, I was willing to be convinced by 

Fishman—a famous scholar—that crying was a waste of time after doubting my 

undergraduate students who held the same view. Finally, I realized that perhaps Sanda 

had had two reasons for coming up with his solution of eliminating the bothersome 

sentence. One was that it was not needed for his explanation, as he had tried repeatedly 

to tell me: his last sentence was, "The important word is crying, in actual we can relate it 

with time. It means, if the work is not done, don't waste your time." Second, he probably 

figured that the very conversation we were having was a waste of valuable time. 

The participants' attitude toward their religion was similarly pragmatic. The 

conclusion of Mamo's essay about cars—he wrote about two of his favorites, the 

Corvette and the Ferrari—stated, "For the future I pray to God that he should make me 

able to establish on my own and if my work is worth it and he is happy with me, I 

believe that he will give me that honor to buy any one of these cars or any other famous 

ones like them." 

One day near the end of the semester we talked about the next required course, 

WRT 108, which is literature based. The participants said that they hated literature and 

had been forced to read novels in the S'*' grade. They all laughed at the memory and said 

that literature was not practical. Everyone started talking at once, complaining about 

literature, Shakespeare, and poetry, and saying how much they had hated those courses 

and that they had barely passed them. All and Hashmi had taken a course in Greek 

mythology at the U of A to fulfill a requirement, and they said the class was useless, just 

a lot of work for no reason. Many international students complain about general 
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education requirements; science majors complain about having to take humanities, and 

humanities majors complain about having to take science. Ali's opinion was similar: 

If they want me to stay here for four years [at a high cost] then they should have 

four years of my major...my major is chemical engineering. Not Greek 

Mythology...memorize them by heart, and then forget about it. It's not 

interesting, it has nothing to do with life. It made no sense...It's nice to know 

about but not for a whole semester, multiple-choice test...it didn't contribute to 

my being a human being. 

"Heartfeelings" 

Mamo also brought his definition paper to a Friday session that we audiotaped. 

Like Sanda, he was working on his definition paper for the class book. He wrote the 

following explanation of the saying "A Friend in Need is a Friend in Deed": 

A Friend in need is a friend in deed 

It's a popular phrase that's been used from past several years. It actually means 

that whenever we have a friend or we are friend to anyone we should be with our 

friend whenever he needs whether the friend is going through bad conditions or 

good conditions. Actually a true friend is that who is with you all the time and 

doesn't get back and help you out of the problems. Friendship should be with 

clean heart and should have heartfeelings for each other. 



I asked him about the word heartfeelings and his decision for handling the question was 

the same as Sanda's had been earlier: eliminate the problem by eliminating the 

problematical word. Here is part of our audiotaped conversation: 

JUDY: "Heartfeelings," that is a very nice word but it isn't a real word 

though...but it makes the right meaning. There is "heartfelt feelings," but 

no "heartfeelings." 

MAMO: Heartfelt... (thinking about it, sounding it out) 

JUDY: It's not a real word. It sounds nice. 

FRUTTE: (helping, as he often did) We can say like "no bad feelings for each 

other." 

MAMO: Yeah. Should have no bad feelings. 

JUDY: You have the adjective "heartfelt" and the noun "feelings" to go with it. I 

think "no bad feelings" loses the nice idea of "heartfelt." 

{everyone thinking intently, staring at their papers, silent) 

MAMO: How about just cut the heart, say "feelings for each other." 

JUDY: {keeps trying) That would be right, it wouldn't say the same thing though. 

MAMO: Yeah. 

JUDY: I mean it's up to you, but I like the sound of this. 

MAMO: (thinking) 

JUDY: Because you need some kind of feeling. Not just any feelings. Heart 

feelings! Hmm! 

(Everyone waiting...long pause) 
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MAMO: Care for each other? 

(Someone says "no ") 

JUDY: That would work. There isn't a good substitution for what you said, (tries 

heartfelt again - tape is unintelligible. Working on the adjective/noun 

problem.) Anyway, that is a nice paragraph too. 

(more long pauses) 

Later, I learned from Baumgardner (1993) that reduction and prepwsing were 

common in Pakistani English, and thus PE was a likely source of the word heartfeelings. 

PE conversion was also a likely reason for the use of mishap as a verb. My lack of 

knowledge at the time of the discussions no doubt contributed significantly to the 

participants' lack of enthusiasm for the topics. We had a few other similar conversations, 

though in once case, after trying and failing to figure out a phrase, Shan brought up the 

topic of Urdu and said that was the cause of the misimderstanding: 

SHAN: "Turn your back?" It's like all mixed up. We are speaking in Urdu but we 

use many English words. Most people don't even know that in Urdu, they 

just say like... 

FRUTTE: (interrupts) In English! 

SHAN: Like if I ask somebody for time, I'm gonna be speaking in Urdu 

completely. "What's the time." The word "time" is gorma be English [and 

the rest in Urdu]. 

SHAN: Even if they are some uneducated person, he's gonna ask the same. 

JUDY: OK. So it's all very interesting, all mixed up together. 
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SHAN: Mixed up. 

"The Indigenization of English in Pakistan" 

I gave everyone Baumgardner's article (1993), "The Indigenization of English in 

Pakistan," to read and to comment on. We discussed the article but the following week, 

when I asked the group about their opinion, they group of five said they didn't 

understand it. Hashmi, however, wrote an answer in his weekly journal: 

In this article the writer is trying to tell us about the extensive use of English in 

Pakistan and how with time the two languages have submerged and created new 

English Urdu words. After reading the article I somewhat agree with the writer. 

The submergence has happened basically because the mother language of the 

people in Pakistan is Urdu and the official language is English, thus people tend 

to mix them both in order to make their point easier to understand. Even in the 

English newspapers being published in Pakistan use this kind of pattern in which 

between their writings they start to use Urdu words. 

As a whole I partly agree with the writer and partly disagree. I agree with 

what he says but the way he has criticized is in my opinion not the way it should 

be. The tone of his writing suggests that this submergence is bad and is spoiling 

or destroying the two languages whereas what I think is that it is a means by 

which the people in Pakistan and the journalists there tend to make it easier for 

the local public to understand everything. The majority of the population in 

Pakistan do not understand English fully and this submergence makes it easier for 
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the people to understand. The other point is that some Urdu words which has to 

be used in everyday speech cannot be changed to English even wliile writing in 

English and so they have to be written in Urdu. All these points makes me 

disagree with the writer otherwise what he is trying to explain is completely 

agreeable which is the submergence of English and Urdu in Pakistan. 

Everyone agreed that English and Urdu both had words that were not translatable 

to the other language, so some mixing was necessary in order to express the full meaning 

that was intended. However, after writing an essay in English, everyone agreed that the 

content, organization, and number of paragraphs would be the same if they were to re

write the same essay in Urdu. 

Sanda explained that when people went for job interviews, they were expected to 

speak English because that was the language that business was carried out in. All of the 

work of business and goverrunent was conducted in English, so it was good to mix in a 

little Urdu so more people could follow it. The participants, unlike most of the 

population of Pakistan, had been speaking English since early childhood. 

SHAN: I used to speak English at home with my father and my brother and my 

sister. Maybe my mother. 

HARRY: If you speak to an older person, you should speak English. 

SHAN: Or if I go to my grandfather, I speak Punjabi. My [other] grandfather, he 

was the one with the British, like whenever he's angry, then he starts 

speaking in English. 

JUDY: ReaUy! 



144 

HARRY: Yes, all the military speaks in English when they are angry. 

SHAN: Same with my father. Sometimes like whenever he'll ask me about my 

classes and my tests, he starts speaking in English.. .If he's talking about 

school he's speaking English...or if he's scolding (demonstrates shaking 

finger) "You'd better like...!" The military people, like people in the 

marines and all, they speak English with their children. Their background, 

the army background, is from they Britishers so they always speak 

English. Their accents might not be good, they won't be good in English. 

SANDA: No, they are good in English. 

SHAN: The officers are. 

SANDA: Their accents are Pakistani. 

SHAN: But the soldiers ... have a bad accent... like this guy! (points to photo of 

Baumgardner on the article they are going to read) 

SHAN: (being serious) This guy [Baumgardner] probably knows Urdu. 

Hashmi and Ali also said that their fathers and grandfathers used English at home if they 

were speaking in a formal way. English was the language of authority. 

A Glimpse of the Teacher-Student Relationship 

Being persistent never got me information I was looking for if the information 

wasn't immediately available, and no one ever said, "I don't know." If they knew, they 

would say so. If they didn't, or perhaps disagreed—I had no way of knowing—they 

would be silent. Whenever I asked about a word or called attention to something, the 
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participants automatically assumed they had made a mistake—which I suppose was the 

case most of the time. They seemed wary of guessing and never seemed happy at these 

times, usually when the discussion was about something detail of writing. 

Like most of my students, they said they would do whatever their teachers told 

them: "Tell us what to do and we will do it." Like most countries in the world, Pakistan 

has a teacher-centered educational system where teachers traditionally command respect. 

As Ali said, "We can do it how the person wants. Like a teacher, we will do it the way 

they say." In some households, teachers have more authority than parents, so it was no 

surprise ±at if I pursued a topic beyond the extent of the participants' interests, they 

either agreed with me or said nothing. They rarely contradicted each other, always 

speaking respectfully to each other in my presence. I received e-mails "To my esteemed 

teacher" and notes in the tone of "I am writing my beloved journal for WRT 107." 

Everyone said "we" rather than "I" in group discussions. "We can say..." or "We didn't 

understand..." or, as Sanda volunteered one day when we were getting uncomfortably 

close to the idea that PE was not identical to BE or AE: "There's something about us..." 

and trailed off. It was quite understandable that everyone in a group who lived and 

studied together would be supportive of each other. Whatever disagreements they had in 

my presence were kept to a minimum: 

JUDY: You're gonna get married? (all laughing) 

FRUTTE: He just got engaged, so that's why. He's gotma break the record for 

getting married so early. 

MAMO: He's kidding. 
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FRUTTE: I'm not kidding. (Everyone drops the topic) 

In the following excerpt from a Friday taping session, the topic was rapidly 

changed twice to avoid a problematic subject or simply to move on with a topic that they 

considered finished (I was never sure which): 

FRUTTE: (talking about cotton production) So they [the U.S.] used to buy 

[cotton] from Pakistan. A lot, in good quantity. Nowadays they have 

stopped buying it in quantity. They used to buy a few years before. 

JUDY: Hmm. Do you know why? 

FRUTTE: Because of the crisis, the politics in Pakistan, and... 

MAMO: Sanctions. 

FRUTTE: You can't export. 

JUDY: The bomb. 

FRUTTE: That's the reason for the sanctions. 

MAMO: Like years ago ... 

FRUTTE: (interrupts and changes topic) We have the cheapest labor throughout 

the world. 

MAMO: China does. India....(everyone talking at once) 

FRUTTE: But we also do have. We also have the cheapest! (laughs) 

HARRY: And that's how it goes, (to Judy, changing topic) Have you ever 

planned to go to Pakistan? 

Hany rarely volunteered information and usually only spoke when directly 

spoken to, though he was not shy if he wanted to make a point. He seemed to prefer to sit 
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back and watch while Frutte or Shan, who were the most talkative, did the explaining. 

When whoever was talking got finished, Harry would nod and say "Yup" or just nod and 

say nothing. One day everyone was excitedly telling me all about the food available in 

Pakistan on the street. Harry had not joined in the animated conversation, but when it 

was all over, he said, "It's the most unhygienic food. But it tastes good." 

The participants liked to laugh and joke, though not usually about anything 

related to class topics. During the semester, I noticed two puns—both accidental. Frutte 

had written, "Everyone is running towards sports." I told him that could be a joke 

because ruiming was a sport. He said, "I don't want to be so funny." Earlier, Harry had 

written that the idea of being struck by lightning was shocking. When someone in the 

class pointed out that this was fxmny, Harry would not say whether or not it was 

intentional. He just didn't seem to think it was fiiimy. 

The only time anyone ever actually protested anything I said was the day that 

Shan told me the grammar rule about the use of commas in a list. On the other hand, they 

seemed to want me to understand everything and were willing to repeat information that 

I had apparently misunderstood or thought had contained contradictions. 

JUDY: That reminds me, Ali said that it's easier to eat than it is to cook. 

(Laughter) 

FRUTTE: That's right. We don't cook. 

JUDY: Do you take turns cooking? 

FRUTTE: We don't know how to cook. 

JUDY: So what do you eat? 
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MAMO: (tells story about a friend or relative) He just came last night and he 

started cooking. He said OK, I'll cook you this. 

The Participants' Final Opinion of the Project 

At the end of the semester, I asked the group for their opinions on the use of Urdu 

in their English writing class. Receiving no answers, I rephrased the question. 

Eventually, Frutte spoke for the group: 

JUDY: Do you think there's any possible use for Urdu in college here, like when 

we started out with my idea and you wrote it? 

(silence) 

Would it be fun, or useful? 

(Frutte begins to smile and shake his head "no." Everyone else is still silent and 

motionless.) 

Or interesting to other people? 

FRUTTE: No, not really. Once you have seen other languages, then that's it. 

(No one is willing to say anything about comparing Urdu and English.) 

JUDY: What about other people - is there anything good we could do with theirs, 

like if you have never seen anyone writing Chinese? 

FRUTTE: Chinese writing, it's jtist like you see it and it's different, but we only 

need to see it once. It would be if you had the time to do it. [But] Once 

you get used to it... (Not interested in the idea - changes topic by pointing 

to the photo of Bawngardner which has turned up on the table in a pile of 
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papers.) I think I know that guy. He looks familiar when I saw him. 

Maybe if I had a color picture I could guess who he was. 

(This was the article they had claimed to not understand. Apparently, they hadn't 

read it - they say "Was he in Pakistan? ") 

FRUTTE: (Changing the topic again) I met one guy he stayed in Pakistan for 20 

years. He's the apartment manager. He speaks Urdu to me. (Tells a long 

story about the apartment manager) 

Previously, when asked to evaluate themselves, the participants said that their 

English listening and speaking were perfect. For their writing ability, they diplomatically 

left the space blank. They also said they were not worried about losing their ability to 

write in Urdu, because they really only needed to be able to speak it and read it for the 

newspapers. They would have little occasion to write it. About English, they now said: 

SHAN; It's [American English] hard to understand sometimes. But not like 

British English! 

FRUTTE: When I first came I was a little bit confused. And everyone was talking 

so fast. Now I'm used to it. British speak like "wa wa wa!" (everyone 

laughs) 

In another audiotaped Friday session, I asked the participants to comment orally 

on some of their classmates' written statements on learning English, which I had typed 

on a handout and also read aloud. Here are some of their oral responses: 

Statement: I am forgetting how to write in Russian before I have leamed how to 

write in English. It's horrible. 
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Group comment: This will not happen to us. 

Statement; Writing in English is a nightmare...it takes too much time... 

Group comment: Oh that poor person should go back to ABC! 

But in general, they had sympathy for the problems the other students were 

experiencing, and said that each person needed to have as much experience as possible 

using English. Luckily for everyone in the group, they had been using it since age four. 

One day I suggested that they could have taken WRT 101, the mainstream class. 1 said, 

"You really don't belong in this ESOL class, do you?" They just laughed and said, "No!" 

The Participants' Reflections 

At the end of the semester, the class wrote reflections as part of their portfolios. 

They could comment on theu* growth as writers or comment on the events of the 

semester, for many then: first experience of being in the United States. Earlier, in a 

Friday meeting, Harry had said that his first trip to the U.S. was fun because it was a 

vacation. At the end of the semester, his written reflection added this comment: 

But when I came over here for studies, it was like the whole burden was on me. 

Independency and like doing stuff, 1 wasn't used to it, so it was pretty much 

difficult for me. So I liked it. It's like a firee world for me. 

The others had similar experiences. In an audiotaped conversation, I asked Ali and 

Hashmi to compare life m Islamabad with their lives here: 



ALI: Basically, we didn't have to do any job. We didn't have to work, or cook 

our food, or drive ourselves to the college. Driver used to drive us, pick 

up. 

HASHMI: The life is much easier there. The children don't have to do the work 

themselves. Parents take care of them, even till they're married. 

ALI: And there's a lot of family gathering. You'd like it over there. It's more 

family, they can help you. They are always there to help you, everyone is 

getting a solution. But over here nobody cares. 

HASHMI: Everyone is too busy here. 

ALI: They have too much work, they have no life, they have no time. 

HASHMI: We would prefer our life there because we are used to it. Over there 

the first loyalty is to the kids, the family. Here they kick them out at 18. 

We don't have a concept of leaving home. Even up to age of 40. 

ALI: British are more like that. Pakistan has some from British style. 

A little later, the topic returned: 

ALI: It's good here but we can't live here forever. I've been here for one-and-half 

years. I go back every four months. It's very hard without the family. We 

can't stay here forever, and we don't belong here. We can't practice our 

religion and we can't eat the food. 

HASHMI: How would you feel if you were going to stay somewhere for four 

years? You have to make a lot of sacrifices. It's hard, it's hard work. 

Some of the others had more mundane concerns: 
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MAMO: I didn't find it [Tucson] the way Karachi is. You can't just go around. 

Like here, the first thing here was speed limit. People here drive the speed 

limit 

JUDY: Well, or slightly above. If you are unlucky, you'll get a ticket, right? 

MAMO: Yeah I got a ticket like after a week. Frutte got a ticket on the fireeway 

driving 120 miles per hour. 

FRUTTE: Now we're like done with that. I got ticket, he got ticket, we got 

ticket... 

HARRY: Not me! 

FRUTTE: Whoever gets ticket, I say, "Welcome to the United States of 

America!" 

(everyone laughs) 

At the end of the semester, Shan reflected on his life here at greater length. His 

situation was somewhat different fi'om the others, as he worked and also had sold his car 

(Mamo had a new Lexus; Frutte had a new BMW convertible): 

One thing I have learned over in America at the University is how to tackle daily 

life problems and take care of my responsibilities. I have seen that my life has 

completely changed in this one year which I have spend in U.S A. The life I had 

in Pakistan was that going to college hanging aroimd with Mends and playing 

cricket or spending most of my time chatting on the Internet. 

The kind of life now I am spending in U.S A. is completely different. The 

first thing I learned here was taking up responsibilities such as paying off bills of 
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all kinds about which I had never even thought of cause my father use to take care 

of that. Things like laundry which was done by maids at my house, food which 

was cooked by my mother and my pocket money which was given by my father 

and also the convenience of car cause I had my personal car. Now my life is 

paying off all my bills from my own earning I make from job. 1 had a car but I 

had to sell it cause I could not afford it anymore and now using things like cabs 

and buses which I had never used at all back home. 

The worst part is food 1 have to cook the food my self because I hate the 

food in America cause most of it I cannot eat due to some religious reasons. 

Another very important thing 1 learned is how to live with roommates whom 1 

just met in U.S. and didn't even know them and then compromising on many 

things I don't like about them or they don't like about me. The amount of 

responsibilities have increases a lot in this one year with addition to studies where 

as in Pakistan 1 had just one responsibility and that was my education and nothing 

else not even a single job to do. 

Hashmi Has the Last Word 

In a final taped interview, Hashmi looked back on his recent life in the U.S., and 

what he said—^when added to Shan's reflection—^seems to sum up the feelings of all 

seven participants. Hashmi said that his father was two years old when Pakistan was 

partitioned fit)m India, and as a successful businessman today he has seen the country 

develop. He had told Hashmi many times that their future under a military dictatorship is 
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uncertain. Hashmi, along with all of the participants, is unhappy that Pakistan has 

incurred international sanctions for its possession of nuclear weapons. Hashmi repeated 

what Frutte had mentioned several times: There is no stock market, and chaos rules in the 

major cities where the infrastructure has broken down, no longer able to provide water or 

electricity for millions of inhabitants. 

Hashmi knows that Pakistan has many serious problems. He cited overpopulation, 

unemployment, illiteracy, human rights violations, massive influxes of refugees from 

neighboring countries, and the ever-present threat of nuclear conflict with India as just 

some of the factors that contribute to Pakistan's current instability. As a member of 

Pakistan's wealthy, English-speaking elite, Hashmi grew up aware of but at the same 

time protected fh)m this reality. 

Like Hashmi, all of the participants were fully aware of their privileged status and 

the unique history of the country in which they were raised. Like most college students, 

all seven have plans and dreams for their futures, which is why they came to the United 

States for an education. However, Hashmi disagreed with Frutte and everyone else who 

had repeatedly said that a United States education was much better than a Pakistani one. 

Hashmi said the education and the subjects they could study were the same. Informed by 

his knowledge and understanding of the past that he said he had been given by his father, 

and not suffering any illusions about the unpredictable future of Pakistan, he said that the 

point of going abroad was not for education but to leam independence: 



155 

If I had stayed in Pakistan, my parents think that I would be living a luxurious life 

and not be prepared for my next life. My parents wanted to send me so I would 

know how to handle everything. 

I can learn about ray life. 

Summary 

The case study suggests that the participants came to the U.S. for several reasons 

but that improving their English was not one of their aims. Their English was already 

more than sufficient for their needs; they each possessed a wealth of linguistic capital. 

Their University education was intended to prepare them for successfiil business careers 

in Pakistan, as well as to give them the opportunity to leam more about life. If they 

hadn't ventured abroad, it would have been easy for them to remain dependent on their 

families. Thus, their existing linguistic, social, and cultural capital were of primary 

importance to them and included then: expressed beliefs that they did not belong here 

(where none of their capital placed them in the elite status they enjoyed at home), could 

not stay here forever, and didn't want to assimilate anyway. 

The next chapter will discuss the results of the investigation into cohesion 

analysis and some other preliminary linguistic comparisons between English and Urdu 

that I carried out on samples of the participants' first draft writing. Because some 

characteristics of Urdu have already been identified in the literature, I wanted to see if I 

could discover any evidence of these general, sentence-level Urdu characteristics on the 

English writing of my participants. 
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CHAPTER 6 

RESULTS OF COHESION ANALYSIS 

Two of my original questions were, "How do students respond to cohesion 

analysis as they compare languages?" and "What are student opinions of contrastive 

rhetoric?" However, the initial data I gathered from five basic classroom investigations 

into cohesion indicated that these questions would not yield much useful information 

until I improved my methods. First of all, every cohesion investigation except the first 

one was difiBcult for the class to carry out. They could analyze their use of certain words 

if the words were present, but no one could identify areas in their writing where such 

words might be added unless someone else (the instructor, for example) made notations 

or underlined sentences where cohesive devices might benefit the writing. The class as a 

group appeared to be interested in the concept of contrastive rhetoric, but my participants 

reported that they did not find much use for it because they bad been using English and 

Urdu since age three or four. To my participants, English and Urdu were very much the 

same. These discoveries led to the changes in my research question as outlined in Chapter 

One. 

This chapter, therefore, describes the results of my own analysis of cohesion in 

the participants' writings. I collected 2,000 words of first-drafl writing from each of the 

five core participants, put them into one computer file, and searched the resulting 10,000 

word corpus for selected cohesive devices. Then I explained ny interpretation of the 

participants' use of each device based on Halliday and Hasan (1976). The chapter begins 

with the results of scoring completed by four native speakers of English (NSE) who were 
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asked to read and rate the participants' writing in order to determine, in a general way, 

how acceptable they found the participants' writing. 

To begin with, each participant had met the university's TOEFL (Test of English 

as a Foreign Language) requirement. Thus I knew that they had achieved a certain level 

of English proficiency, but the TOEFL is designed to measure listening comprehension, 

reading comprehension, and some aspects of written communication such as knowledge 

of grammar rules and word forms. The written essay component is a small part of the test, 

so I still needed a general assessment of the acceptability of their writing to native 

speakers of English (NSE) with which to fi^me the analysis of cohesive devices. 

Furthermore, if they were going to be asked to use their LI, Urdu, as a resource, I needed 

some idea of their relative proficiency in writing that language. Therefore, I asked the 

four NSE to rate two samples of writing fi-om each participant: one paragraph written in 

English, and another paragraph which had been written in Urdu and then translated into 

English. The results of the ratings are presented below, followed by the results of 

cohesion analysis done by the participants and done by me, based on Halliday and Hasan 

(1976). This chapter also includes notes on some of the differences between Urdu and 

English, and concludes with a sample of Urdu and some examples of Pakistani English 

(PE) for purposes of comparison to American English (AE). 

Ratings by Native Speakers of English 

To establish the general level of acceptability of the participants' first-draft 

writing to native speakers of English (NSE), I asked four NSE to read and make 
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The NSE readers included one ESL instructor, a writing tutor, a community college 

student who had just completed the mainstream equivalent of the writing class the 

participants were enrolled in with me, and a retired librarian who currently edits a local 

newsletter. 

Each participant wrote two paragraphs—one in English and one in Urdu. The 

Urdu paragraphs were translated and scrambled with the English ones, so none of the 

four NSE raters knew the original language of composition nor the identity of the writers. 

Using a five-point scale of A to F, for all ten paragraphs (five writers, two paragraphs 

each), the mean rating was a C. The median was also C, and the mode was D/D+. Of the 

top five papers, three were written in English and two were translated from Urdu. The 

four lowest-rated writings were done by two students in both languages, indicating that 

individual proficiency had more influence on the quality of the result than choice of 

language did. See Appendix E for the student writings. Appendix F for the rating form, 

and Appendix G for the raters' comments. 

In addition, I found that a general readability rating system was available on my 

computer. This system, Microsoft Word readability statistics', is located in spell-check 

and assesses reading ease, in a very general way, on a lOO-point scale (Flesch Reading 

' The reading ease score rates text on a lOO-point scale; the higher the score, the easier it 

is to read. For standard documents, Microsoft recommends a score between 60 and 70 

and a grade level between 7 and 8. The grade level score rates text on a U.S. grade-school 

level (8 = S"* grade, meaning that an S"* grader could read and understand the text). 
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Ease). It also assigns an approxiniate grade level from zero to 12 (Flesch-Kincaid Grade 

Level). For example, an essay written by one of my NSE raters who had recently taken 

WRT 101, the mainstream equivalent of WRT 107, was assigned grade level 9.7; a 

sample of my writing was measured at grade level 12. (See Appendix I for Microsoft's 

explanation of the readability scores.) 

The chart below shows that the participants, when listed in order of highest to 

lowest average grades given by the outside readers, also fell into the same order 

according to the computer's grade level score when all of their writings (approximately 

2,000 words for each student) were analyzed. All five participants had reading ease 

scores between 60-75 (60-70 is considered standard). 

Writer Mean Grade Given bv Raters Flesch-tGncaid Grade Level 

Shan 3.4 C+ (placed first due to highest 11.5^ 
individual grade) 

Harry 3.4 C+ 8.4 

Sanda 3.3 C 8.3 

Mamo 2.4 0+ 7.2 

Frutte 2.3 D 6.6 

Table 3, Participants' Ranking by NSE Raters and Microsoft Grade Level Assignment 

Statistically, the inter-rater reliability was very low (Chang, 2000). Two readers 

—the ESL teacher and the trained, experienced tutor—achieved an inter-rater reliability 

^ Shan's several run-on sentences no doubt contributed to the high grade level result 

which includes length of sentences. 
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of .7, which is borderline for demonstrating agreement beyond chance (a minimum of .8 

on a scale of 0-1 is desirable). When all raters were combined, the overall agreement was 

poor. Tluee of the raters were not accustomed to assigning grades, and all raters 

expressed unhappmess that they felt compelled to assign such low grades. Each 

paragraph received a total of four grades, and for six of the ten paragraphs the range was 

one point. For the other four, the range was greater with a maximum of 2.3 points. For 

example, Harry's paper, "You Never Know When Lightning Will Strike," was rated 2.7, 

3.7,4.7, and 5, putting this paper in second place when the scores were averaged and 

compared with the other nine paragraphs. One rater awarded 2.7 because he felt the 

writer had gone off topic and because he did not agree that 'Svhen it [lightning] does 

strike it reaps total havoc." This rater was distracted by the use of reaps for wreaks and 

the vague phrase "laws of life," and he left blank the section "Please comment on the 

greatest strength(s) you see in the writing." On the other hand, the rater who awarded a 5 

stated that the writer had used a clear illustration with good grammar and syntax. She was 

most impressed that each sentence logically followed the one before, leading clearly from 

one idea to the next. The third rater gave this paragraph her second highest rating (4.7) 

and the fourth rater found it "OK" in all aspects and gave it her highest rating (3.7). The 

ESL teacher and the trained tutor each awarded one 5 (though not to the same paper). The 

highest grade given by the NSE peer was a 4, and the highest given by the retired 

librarian was 3.7 (see Appendbc G). 

In general, however, the comnients made by the readers were consistent and could 

be used with more confidence than the scale of 1 to 5. Raters noted that the content of the 
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participants' writing was sparse, and they repeatedly reconamended adding examples or 

personal experiences. The raters were also bothered that in several cases, the participants 

had failed to follow the assignment, which resulted in lower ratings, but the 

overwhelming concern for every rater was grammar—^30 of the 40 ratings (four raters x 

10 papers) noted "poor in grammar," eight were "OK" and two were "good." The most 

frequent positive comments (nearly one-quarter of the comments on the writers' greatest 

strengths) were "pride in topic" and "enjoys topic." 

A question on coherence (see Appendix F, 2b, "clarity of expression, flow of 

ideas") received 20 responses of "poor," 15 of "OK," and 5 of "good." Raters interpreted 

the idea of coherence in broad ways; in addition to general conunents such as "choppy," 

"confusing," or "nice flow," one specific conunent noted "unnecessary transitions," 

referring to the word well, which was used conversationally in two places by Frutte: 

Well there are lot more... 

Well there are some more good games... 

The paragraphs were all written in the first weeks of the semester in order to 

determine the general acceptability to NSE of students' first-draft writing. The concerns 

voiced by the raters were all topics that WRT 107 addressed throughout the semester. An 

experimental design that focused on this method of rating would naturally repeat the 

process after students had completed several revisions of the assignment and also at the 

end of the semester in order to see what progress had been made, but because that was 

not my objective, I did not take these steps. 



162 

Investigation of Elements of Cohesion 

My original plan for the semester was to have students work in small group to 

investigate their own writing for specific cohesive devices. However, this kind of careful 

work—which involves proofreading skills—is difBcuIt for many college students, and it 

Is particularly diflBcult for ESOL students, who often tell me, "Once it's on the page, it 

looks right." Furthermore, while I teach proofreading strategies each semester, many 

students have not had practice in working at proofreading for an extended {}eriod of time. 

Often, after five or ten minutes, they begin to express frustration or say, "I can't find 

anything." They say they would be very willing to try correcting their mistakes if 

someone else would help find the places that needed improvement. 

Working in groups with a particular cohesion task at hand, students were often 

sidetracked—usually by grammar questions about verbs—and more often than not, were 

unable to agree on an answer. Frequently, a group would convince someone to change a 

correct form into an incorrect one. Given a copy of a student paper to proofi^ad, many 

students assumed there were deliberate mistakes in my instructions as well, so they made 

changes where none were needed, resulting in inconect forms. The participants were no 

different than the rest of the class and didn't have much success working on their owiu 

Therefore, the following investigation into elements of cohesion is a combination of their 

efiforts and my own. The analysis of the participants' use of elements of cohesion is 

divided into the three groups described earlier in Chapter Two: reference, conjimctions, 

and lexical cohesion. 
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Reference 

Reference as a cohesive device is divided into four sections; pronouns (the 

pronoun it plus the personal pronouns I, she, they, and so forth); demonstratives 

(this/that, these/those, and the); comparatives (words that show similarity or difference, 

such as the adjectives similar and different)-, and conjunctions (exemplified by the word 

and) (Hailiday & Hasan, 1976). The first topic I presented to the class for their 

investigation was pronouns, proceeding as follows. 

Pronouns 

The first topic on September 20th for class investigation was the use of the 

personal pronouns {I, me, she, and so on) and it. I asked the students to make group and 

to study their own writing. After they cycled any pronouns they found, they should draw 

lines back to the referent nouns. The purpose was to make sure each pronoun referred to 

the intended noun and to note how the noun-pronoun system worked to create cohesion. 

Any pronouns the students found could be included in the task. I showed an example on 

the overhead projector and the class went through it together; 

In Eng' too many 

letters. like the number 

nine. A ther plays on 

Simday Cisneros, 

My ) Name 

By Sandra Cisneros 

1984/1998, p. 39) 
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The class seemed to enjoy this activity, and everyone except the participants 

handed in their completed pages by the end of class. Many students made good 

discoveries, for example when a certain pronoun did not agree in number with its noun: 

Some students were able to identify unneeded pronouns ("That boy he is my 

brother") by also looking for verbs, though the exercise did not help anyone when a 

pronoun was missing. 

The Urdu group decided to work together on one of their papers at a time. They 

said that they understood what to do, but each time I went by their table, they had not 

drawn any circles or lines. By the end of class, they said they were going to do it at home 

and give me the paper (Shan's) next time. They said they knew the terminology for parts 

of speech and understood the purpose of the activity, but when they got home later and 

tried to finish the task, they couldn't remember what to do, how to do it, or why. 

Shan wrote: 

It is a very old and important phrase and it means that, if you are doing a certain 

work and [ ] is not done by you or you mishap that work, so at this point the 

phrase says that don't cry on it. 

When I asked him if he had some ideas about why he had left out an it before "is 

not done by you," he answered that it was a writing mistake. I asked if it were possible in 

Urdu to leave out the "it" pronoun, and he said it was not. 

singular noun plural pronoun 

When the bus runs on time it' 
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In Urdu, nouns have gender (masculine or feminine) but pronouns do not, using 

common forms instead (Shackle, 1987). The third person pronouns he, she, and it are 

equal to the demonstratives that or this in Urdu. This Urdu rule may have contributed to 

Harry's mix-up of he and she: 

It's none of his business to know about her plans but still she does not hesitate to 

answer her. 

Furthermore, in Urdu a plural personal pronoun may refer to one individual 

(although this is increasingly acceptable in English as well, in order to eliminate the 

cumbersome he/she singular personal pronoun problem). In the following, Frutte's first 

they refers to a singular "someone" and his third they to "a female." His fourth they refers 

ambiguously to either "the Mexicans" or "a female": 

In which he said that if someone [is] bom in the Chinese year they are strong as a 

horse but according to the Mexican's they says that if a female is bom accordbg 

to this "Chinese Year" they are not strong cause they think its a lie. (Fmtte) 

In Urdu, when the plural personal pronoun is intended, it is often accompanied by the 

word people, as in we people. Fmtte used this construction when describing royal vs. 

normal Urdu: 

One more thing in Urdu there is this royal Urdu and normal Urdu which 

we people read and writer writes. 

Demonstratives 

The next class topic, also part of reference, was demonstratives: this, these, that, 

those, and the. This and these commonly refer to someone or something near, either in 
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context or in the text itself, while that and those refer to something far (Halliday &, 

Hasan, 1976, p. 60). 

Mamo used these and this correctly, resulting in cohesion in his essay about 

Islamic Holidays: 

Four public holidays are granted every year in every Muslim country. These four 

holidays are given because of Eid. There are two types of Eid...on this Hid 

everyone wakes up early... this Eid comes after the month of Hajj. 

I found many other good examples of demonstratives in the participants' writing: 

I read the article "Vegetarian Girls" on page 78 of TIME magazine, September 4, 

2000. It was written by Lisa McLaughin. This article...(Frutte) 

In this month we do the Fasting since morning till afternoon. One more 

thing is that we gets much more reward [if] we cut the goat's neck by ourselves. It 

takes lot of guts to do this but I do this every time. (Frutte) 

This article reminded me that the workaholics get tired of themselves by 

the hard work, which is not good, because that sometimes makes the disease like 

heart attack and so on. (Harry) 

The grapes are sour is a very famous and old saying. It means that people 

who do not succeed in getting something they really want, they make a bad 

picture of that thing in front of other people. An example is that if I want 

something badly and cannot get it I will make such a picture of it that people will 

think bad of it. I would be able to explain to people this way why I didn't get that 

thing. (Harry) 
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The participants used demonstratives frequently and nearly all uses of this, that, these, 

and those were correct. However, a few examples showed unclear reference: 

I have been living in Tucson since three months and I really like this as it is a 

peaceflU and a beautiful country. (Harry) 

Harry's this referred to "living in Tucson" (this situation) and/or "Tucson" (this 

place), but the native speaker would most likely say, "I really like it" with it understood 

as the correct lexical item for an extended reference (Halliday & Hasan, 1976, p. 52) to 

both the situation and the place. Also, the it in Harry's "it is a peaceful and beautiful 

country" has an unclear referent, as the country has not been stated (the U.S.A.). Harry's 

entire sentence would sound more natural if he switched this with it: "I really like it as 

this is a peaceful and beautiful country." 

The conversational use of this at the first mention of a noun as might be done in 

casual speech—saw this car today"—can lead to confusion in writing: 

One more thing in Urdu there is this royal Urdu and normal Urdu which we 

people read and writer writes. But same as in English they have royal English 

form written poems and books, etc. (Frutte) 

Halliday and Hasan (1976) explain this use of this as the writer's assumption of shared 

interest and a desire to be identified with the reader (p. 61). Other aspects of the 

participants' writing were conversational in tone, for example, Frutte's use of a very 

friendly "Well again back to the topic as I was telling you." 

Next is an exanqple of a this that refers cataphoricaUy to the explanation that 

follows; cataphoric reference was rare. Frutte meant to write "pointed out," and he could 
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use some different punctuation and phrasing to clarify the relationship between the first 

and second sentences: 

Next writers pointed on this about the name. In which he said that if someone [is] 

bom in the Chinese year they are strong as a horse but according to the Mexican's 

they says that if a female is bora according to this "Chinese Year" they are not 

strong cause they think its a lie. (Frutte) 

His use of this in "this 'Chinese Year'" is also clear. However, in a paragraph he 

wrote about education, he used those to refer to the immediate people he was discussing, 

violating the NSE reader's understanding of these as near and those as far: 

After having all of these studies when they come back home they becomes king 

of the business. Those people get internship and job much &ster than people who 

have graduated from Pakistan. (Frutte) 

These studies referred to the studies completed by the people who had come here 

to the U.S., who would therefore be near, these people. The distant people by 

comparison, those who had graduated from Pakistan, would be those people. Of course, if 

these people returned to Pakistan while we were still here, they could be considered those 

people. Frutte's use of come back home instead of the expected go back home suggests 

tliat he was thinking of himself as already back home. However, these studies seems to 

agree with these people unless the people were further qualified as those people who... ', 

otherwise, those studies seems to go with those people. 

Similarfy, this and these relate to the present, which is near, when compared to 

that and those, which relate to the peist, which is farther away in time and/or space. 
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Anyways these were some of my interest and hobbies as well as my educational 

background its not difficult being friends with me. (Harry) 

Harry's use of these were was unexpected after he had just described his hobbies in the 

present tense. For consistency, the reader expects these are, or perhaps those are (in the 

sense of those hobbies described in the above writing) or those were in the sense that the 

description is now complete. 

The participants' use of the definite article the was inconsistent. They were not 

able to find errors on their own, and when one was pointed out, they usually said that it 

was just a simple mistake from having been in a hurry. 

Mamo wrote, "There is only one God who takes care of [ ] entire world and the 

people of this world." He said he lefl out the before "entire world" because of 

carelessness. Comparing English to Urdu, Harry wrote "Basically the introduction, body 

paragraphs, and a conclusion are the same for Urdu." When 1 asked him how the articles 

worked in Urdu, and if he had any thoughts on why he wrote "the introduction" but "a 

conclusion," he said it was just a mistake. Substituting the indefinite article a when the 

reader expects the definite article the—ordinarily viewed as a mistake in grammar— 

caused a loss of cohesion in Harry's sentence and in the following as well, written by 

Frutte: 

It starts from the left hand of the paper and ends on the right hand of a paper. 

In &ct, Urdu does not have a class of words equivalent to the English determiners 

a and the, and this is probably why students omit or misuse the (Shackle, 1987). Urdu 

uses the number one for an indefinite article, although I did not find any instances of my 
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students substituting one for a/an in English. Their occasional uses of a for the and their 

omissions of the may be a result of Urdu grammar influences. 

In most cases, the participants used the determiner the correctly so it did function 

as a cohesive device. Mamo also wrote one of the few examples of reduction ("the right 

hand side [of the paper]") in his comparison of Urdu and English: 

There is a big difference between writing in English and writing in my native 

language Urdu. The main difference between both of them is that whenever we 

start writing English we start it from the left-hand side of the page and when 

writing in Urdu we start writing from the right hand side. The style of writing 

also differs... 

Sanda wrote about a bombing in Karachi: 

It was just another beautifril sunny day in Karachi. People were walking along the 

roads, which were with vehicles. The sound of people and the hooting horns filled 

the air. The whole city was busy with the normal mundane workday without 

knowing what was about to happeiL 

All of his uses of the are expected except for the hooting homs {hooting is British 

English (BE) for honking). As a definite article, the determiner the indicates that hooting 

homs should have an identifiable referent (Halliday & Hasan, 1976, p. 74) located close 

by either in the text or in the situation. Vehicles are present, but the reader does not know 

whether or not they are hooting. Thus using the definite article with the first mention of 

hooting homs causes the reader to look back to see if something was missed. Sanda's 
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choices would be to write the hooting of hams, the hooting horns of the vehicles, or The 

sounds ofpeople and hooting horns filled the air. 

Mamo wrote a p^r on Islam, the first sentence of which was: 

The religion is Islam, which conies firom the Arabic language word meaning 

"peace." 

This use of the is grammatically incorrect for the first mention of religion and gives the 

reader the impression something is missing or that the writer has begun in the middle of a 

thought. In fact, the problem could be the relative clause, which might be rewritten 

without the comma: 

The religion which [that] comes firom the Arabic language word meaning "peace" 

is Islam. 

Or possibly even this way: 

The religion is Islam which [that] comes fi'om the Arabic language word meaning 

"peace." 

Aside firom these and other similar unexpected usages, the participants used the 

correctly over 80% of the time, and blamed their mistakes on their own carelessness. 

Conroaratives 

The third class of demonstrative reference is the comparatives, which includes 

adjectives and adverbs that show identity, similarity, or difference (Halliday & Hasan, 

1976, p. 76). Examples of identity are jome, equal, identical, and identically. Similarity is 

indicated by such, similar, so, similarly, and likewise; difference is indicated by the use 
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of Other, different, else, differently, and otherwise. The two basic comparatives are 

variations of same and different. Farooq wrote an example of anaphoric comparison: 

"Past, present, and future tense are also the same as in Urdu." 

Comparatives create cohesive ties in a text because they refer, if indirectly, to 

something else, usually endophorically. In this case, "the same" referred to all of the 

words in italics: "Past, present, and future tense are also the same [all three exist in 

English] as [they—past, present, andfuture tenses—are] in Urdu." The word English 

was used in the previous sentence, but the rest of what same referred to was indirect. 

Though they sometimes made grammatical mistakes, the students used 

comparatives in several of their writings, resulting in cohesion: 

As in English nouns, pronouns, basically the grammar is the same in Urdu...The 

number of alphabets in English are the same in Urdu that is 26.^ (Harry) 

The style of writing [meaning alphabets] differ from one another. For 

comparison the grammar of both the languages are pretty similar to each other 

and the punctiiations marks in both the languages are also pretty much similar to 

each other... the number of alphabets are same in both language. (Mamo) 

Difference between Urdu writing and writing in English is quite 

different.. .In writing in Urdu there are couple of words which are quite similar to 

one another.. .In Urdu we share grammar same as in English. Past, present and 

future tense are also same in Urdu. But little bit differ from English. (Frutte) 

^ Kachru (1987) lists 35 letters m the Urdu alphabet. Nakanishi (1980) lists 36:28 from 

Arabic, four from Persian, and four additional letters. 
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In the following example, Frutte's use of a for the results in an unacceptable form: 

Same as in Urdu too, if a writer writes poem, books they are a same as in English. 

Conjunctions 

Conjunctions may be categorized in a variety of complex ways (Halliday & 

Hasan, 1976), but four simple groups can be identified for use in preliminary analyses: 

Group Fxample 

Coordinate, Additive and 

Adversative yet 

Causal so 

Temporal then 

Coordinate. Additive. Halliday and Hasan (1976) distinguish between the use of 

cmd as a coordinator or as an additive. As an additive, and creates cohesion between 

sentences or parts of sentences. 

As a coordinator, the more specific term, the word and is used structurally 

(Halliday & Hasan, 1976, p. 234). The coordinating conjunction and forms a relationship 

between complete sentences. The additive function as generally understood by the logic 

of and encompasses many possible sub-categories of simple and complex coordination. 

See Appendix J fi)r Halliday and Hasan's (1976) "Summary Table of Conjunctive 

Relations" and the number of times each one was used by the participants. 

The participants used and as a coordinating conjunction 110 times in 534 

sentences. The total number of sentences in which they used and as a coordinator was 

about 100, because some run-on sentences contained more than one and, for example: 
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Corvette is an American car and majority of the Americans drive this car and 

they get a sense of pride and joy from it. (Mamo) 

I have lived there for about twenty years of my life and I love my country 

Pakistan, my femily and I miss both a lot. (Mamo) 

Only two of the 110 cases of and (both by Sanda) used the comma that is 

generally required before a conjunction coordinating two independent clauses. I also 

found examples of run-on sentences containing three independent clauses joined by 

coordinators in the University of Karachi website (www.lcudcs.edu.plc'): 

More than 90 colleges are affiliated to this University, and therefore University of 

Karachi is an afBliating, examining and teaching body, and hence caters to the 

teaching requirement of 10 million population of the city. 

Three examples of and were found at the beginnings of sentences, which Halliday 

and Hasan (1976) consider additive (p. 244), and there were an additional 210 ands 

correctly used as additives in lists or used to connect phrases that were not independent 

clauses, for example: 

1 still remember those days when all I use to do was to have fun and nothing else 

where as now alll do is study go to job and miss my family and friends back 

home more then anything. (Shan) 

I look around and saw the central bank of Pakistan was on fire. (Sanda) 

We were ail dancing in front of the stage and some of us even went on 

stage to dance and sing with the singers and dancers. (Mamo) 
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The best thing about myself is that I like to travel around places and meet 

new people and see new places. (Harry) 

It is important return to the above topic of coordinating conjunctions because 

excessive use of coordination is not highly valued in English. In fact, it is often viewed as 

a characteristic of developmental writing (Shaughnessy, 1977). The NSE rater described 

earlier showed me one of his A papers written in WRT 101. It contained 75 sentences and 

only one case of and used as a coordinating conjunction between two independent 

clauses, which is a ratio of 75:1. Most of his sentences used and as an additive. In a 

sample of my own writing, I found plenty of additive and; the ratio of the total number of 

sentences to those using and as a coordinating conjunction was 38:1. My participants' 

ratio was about 5:1. One of Harry's pen-pal letters contained ten sentences, nine of which 

were compound sentences coordinated with and. Indian languages in general, including 

Urdu, favor parallel construction rather than subordination (Shackle, 1987). This may be 

one reason why subordination, often viewed as a sign of maturity in English, is not found 

to such a high degree in the participants' writing. The total number of subordinators used 

was just over 90, including 27 instances of because or cause, 20 until clauses, and 20 if 

clauses. Compared to the slightly higher use of coordination, the result appears to be an 

over-reliance on coordination. As Indian languages favor parallel construction, so does 

Arabic; thus there is good reason to predict that the participants' use of and is related to 

their language backgrounds. All speak the Indian langiiages Sindhi and Punjabi in 

addition to Urdu, and all are proficient readers of Arabic, the language of the Quran. 
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Adversative. English has a great variety of words to express the adversative 

relationship, which means, essentially, "contrary to expectation" (Halliday & Hasan, p. 

250, 1976). The participants' most commonly used adversative was but, which appeared 

28 times, 7 times at the beginnings of sentences. However was used twice and beside(s) 

was used once. 

In order to pursue the topic of adversatives and also to explore Urdu punctviation, 

I explained to Hashmi that three general classes of sentence connectors in English were 

coordinating conjunctions, adverbial subordinators, and conjunctive adverbs. An example 

of each class with a similar adversative meaning and function would be but, although, 

and however. Thus the three cormectors have similar meanings but different patterns of 

syntax and punctuation. 

Example: Punctuation Rule 

IC = independent clause 

DC = dependent clause 

I like chicken biryani, but it is pretty spicy. IC, but IC. 

I like chicken biryani although it is pretty spicy. IC DC. 

Although it is pretty spicy, I like chicken biryani. DC, IC. 

I like chicken biryani; however, it is pretty spicy. IC; however, IC. 

I asked Hashmi to translate each sentence, and he came up with an Urdu synonym 

for each adversative: but = magar, although = halanke; however = laikan. He said that 

each synonym had a slightly different nuance of meaning, but they would not require any 

corresponding differences in syntax or pimctuation in Urdu. Hashmi said, "As &r as the 
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punctuation is concerned in Urdu basically that depends on the writer. He can and cannot 

use punctuation in these sentences." Thus translating from Urdu might result in a lack of 

punctuation or a grammatical irregularity in English (Urdu has no equivalent to the 

semicolon in any case). 

None of the participants used however as a subordinator to connect two 

independent clauses. They only used it on two occasions, both times at the beginnings of 

sentences, once with the requisite comma and once without; 

This used to be one of my aims to Bungee-Jump. However fast cars are greatest 

love of mine. (Frutte) 

Misfortune and the laws of life can strike anytime, anywhere and what is 

most shocking is that it will strike when it is least unexpected. However, when it 

does strike, it reaps total havoc. (Harry) 

No one used although. Two cases of though were found in the phrase even though: 

The place was packed v^th customers even though it was well past lunchtime. 

(Sanda) 

The concert was schedule to be held in Phoenix on a Friday and even 

though Friday is our cricket day, we planned to skip it as we did not want miss 

this wonderM opporttmity of going to this concert. (Shan) 

Harry, writing about the Phoenix concert everyone had attended, used and where the 

relationship between the two clauses appeared to be adversative; 

The concert continued for three hours and it seemed as if it was for half an hour. 
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on the other hand, when translating Frutte's story about a trip to Las Vegas, used but for a 

relationship that is coordinate to my U.S. ear but might be British dialect (Close, 1975): 

Everything was very good but I have to say that I really enjoyed this trip. 

Causal. Cohesion in writing is aided by words that indicate causal relationships 

between ideas or events; the major divisions of causal relations are "result, reason, and 

purpose" (Halliday & Hasan, p. 255, 1976). Some commonly used causal words are so, 

thus, hence, and therefore. Causal so occurred in the participants' writing 25 times, and 

the subordinator because (or cause) was used 27 times. Sanda, writing about the 

differences between English and Urdu, used j-o as a causal connector; his reasoning might 

have been tautological, but the connector was appropriate; 

Urdu has alphabets and in writing Urdu we can't use the alphabets alone like in 

English, so we have to make words by joining the alphabets and if we write the 

words alone then it will be wrong. 

Right word Wrong word 

CowptAter computer or COMPUTER 

In English, all three examples are permissible. In Urdu, only the cursive lettering on the 

left would be correct. 

Sanda lost cohesion, and coherence, when he used the phrase "that is why" in a 

non-causal relationship; 

Urdu is basicalfy a mixture of different languages like Arabic, Hindi and Persian. 

That is why the punctuations is used in Urdu like it used in writing English. 
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Frutte created a similar, unexpected effect with his non-causal use of therefore in his 

paper about women's rights in Pakistan: 

In Pakistan, young girls are forced to marry men who are the age of their fathers. 

They are never asked what they want and are kept like slaves. Therefore, women 

should be given the right to say no on her marriage. 

His thinking was that the situation of women was wrong and needed to be changed, but 

he did not include everything he was thinking in what he wrote. 

Temporal. No one appeared to have any diflBculty with temporal cohesion, which 

shows the chronological relationship of events or actions in related sentences; the 

participants used then 12 times, next seven times, and after or after that five times, most 

often in their narratives. Here are just two examples of good use of temporal cohesion: 

After studying there for 10 years I completed my 10 Grades and received my high 

school degree with "B" grade. Then I got my admission in D.H.A.C. Defense 

Housing Authority College. (Frutte) 

We were all dancing in fi'ont of the stage and some of us even went on 

stage to dance and sing with the singers and dancers. Then there was break in 

between in which we had dinner which was provided by one of the Pakistani 

Restaurants in Phoenix. (Shan) 

Lexical Cohesion 

The category of lexical cohesion is divided into four parts: 

Repeating the same word I saw your dog. What a cute dog. 

Using a synonym I saw your dog. What a cute puppy. 
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Using a superordinate I saw your dog. What a cute animal. 

Using a general, connotive word I saw your dog. What a prize. 

Examples of each category follow. 

Repeating the Same Word 

Unlike English, in Urdu identical nouns or noun phrases that have different 

referents cannot be reduced or pronominalized. For example, the following sentence is 

correct in Urdu (Kachru, 1973): 

I bought a blue car and you bought a blue car too. 

The following would be incorrect in Urdu: 

I bought a blue car and you bought one too. 

The use of one is a case of substitution (Halliday & Hasan, 1976), something that 

is not allowed in Urdu unless the referents are one and the same. It's possible that this 

Urdu rule, when applied to English, causes the repetition that is one of the most 

noticeable characteristics of the participants' writing. Although in Urdu identical noun 

phrases with the same referent can be reduced, the participants often repeated nouns 

instead, avoiding pronouns all together. In the sentences below, the nouns in italics have 

the same referents and thus would allow pronominalization, but the writers have not 

chosen to use pronotins. Without specifymg how much pronominalization should be 

used, I find all of the following repetitious: 

This particular article caught my attention because after reading this article, I 

realized that the author Senior Airman Dean Witt tries to prove a valid point. In 



181 

his article he has focused on how important Flight Test engineers are to society. 

(Ah^ 

One of the best things of my language is that this language is being made 

up by many languages, i.e., Arabic, Persian, Hindi, etc. (Frutte) 

The article 'Working Smart' has been written by Bill Rap and this article 

has been taken from the monthly magazine dated August 11, 1999. (Harry) 

Repetition does create lexical cohesion. However, the participants' perceived over-use 

results in repetition that to the NSE becomes noticeable and somewhat distracting, rather 

than doing its work of cohesion without drawing attention to itself: 

The best thing I like about my life are two things. (Ali) 

The two eids are celebrated after two holy month. The two eids are known 

as Eid-ul-Fitr and Eid-ul-Azha. The two eids have their own interests and usually 

everyone is happy on the two eids. (Harry) 

For comparison the grammar of both the languages are pretty much 

similar to each other and the punctuation marks in both the languages are also 

pretty much similar to each other. (Mamo) 

These people are peace loving people. (Shan) 

Both the cars Ferrari and corvette are my favorite cars. These cars are 

&mous and have a very good reputation among the people all around the world. 

These cars are unique cars you won't see these cars very often on road. (Mamo) 

Collocation, or pairs of related words (Halliday & Hasan, 1976, p. 284) creates 

cohesion through semantic relation. Many pairs of lexical items commonly occur in 
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oppositional relationships to each other such as hot/cold or up/down. Collocation also 

occurs when words are related in a more general way, such as bee/homy or 

sunshine/cloud (p. 286). Any two lexical items that might occur in a similar context will 

result in cohesion; Hashmi provided an example: 

The tone of his writing suggests that this submergence [convergence] is bad and 

is spoiling or destroying the two languages. 

However, his arrangement of paired words resulted in repetition when the pairs consisted 

of synonyms: 

And with very little money and funds it was even harder, but due to excellent 

leadership and charity by rich and wealthy people, this problem was taken care 

of (Hashmi) 

Using a Svnonvm 

There were a few examples of synonyms used effectively: 

I and my fellow countrymen except a few people believe that Pakistan should not 

give its nuclear supremacy away. (Shan) 

I make friends real quick and I love helping people. (Harry) 

The national sport of Pakistan is field hockey and it is the second most 

popular game in Pakistan. (Shan) 

My educational life has always been in my country and this is the &st 

time I have come abroad for studies. (Harry) 

This phrase specifically refers to the &ct that the future is unpredictable. 

No matter how much one tries, no one knows what tomorrow holds. (Harry) 
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Using a superordinate 

A superordinate is a lexical item that encompasses other, more specific terms in 

the same category. Superordinates create cohesion by forming connections fi-om specific 

items to the more general categories into which they may be grouped. Thus, animal is a 

superordinate for the word dog; food is a superordinate for shrimp salad. There was one 

example: 

Most of the high schools are not co-ed, it's more like guys and guys' stuflf, girls 

and girls stuff...The administration gets stricter and more concern for the growing 

youth. (Sanda) 

Harry's use ofpeople might be interpreted as a superordinate as well: 

I make friends real qiuck and I love helping people. (Harry) 

Using a general, connotive word 

General, connotive words, ordinarily nouns, often create cohesion by adding an 

opinion or attitude to the reference (Halliday & Hasan, 1976, p. 280). 1 found two 

examples of connotive words: 

This car is a luxury item. (Mamo) 

The food was delicious and the most exciting part was that it was a 

Pakistani specialty. (Harry) 

To my ear, the above sentences usmg synonyms, superordinates, or connotive 

terms rather than lexical repletion all sound quite natural, as if native speakers had 

written them. The fi^quent repetition of nouns or phrases in the other examples seems to 

be a strong contributor to my perception that the participants' writing is non-native. 
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Other Language Topics of Interest 

From the above investigation, it appeared that the participants had reasonable 

control of the basic elements of cohesion. Their frequent use of lexical repetition 

contributed to the non-native sound of their writing, but problems other than cohesion, in 

grammar or word choice, tor example, were more important considerations based on the 

responses from the outside NSE raters. I present a selection of these topics below. 

On at least two occasions, participants used then for than; on two other occasions, 

someone used than for then (one causal and one temporal). This mix-up of words may be 

related to pronunciation—then and than can be pronounced nearly alike in BE and AE— 

but the cause is not clear. The participants call it a mistake. I noticed on the website for 

the University of Karachi that the writer(s) had done the same thing: 

University also arranges examination, result and degrees of about ISOOOO 

students other then studying at the campus...and only from the Faculty of 

Pharmacy more then 400 research papers have been published. 

This finding suggests that confusing then with than is not an idiosyncrasy on the 

part of my participants but something that other Pakistani writers of English have to deal 

with, possibly due to the similar pronunciations of these two words. 

The participants also confused spelling of their/there, usually substituting there 

for their. 

The elder give some amount of money to there younger and to the poor peoples. 

(Frutte) 
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Muslims all over the world have there own Islamic calendar. In a Islamic 

calendar there are also twelve months. (Mamo) 

The colleges which means grade # eleventh and grade twelfth are ranked 

according to the percentages of the marks in matric examinations they require as 

the condition of there admissions. (Sanda) 

I have completed my high school and college their in Pakistan. (Mamo) 

The problem of mis-spelling there/their and other homophones can be found in ESOL 

and NSE alike, and may be considered a developmental error (Shaughnessy, 1977, 

p. 169) that more experienced writers have learned to avoid early on. 

Verbs frequently did not agree in number with then* subjects, and the participants 

made wrong choices for tenses. In Urdu, as in other Indian languages, the progressive 

tenses are favored ("I have been coming from Pakistan" for "I am from Pakistan" or "I 

come from Pakistan") though my participants rarely used the progressive tenses in their 

writing. Frutte wrote, "This language is being made up by many languages," a sentence 

that was apparently influenced by Urdu in which the simple present is expressed in a 

form that corresponds to the English progressive form, BE + VERB-ing. All other uses of 

progressive tenses were correct, even though in the following example, the main verb 

feels should be in the past tense, based on the story Mamo had just been telling in the 

past tense: 

It feels like I was sitting and watching the concert in my country not in America. 

(Mamo) 
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In addition to inconsistent use of verb tenses, mistaken verb choice also caused 

problems of coherence. The Phoenix concert was a one-time event, so the participants' 

dancing, even though repeated during the concert, should be reported in the simple past. 

Instead, Harry's use of used to, indicating habitual action in the past, caused concision 

for the reader: 

There were various performers. After each scene of a comedian, came a singer 

and whenever a singer used to come, all of us used to start dancing and if a good 

song came we used to start dancing in front of the stage. (Harry) 

The wrong choice of other lexical items may also cause mistmderstanding 

or loss of coherence. Sanda's comparison of English and Urdu was confusing 

because he chose alphabets for letters, alone for unconnectedly or some similar 

term, and then words for letters: 

Urdu has alphabets and in writing Urdu we can't use the alphabets alone like in 

English, so we have to make words by joining the alphabets and if we write the 

words alone then it will be wrong. 

The addition of an ^ changed the meaning of Mamo's sentence when he wrote 

noises for noise: "We really enjoyed making noises and dancing." Harry wrote "they get 

tired of themselves" when he meant "they get tired." Frutte wrote "pointed on" for 

"pointed out." These examples may be ESOL problems, while on the other hand, some 

phrasing used by the participants might be traceable to Urdu influences. Some examples 

will be given below in the section on Pakistani English. 
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In Urdu, as in many other languages, there is no equivalent to the English 

nonreferential there. Sanda wrote that the roads "were with vehicles" whereas in English, 

I would say "There were [lots of] vehicles on the road" or "There was lots of traflBc." 

Urdu is verb final and it is possible to place the object before the subject, so the 

literal translation of the English "There were cars on the road" in Urdu, reading right to 

left, is "Road on cars are": 

are cars on road 

Urdu has no verb to have, so to express "I have your book" in Urdu, one says 

"Your book with me is." If Sanda had been thinking of placing the object before the 

subject, he would need a verb to 6t the situation, and thinking in Urdu would not allow 

him to write "the road had vehicles." On the other hand, all of the participants used there 

is and there are correctly many times in their writings, and Sanda didn't see any reason 

to worry about the vehicle sentence because it was just a mistake. 

Urdu has a system of relative clauses that results in the common construction 

"Which people lived there, they were all very poor" (Shackle, 1987, p. 180). I found no 

examples of this in the participants' writing, though Sanda had an unusual construction 

that appeared in the writing of several participants; 

The average of the marks obtained in both ninth and metric examination 

determines that which college students will go to... At the start of the college we 

decide that -which major we will select for our college educatioiL 
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The rest of the time, aU of the participants used relative clauses correctly aside 

&om a lack of punctuation. 

Shan wrote the following paragraph about the history of Pakistan. I asked Harry, 

Sanda, and Mamo to translate it word by word so I could see the Urdu word order. It 

reads, of course, from right to left, so the literal translation appears below the Urdu script. 
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The original writing in Urdu by Shan, translated literally (tense markers and non-

translatable items not included) by Harry, Sanda, and Mamo reads as follows: 



Pakistan is full name Islamic Republic of Pakistan. Pakistan whole 95 

percent population Muslim. Islam Pakistan in 1800 AD in came when 

Mohammad-bin-Qasim did Raja Dahir defeated gave Sindh on conquer 

and this after time after time too many Muslims did government but all too 

much late means five hundred year till Mughal rulers did government. 

Pakistan first India was part and then 1947 in Islam name on world was 

first country Pakistan make and found in. 

As translated by Hashmi into English, the passage reads as follows: 

The full name of Pakistan is Islamic Republic of Pakistan. 95% of the population 

is Muslim. Islam emerged in this part of the world in the l?"* Century when 

Muhammad Bin Qasim took over Sindh defeating Raja Dahir. After that a lot of 

Muslims ruled over the area now Pakistan but the longest rule period was of the 

Mughals who ruled over 500 years. Before independence which took place in 

1947 Pakistan was part of India. 

Pakistani English 

As I explained in the last section of the literature review, Pakistani English (PE) 

has many characteristics that make it distingiiishable fi'om American English. One aspect 

of PE that cannot be ignored is its lexicon, but my students knew which words belonged 

to PE and which did not, and never to my knowledge brought a borrowed Urdu or PE 

lexical item into the EngUsh they used at college. Words such as car-lifter or goonda (a 

thug) are immediately recognizable. However, other words may not be so easy to spot 
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and thus have the potential to create misunderstandings. For example, the word tease has 

been translated from Urdu into PE to mean molest or harass (Talaat, 1993). Thus, in PE 

it would make sense to say "They were arrested and put in jail for teasing." There may be 

similar examples, unknown to me, in which my students used words intending slightly 

different meanings, meanings that would not become apparent unless we had time to 

discuss in detail everything they wrote. Frutte's use of point on for point to could 

probably have been traced to PE, as there are many examples of PE phrases that do not 

exist in BE or AE, such as discuss a topic threadbare, take out a procession, cope up 

with a problem, and dispose off an item (Baumgardner, 1993, p. 47). These phrases are 

all correct in PE, but NSE would no doubt judge them to contain mistakes of word 

choice or grammar. If I didn't know better, I might assume the qff'm dispose off an item 

was a typographical error. 

A few other PE examples show the possibilities for AE misinterpretation or 

inability to understand single lexical items; 

PE AE 

blueprint a pornographic film 

boots shoes 

gimman security guard 

hotel restaurant 

side hero supporting actor 

taxi a prostitute 
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All of these words have been borrowed from Urdu into PE (Baumgardner, 1993, 

p. 51). No one without a good knowledge of Urdu would be able to fully understand 

Pakistani English: 

Why a step-motherly treatment is being meted out to the poor peons, naib qasids, 

chowkidars and malis of the Education Department? (Baumgardner, 1993, p. 48) 

Because my students never wrote anything using words I had never heard of, it was clear 

to me that they knew the difference between PE and AE or BE. 

Conversion—^shifting words from one part of speech to another—is also 

common. For example, the noun airline also serves as a verb, to airline (Baumgardner, 

1993). Conversion is perhaps the source of Shan's use of mishap in the following: 

It is a very old and important phrase and it means that, if you are doing a certain 

work and is not done by you or you mishap that work, so at this point the phrase 

says that don't cry on it. 

Shan and the rest of the group had a difBcult time coming up with a suitable verb 

replacement for the noun mishap, as I will explain in the next chapter. 

Reduction of phrases and preposing are also common (Baumgardner, 1993). In 

Pakistan, an ofiBce that deals with the public is a public-dealing office (p. 47). Perhaps the 

process of reduction and preposing resulted in Mamo's word heartfeelings in his sentence 

"Friendship should be with clean heart and should have heartfeelings for each other." As 

in the case of mishap, no amount of talking could get Mamo to replace this lexical item, 

which admittedly has no equal in American English. 
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Summary 

While I could find examples of a variety of non-standard forms in the 

participants' writing, overall they did not have difficulties in the aspects of language (as 

identified by Baumgardner, 1993; Baumgardner, Kennedy, & Shamim, 1993; Shackle, 

1987) that could be expected to cause problems for Urdu speakers using English. For 

example, they rarely used the continuous tenses for the simple present, and they rarely 

used particular constructions of the relative clause, two major forms predicted by 

Shackle (1987) to cause difficulties. They appeared to have no problems distinguishing 

Pakistani English from British English, and they were learning some differences between 

British and American English, The NSE raters generally judged the participants' writing 

as "poor," were distracted by sur&ce errors, and stressed the need to develop content 

more fiilly. Because these writings were done in the first weeks of the semester and 

because developing content is one of the main objectives for all students enrolled in 

WRT 107, the raters' concerns were not unexpected. 

However, even when grammar and other surfece errors have been corrected, NSE 

raters usually give higher ratings to NSE than NNSE writing (Land & Whitley, 1989). 

Research attempting to identify differences between NSE and NNSE writing has 

investigated different aspects of text organization, including analysis of cohesion. For my 

participants, cohesion analysis revealed that some aspects of their writing could be 

improved in order to meet NSE expectations, but that most of the time, they used specific 

cohesive devices effectively. What the classroom activities on specific cohesive devices 

did not include was students trying to determine when a cohesive device was missing 
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(these revisions were done afterwards). Nevertheless, even when NNSE writing has been 

revised and edited before analysis or rating, there is ample evidence that it differs from 

NSE writing for reasons other than the NNSE student's English proficiency (Land & 

Whitley, 1989). Students have LI cultural and linguistic capital that is related to their 

writing in English. In the next chapter I discuss in more detail the question of what 

cultural and linguistic capital my participants bring to the writing process, and what the 

relationship of this capital to their English writing may be. 
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CHAPTER? 

DISCUSSION AND IMPLICATIONS FOR FUTURE RESEARCH 

Introduction 

In this final chapter, I consider what conclusions I might draw in response to the 

primary research question. What cultural and linguistic capital do selected multi-lingual 

Urdu-speaking students firom Pakistan bring to the writing class, and what is the 

relationship of this capital to their English writing? But first, I will briefly explain why I 

found my origioal questions inadequate for my research. 

My original primary question was, "What are international students' expressed 

understandings about the use of their first language in a U.S. community college required 

writing class?" As the use of students' Lis was introduced in the writing class, the class 

as a whole appeared to respond positively. Many students expressed pleasure at being 

"allowed," as they put it, to write in their mother tongues. Several students also said they 

hoped they could do the activity again. The students appeared quite interested m looking 

at each other's handwriting and passed papers around the room for inspection. 

Afterwards, when students compared their experiences of writing in LI with writing in 

English, most of them made discoveries about similarities and differences that gave them 

new insights into their language learning. The participants, however, viewed writing in 

English and their L1 as the same: they said their ability to express themselves was 

identical in both languages, and the processes of writing felt the same. 

When I asked the class to conqiare then- LI with English, I was thinking of U.S. 

academic English. My participants, who had been speaking English since early 
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childhood, naturally thought of their own English, not mine. The question of to what 

extent Urdu and Pakistani English, or the English used in schools in Pakistan, resemble 

each other in the minds of the participants can only be answered by the participants 

themselves. Urdu is their LI and language of socialization, but English follows closely 

behind as it is learned at home; it is part of the social and business lives of the 

participants' families as well as necessary for beginning school. In order to understand 

the close relationship between English and Urdu for my multilingual upper-class 

participants from Pakistan, I can compare their situation to that of Hindi/English 

bilinguals in India as described by Kachru (1996). Kachru found that English texts 

written in India by Hindi/English bilinguals showed many characteristics of Hindi texts, 

regardless of the medium of instruction in high school. Kachru's (1996) emphasis wa on 

the effect of LI on English, and it is possible that in the same way, influences of Urdu on 

English would be found in the texts of bilingual Urdu/English writers. Further research is 

needed to similarly investigate the effects of English on Hindi or Urdu. The LI, as the 

language of socialization and primary discourse, appears to have a strong influence on 

English when English is acquired subsequently, even when students attend English 

medium schools as my participants did. If this is the case, then I would expect my 

participants to say that English and Urdu were similar in organization. They said that 

anything they wrote in English would be identical to Urdu in content and organization, 

including paragraph structure. The only difference they could think of was that Urdu 

might have some vocabulary items that were difBcuh to translate into English, and 
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English might have some vocabulary items—particularly technical or business terms— 

that would not have easy equivalents in Urdu. 

A few weeks later, Shan admitted that he preferred writing in English to writing 

in Urdu because he had used English exclusively in most of his high school years. He 

realized he was out of practice writing Urdu. When I asked him if he was concerned that 

he might forget how to write Urdu, he said that he would never forget Urdu, and anyway, 

he had no compelling reason to know how to write it perfectly. All of the participants, 

once back home in Pakistan, would use Urdu not for writing but for reading the 

newspapers and for talking to people. Their own written communication, which would be 

mostly done for business purposes, would be in English. 

All of the participants agreed that they would freely choose Urdu or English as 

the situation required, though there would rarely be a need to write in Urdu in the future. 

Hashmi, however, said that he preferred to write in Urdu, and the reason he gave was 

social: when he wrote in Urdu, it was ea^ for him to find other people to help him edit. 

When writing in English, however, he had no similar support systenx 

In conclusion, the participants stated quite frankly that they had not seen any use 

for bringing their first language into their English composition classroom. Other students 

in the class, with different language histories, found comparing their LI with English 

useful, and also said they gained a greater understanding of what their classmates were 

accomplishing. For example, a Spanish speaker gained new insight into the struggles of 

his Korean classmate after realizing that this person had had to leam an entirely new, 

alphabetic writing system. In return, the Korean student considered for the first time that 
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using the same alphabet did not make learning a new language an automatically simple 

task. He also became interested in learning Spanish words. 

Another of my original questions asked how students would respond to carrying 

out cohesion analysis investigations on their own writing. Most of the class appeared to 

enjoy the cohesion analysis investigations, which they generally completed successfully. 

The limitations of the approach became apparent, however, as each topic had a drawback. 

For example, students who did not remember to use articles would naturally be unable to 

find them in their writing, and therefore could not complete the investigation using their 

own papers. However, they were able to participate in group investigations of their peers' 

papers, and everyone said that they had at least learned something about other languages 

(i.e., that some languages have article systems and others do not). 

The participants worked in a group for these activities, but often did not make 

much progress during class. On these days they preferred to take the work home, but in 

fact this approach wasn't useful because once at home, they realized they didn't 

understand what they were supposed to do. Their response indicates that the activity had 

no purpose for them, as they fek there was no need to compare their languages in the first 

place. Furthermore, the activities, when completed without an LI component, become 

ungraded grammar-in-context exercises; such exercises are useful for students who have 

an active interest in developing their English grammar. 

For my participants, who firequently attributed their own grammar errors to having 

been in a hurry or to not having proofi%ad their work, the idea of grammar correction or 

cohesion analysis was not important. My participants were already satisfied with their 
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language proficiency, and because they had acquired their English rather than learned it, 

they were by definition fluent users of English who did not necessarily know the rules of 

the language. In this way, my participants resembled native speakers of English when 

compared to ESOL students who often have learned quite a bit about the language but 

have not yet had the opportunity to practice it or to acquire fluency. However, as was true 

for most of the students in the class, my participants were unable to identify missing or 

misused cohesive devices without explicit help fi'om me. Students who shared an LI tried 

consulting someone with a different LI, but the results of this approach—which would be 

based largely on the idea of language transfer and contrastive analysis rather than 

individual development—were the san[ie as for pairs or groups with the same LI: few 

students could complete the activity without help fi'om the instructor. 

One more of my original questions asked what student opinions of contrastive 

rhetoric would be. Although everyone seemed to be curious about the topic of contrastive 

rhetoric, about half of the students in the class said they were not aware of any rhetorical 

differences between their Lis and English. The other half of the class knew about some 

differences, but few students reported having experienced any diflBculty in their writing 

stemming fi'om the organizational patterns of their L1. These few students, like others in 

the past, said they were glad I bad heard of these differences because the problem was 

hard for them to explain to anyone. However, most students did not think there should or 

even could be such a problem, and some students said they had never written an essay in 

their L1 anyway, so they didn't need to worry. A review of the literature revealed that the 

students who have the most difSculty switching fixim their LI rhetorical modes are, as 
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might be expected, NNSE who have completed their undergraduate work in their LI and 

subsequently enrolled in U.S. graduate programs. 

However, the language history of the participants, who had gone to English 

medium schools in Pakistan, was different from all other students in my class, some of 

whom had only recently begun to learn English. Shan's drawing of the form of an essay, 

shown earlier, is a textbook example (incidentally, a book written from a behaviorist's 

point of view rather than a process writing approach) of a basic English school essay: 

introduction, body, and conclusion. All of the participants thought that English and Urdu 

had many more similarities than differences; in frict, the most striking characteristics they 

could think of that separated the two languages were that Urdu was written from right to 

left and used a different alphabet. Otherwise, they said the two languages were the same, 

including their basic grammars. 

For students who view their LI and English as basically the same, the concepts of 

contrastive rhetoric (CR)—essentially looking for differences—may not be useful. Many 

other students in past classes who have participated in L1/L2 writing have viewed both of 

theh* langtiages as basically the same. The question of which bilingual individuals see 

their languages as the same or as different, or what effect this has on L2 development, is 

not readily answered. The relationship between the length of time studying the L2, or the 

amount of time spent in the L2 country, are not dhrect or simple. Multilinguals' views of 

the relationships between their languages are unpredictable, as are their individual LI and 

L2 (and L3, and so on) strengths and weaknesses, which may vary with context (Valdes, 

1992). Thus my participants' view that Urdu and English are essentially the same might 
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be, as explained earlier, a product of their liie-long use of both languages. It also might 

be the result of individual traits that the group shares, or appears to share, in their 

collaborative discussions. 

This leaves the final question, "What cultural and linguistic capital do selected 

multi-lingual Urdu-speaking students fi-om Pakistan bring to the writing class, and what 

is the relationship of this capital to their English writing?" 

The participants' writing in English, as well as their writing in Urdu that was 

translated into English by their peers, was generally rated as poor by the group of four 

NSE readers. There was no pattern of ratings that distinguished the original writing in 

English fi-om the writings translated fi-om Urdu into English; the poor ratings were 

largely attributed to errors in grammar and a lack of topic development. Other 

characteristics of the participants' writing that make it unacceptable to NSE have not 

been determined. The characteristics of their writing that are non-native caimot be traced 

to Pakistani English (PE) as they do not have any problems with the lexicon, and their 

basic grammar problems, which may be attributed to being developmental writers, or 

ESOL writers, or both, are not problems that can be traced to PE either, as PE is very 

much the same as American English in most aspects; several specific grammatical 

constructions which are peculiar to PE do not appear in the participants' writing. 

A basic example of the difSculty of predicting the underlying cause of any 

particular characteristic of the participants' writing is found in their over-use, to the NSE 

ear, of and as a coordinator. Because and appears often in speech but less often in 

proficient writing, the over-use of and is also descriptive of many developmental writers 
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(Shaughnessy, 1977^. On the other hand, Indian languages favor parallel construction, as 

does Arabic (which the participants read regularly in the Holy Quran), so it is possible 

that their use of and is related to their language backgrounds. 

Another characteristic shared by many developmental writers is believing that the 

reader knows what the writer is thinking, and also figuring that the reader agrees with the 

writer (Shaughnessy, 1977). One of the aims of WRT 107, the class my students were 

enrolled in, is to teach students to explain their ideas by adding specific details and 

examples; students also write argumentative essays in order to develop their ability to 

explain issues to readers who may disagree with the writer's point of view. Frutte's essay 

on the status of women in Pakistan was an example of a complex topic but one that he 

assumed his reader would know everything about. This approach to writing—to assimie 

that the reader is informed and also agrees with the writer—is a characteristic shared by 

many of the students in my class and many writers in freshman composition. 

Another aspect of the participants' writing that is often attributed to 

developmental writers is the use of a conversational tone (Shaughnessy, 1977). Frutte in 

particular often used a firiendly, conversational tone, for example, when he wrote, "Well 

again back to the topic as I was telling you." Students have to leam to distinguish what 

characteristics of speech are different from formal academic writing, but many continue 

to write informally and conversationally well into their second semester of composition 

courses and beyond. 

The participants knew that their writing was not exactly the same as what I 

expected them to produce in their composition class. However, the differences that I was 
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able to show them were not differences that they were willing to analyze. The most 

frequent response to my question, "Can you explain how you decided to write that?" was 

"It's just a mistake." Occasionally, a "mistake" was blamed on British English, but this 

was rare. None of the participants appeared to be concerned about any aspect of their 

writing ability because they believe the English that they know is suflBcient for their 

needs, both here and in Pakistan: they all say they know more than enough English to 

meet any possible situation once back home in Pakistan. 

Questions of Difference Within the Classroom 

In a discussion of educational texts, Kress (1989) cites the differences that are 

found at the core of educational institutions; differences of knowledge, power, age, and 

frequently of class (p. 18). These differences, which also include but are not limited to 

gender, race, nationality, religion, and politics (Apple, 2001), are sites of tension in the 

classroom and also interact with each other. It is interesting to note that when the 

literature refers to a "difference of class," it is ordinarily assimied to refer to the lower 

socio-economic status of students in inner-city settings; in the international classroom, 

however, students frequently are from the upper-middle and upper classes of their home 

countries (Valdes, 1992), which still results in a site of tension as I am not in the upper 

class of U.S. society. 

Continuing his discussion of text, Kress (1989) finds that academic texts are 

influenced by 'Nvhat discourses of knowledge, of morals, of authority, of gender, of 

power, appear and which of these are dominant in constituting the texts. This can give a 
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revealing insight into the real contents—^the hidden curricula—of any occasion within the 

larger scale processes of education" (p. 18). Thus the differences inherent in the 

classroom and the discourses that accompany them must all be taken into consideration 

when evaluating any academic text; even the superficial differences are apparent when 

the above categories are used to focus on the participants. In addition to this, Kress 

(1989) explains a relevant model of aspects of difference that may describe the 

participants' situation: 

Success in education, for both teacher and learner, is defined by the extent to 

which difference is overcome. A knowledge of the nature of the difference and of 

the strategies of resolution of difference are therefore crucial for both teacher and 

learner. From the chQd's point of view success depends first of all on 

understanding how the difference is constituted and accepting the manner of its 

constitution, and secondly on understanding and accepting the modes of its 

resolution. A rejection of one or both inevitably leads to distancing, alienation and 

failure, (p. 18) 

The participants are not children, but the same applies—in order to achieve the 

goals of a class in academic writing, and in order to get a passing grade, students must 

first accept that their writing differs fi-om the "mainstream" norm. Most, though not all, 

of my students are aware of how their writing compares to the writing of native speakers 

of English (NSE). In addition to their own ability to discern, my students have test scores, 

their past educational experiences, the reactions of NSE and NNSE peers, and the 

reactions of many NSE teachers. They know when their writing does not resemble that of 
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NSE, or at least is unacceptable for some reason for college work that they assume NSE 

are able to overcome, when their instructors from other courses write "see a tutor" on 

their papers, or write other comments such as "I stopped reading here - too many 

mistakes - see a tutor." They accept the differences, and their goal is to change their 

writing so that it more and more resembles that of NSE. However, the details of "how the 

difference is constituted," to use Kress's phrase, become more and more elusive as the 

student gains proficiency in the L2. As was mentioned earlier, an essay written by a 

NNSE with grammar perfected by a NSE will still be identified as "non-native" by NSE. 

The second part of Kress's (1989) explanation—the necessity of "understanding 

and accepting the modes of its [the difference's] resolution"—also presents a problem for 

my students, who may, like the children Kress describes, do one without the other. 

Students who understand but do not accept what they will have to do in order to succeed 

have just as much chance of academic failure as students who accept but do not 

understand. 

The participants have a well-developed sense, nurtured since they were small 

children, of what their society at home in Pakistan will require of thenL Their K-12 

education prepared them well for the part they would play based on the requirements of 

that society. Therefore, they see no need to close the gap between the writing they can 

easily produce and what is suggested by their U.S. writing instructor, who represents a 

foreign culture and society that they have no wish to join or emulate. 

The rhetorical mode of an argumentative essay provides an example. Shan, in this 

assignment, wrote a well-balanced report on both sides of the question, "Should Pakistan 
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Have Nuclear Weapons?" Stating his case strongly (he believed Pakistan should have the 

bomb) would have resulted in an essay that contradicted what he knew was the majority 

opinion in this country, as evidenced by the economic sanctions placed on Pakistan by 

the U.S. which have caused monetary losses and other diflBculties for all of his friends' 

family businesses. At the same time, he was not willing to betray his country. Thus, the 

social construction of knowledge during the participants' lives in and out of school—in 

other words, all of their prior knowledge—far outweighs any influence they might be 

exposed to in a one-semester, required writing class. Knowledge of the organization of 

the argumentative essay and the related thinking processes is considered by many in the 

U.S. academic world to be the mainstay of freshman composition. But this rhetorical 

mode—^which may appear to be just a set of complicated instructions to someone who 

doesn't ever plan to seriously use it—has little importance when compared to the social 

significance of taking an unpopular stance on nuclear weaponry. 

Furthermore, the methods of argumentation m India and Pakistan are quite 

different from those practiced in the United States (Kachru, 1997). It is customary to 

adopt a non-confrontational manner and to present the evidence from the strongest point 

to the weakest, which is opposite to the U.S. format of building an argument from the 

weakest to the strongest. An additional complication is introduced by the idea that 

appearing to be uncertain or switching positions m an argument paper is considered a 

characteristic of developmental writers in the U.S. Therefore, attempting to decide why 

Shan wrote his paper the way he did is not a simple, straightforward task. 
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Based on my research, the participants' possess a wealth of cultural and linguistic 

capital, including their social history and educational background, which they bring to 

their writing class. Furthermore, their cultural and linguistic capital are already highly 

valued in their home country of Pakistan. They have no need to change or add anything 

to what they already know; the fact of their being here in the U.S. attending university 

has already been incorporated into the status they enjoy. Of course they are enthusiastic 

about the content area courses in their majors, which ofifer information they want and 

need to know for their business careers. But their English language knowledge was 

complete from their perspective, and the writing class was only a requirement they were 

forced to take. 

Models of Motivation 

Most of my ESOL students—at least nine out of ten—plan to attend the 

University of Arizona. Many are already enrolled there but are taking some of their 

required courses at the community college for the same three reasons my participants 

gave: it's cheaper, it's easier, and it's easy to park. Even though these international 

students are here on student visas, they may have a desire to remain in the United States 

after graduation. Others are immigrants or refugees who plan to build new lives in the 

United States. They tell me that they want to find American friends and become part of 

the "regular society," as they call it. They call the "mainstream" writing class "the regular 

class," and their NSE peers "the regular students." They want very much to be accepted 

by their American peers. For exan::^le, one student from Indonesia told me that she tried 
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to avoid socializing with groups of Indonesians, because doing so made it hard for her to 

meet Americans. Another semester, three Korean men dyed their hair blonde with the 

explanation "At least we'll look normal from the back." Thus, for academic and social 

reasons, my students want their English to be "correct." They have learned that proper 

grammar does not always yield a native-sounding result; they want to know how to 

eliminate signs of foreignness in their language, saying, "I know this is right, but does it 

sound regular?" 

These students may be described as having integrative motivation (Brown, 1994). 

Their language learning goals are strongly influenced by their desire to be accepted by 

society and to be integrated into their peer group at the coUege and at the university. 

Thus, they focus on correct grammar, and once they have control of grammar, they 

become concerned with other non-native aspects of their speaking and writing. 

The participants from Pakistan, however, are an exception because they have no 

desire to be integrated into their peer group. They said, "We can't stay here forever. We 

don't belong and we can't eat the food." Their motivation for studying at the university to 

get a U.S. education can be viewed as instrumental (Brown, 1994), which is the broad 

category used to contrast the idea of integrative motivation. Students who do not wish to 

become a part of the second language cultiire can still be highfy motivated to leam the 

language for practical reasons such as to fiirther a career. However, my participants 

already knew the language. 

For the past thirty years, the debate over an integrative-instrumental construct has 

been on-going (Brown, 1994, p. 154), but despite the construct's appearance of over
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simplifying a complex issue, the distinction is useful as a starting point for understanding 

the participants' response to their required writing course. The purpose of language is 

communication, and when communication is successful, then the language has served its 

purpose. Thus my students could say with confidence, "We know enough English." The 

English they know is perfectly acceptable at home in Pakistan and also makes them 

members of the powerfid ruling elite. When they return home with their Bachelor's 

degrees fi-om a U.S. university, they will be guaranteed "a red carpet reception." As 

Frutte said, "When we get home, we are princes!" 

Thus, neither integrative nor instrumental motivation was present for the 

participants enrolled in a required English class (a composition course which has no 

counterpart in most other countries of the world). An additional influence could also be 

the participants' history of being taught by a transmission model in which students 

passively receive information fi-om a teacher. Students who are not accustomed to being 

involved in planning their own learning often say the exact words that the participants 

used: 'Tell us what to do and we will do it." Ordinarily, such students quickly adapt to 

their new roles and willingly accept the responsibilities inherent in having fi'eedom to 

choose, for example, what topics they will write about. The participants, by comparison, 

most oflen preferred to choose a topic together and to all write variations of the same 

thing. 

Models of Multilingualism 

Kachru (1996) described the situation of bilingual Hindi/English speakers in a 

multilingual society. For "true" multilinguals, people who have been using more than one 
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language since early childhood, LI and L2 may have a special relationship, as in the case 

of my participants' Urdu and English, two closely intertwined languages as spoken by the 

elite of Karachi, Pakistan. A different basic division of bilinguals, or multilinguals, was 

made by Vald^s (1992) in her explanation of circumstantial vs. elective bilinguals, two 

terms she prefened to the already established natural vs. elite/academic bilingualism (p. 

93). Circumstantial bilinguals are those who have learned a new language in order to 

participate in a new society. Elective bilinguals, on the other hand, do not plan to stay 

permanently in the new country; this group includes international college students who 

plan to return to their countries of origin after completing their degrees. "Many of these 

foreign students are members of the upper and middle classes and have been educated 

well in their first language. They have elected to leam and use English ni order to further 

their position in their countries upon their return" (p. 94). Although the participants 

already knew English when they arrived here, they could be considered part of this group 

as they elected to enroll in an ESOL writing class rather than the mainstream one. (On the 

other hand, they may have enrolled in the ESOL class with the expectation that it would 

be easier than the mainstream one.) Valdes' (1992) makes the distinction because 

circumstantial bilinguals may suffer a variety of consequences for Ming to leam the L2, 

while the penalty for elective bilinguals is minimal or non-existent. Circumstantial 

bilinguals, who may suffer LI language loss, are pressured as a group by the society 

around them to leam the L2; elective bilinguals do not come under this pressure, and "the 

groups to which they belong have little to do with their decision to become speakers of 

another language" (p. 94); thus, elective bilingualism is considered an individual trait 
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rather than a characteristic of a group of people. My participants, speakers of Pakistani 

English whose parents occasionally spoke English and who attended English-medium 

schools, would seem to fell into neither category. While English is not spoken by the 

majority of Pakistanis, it is spoken by the society of the participants' families. 

Valdes (1992) model also includes a distinction between functional bilmguals and 

incipient bilinguals. Functional bilinguals, whose L2 is relatively stable, are those who 

are competent in most L2 situations, while incipient bilinguals are in the active process of 

learning the L2 and are not yet comfortable in L2. By this definition, functional bilinguals 

include students who are placed in mainstream classes rather than ESOL classes. 

Functional bilinguals may be divided into three more general groups: basic writers, 

speakers of nonstandard varieties of English, and those who join the mainstream with no 

particular diflBculty (Valdes, 1992, p. 101). 

My class is neither ESOL nor mainstream; it is intended for fiuictional biliterates 

who have already joined the mainstream in all of their other coursework, though most of 

the students are, in feet, advanced incipient bilinguals. The participants, because they 

grew up with English, would be fimctional biliterates whose non-native English 

characteristics can be traced, in Valdes' (1992) model, to characteristics of basic writers, 

nonstandard variety (Pakistani English as compared to U.S. academic English), or both. 

The Social Construction of Knowledge 

To build or change concepts, students must first engage their prior knowledge. 
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Because college students are adults, they have many years of experience and a large store 

of prior knowledge about education and about life in general; they have a wealth of 

cultural and linguistic capital. "They enter this process [adult education] marked by their 

location within larger systems of power and privilege that have shaped their experiences" 

(Cervero & Wilson, 2001, p. 11). Thus the participants, whose knowledge of English had 

served them well all of their lives, were not easily engaged in building or changing their 

concepts of the English language. They had no purpose, no good reason, for doing so. 

On a micro-level, no one in the class had any ideas about how to investigate 

cohesive devices, but most international students took English before they came to the 

U.S. and were ^miliar with various classroom activities that involve finding parts of 

speech, circling words, and/or drawing lines. They know that these exercises usually lead 

somewhere, so they were willing to jump right in and find out what it was all about. They 

also have extensive experience in translating sentences, so the basis for their 

investigations came readily to mind. The participants also said they had done lots of 

translating—^"From Urdu to English and back to Urdu again." However, the fact that they 

had no practical reason to do this now seemed to outweigh any desire they had to do the 

class work, despite their consistently agreeable manner and their statement, "Just tell us 

what to do and we will do it." A session of investigating cohesive devices is a non-

communicative classroom activity of about fifteen minutes, good for people who have a 

long-term goal of improving their writing. For students who believe their English is good 

enough and additionally are not overty concerned about what grade they get in a class, 

there is really no motivation for them to do the work if its completion does not come to 
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them readily. Furthermore, classroom activities are part of the culture that is reproducing 

itself by the educational system (Street, 1995); for anyone who does not choose to accept 

the culture, then classroom tasks may be of little importance (Kress, 1989). Not 

completing the tasks is also a fomi of student resistance to the status quo. However, as I 

explained earlier, some of the tasks I set were too complex for everyone to figure out 

without help fi'om me. 

As the group of Urdu speakers remained together, their social relationships—plus 

the feet that six of the seven were related—may have had an influence on their work. A 

general pattern developed in which they would tell me they understood what to do but 

preferred to finish it at home and bring it to class next time. At the next class, they would 

tell me that after they got home, they had realized they didn't understand what it was they 

were supposed to do. This pattern was in keeping with the idea that the assignment was 

not meaningful to them. Perhaps if one or two of the participants decided to give up on 

the assignment for one reason or another, the others would follow. Although they told me 

that custom required them to defer to their eldest member, who happened to be Harry, 

Harry said that was not true at all and that they had no designated leader; they were all 

equal. 

Implications for the Classroom and for Future Research 

Differences in production between different types of fimctional bilinguals are 

subtle, and pedagogical approaches as well as theories about composition 

pedagogy for these students are nonexistent. (Valdes, 1992, p. 105) 
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Valdes' statement may sound extreme, but I was not able to find any literature on 

composition pedagogy or theory for functional bilinguals. As stated earlier, the research 

into ESOL writing has been compartmentalized. Composition theory meets language 

learning theory in the ESOL writing classroom (Raimes, 1984), but the amount of 

research on ESOL writing, while growing, has yet to produce an agreed-upon theory. The 

literature has "even less to say about the development of writing skills in functional 

bilingiials who are beyond the incipient stages of bilingualism" (Valdes, 1992, p. 109). 

While there is literature on bilingualism for children, there is little literature on 

bilingualism for high school and college students. There is also need for further research 

into the relationships between speaking and writing, and between language proficiency 

(as demonstrated by standardized tests, for example) and writing proficiency (Raimes, 

1984; Valdds, 1992). 

Baumgardner (1993) suggests that because ever increasing numbers of students 

from Pakistan are studying in the United States, instructors need to be able to identify 

and explain the characteristics of Pakistani English (PE) that distinguish it fi-om 

American or British English, such as lexicon, grammar, or discourse structiire. By 

teaching the differences in a positive manner and identifying PE as one of many world 

Englishes, students will not feel the adverse effects of linguistic hegemony. World 

Englishes are firmly established, and thousands of students who come here to study will 

be fimctional muMlinguals such as my students, who may in the same manner see no 

reason for making any changes to their English. U.S. colleges and universities will 

increasingly be called upon to teach freshman composition to students such as my 
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participants who believe they have no logical reason to change their English, despite the 

problem (for the instructor) that the various non-standard English forms they produce 

cannot not be traced directly to the influence of the LI. Another consideration is the 

possibility that 'If the student is a stable, fiinctional bilingual, it is doubtflil that direct 

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

'foreign' or nonnative-like features" (Vald6s, 1992, p. 103). 

Contrastive rhetoric research has become increasingly common, but applications 

to the classroom are few; one obvious use of CR is as a "consciousness-raising device for 

students" (Raimes, 1991, p. 417). Also, CR may be used to develop the use of LI as an 

"important resource rather than a hindrance in decision making in writing" (Raimes, 

1991, p. 418). One implication included in this approach is that different rhetorical modes 

are considered innately logical by those who use them. However, NSE readers (or readers 

who have a different LI than the writer) such as college and university faculty, may be 

unable or unwilling to identify LI influences. As a result, "no one really speaks of errors 

in English rhetoric but instead about the writer's lack of logic or of ability to think" 

(Leki, 1992, p. 90). Emphasizing that rhetorical modes are social constructions (rather 

than manifestations of inner thought processes, as exemplified by a strong version of the 

Whorf hypothesis and earfy CR) is vitally important in order to avoid stereotyping (Leki, 

1992). The literature firequently addresses the issue of white, mainstream teachers who 

inadvertently view other societies as monolithic entities (as did early CR) and as a result, 

label their students based on preconceived stereotypes (Spack, 1997). Indeed, even the 

approach of a student-centered classroom has been criticized for viewing students as 
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generic individuals within the classroom community without regard for their own socio-

cultural backgrounds; the students are still out of context, "disembodied" (Cervero & 

Wilson, 2001, p. 5). From my Western point of view, I may assume that all students want 

to be in a student-centered classroom, and that the great value I place on experiential 

learning is a universal given. In fact, privileging my Western views in my classroom has 

the potential to marginalize the views of most of my students, who are familiar with a 

transmission model of education. My attempts to create a student-centered classroom will 

not alter the reality that I am the teacher and my students are students: a power struggle 

will naturally exist in my classroom and in every classroom. 

Some applications of contrastive rhetoric (CR) have the potential to contribute to 

the field of ESOL writing instruction research not only by providing needed information 

fi-om new points of view—fi-om the students themselves—but by engaging students in 

their own inquiries into the relationships between their mother tongues and English. 

However, the field of CR is not without controversy. CR applications in academic 

writing rely on the existence of an idealized standard that does not, in feet, exist (Kachru, 

1997). This idealized academic essay serves to limit and devalue the rhetorical modes of 

NNSE and users of world Englishes. A good example would be my insistence on the 

correctness of using a comma after each item in a series: fTe ate fish, rice, and peas. Five 

out of five U.S. grammar books I consulted stated that this was, in feet, the rule, but one 

of the five books added that if die writer was sure there would be no conilision, the writer 

could leave out the comma before the and: We ate fish, rice and peas. This construction 

is also common in journalism, if onfy^ to save print space. Therefore, using CR to raise 
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the consciousness of NNSE student writers needs to be combined with using CR to raise 

the consciousness ofNSE readers, including teachers. All users of English "must share 

the responsibility of making meaning" (Kachru, 1997, p. 344) in order to eliminate the 

linguistic hegemony of the NSE world against the world Englishes of the "Outer Circle" 

(India, Kenya, Nigeria, Singapore, for example) which includes Pakistani English. 

Ultimately, the question of "Who benefits fi-om education?" needs to be asked 

(Cervero & Wilson, 2001, p. 12). If the participants were to engage in changing or 

improving their English to meet the expectations of their writing instructor, they would 

not ultimately benefit in their own sociocultural environment. In fact, by changing their 

English in some way, they might be viewed by other English-speaking Pakistanis as 

having lost respect for Pakistan. This situation currently exists in Japan for students who 

study abroad and then return to Japan speaking another variety of English rather than the 

accepted form of Japanese English. Society has repeatedly ostracized these students and 

made their Uves diflficult; some of my students fi^om Mexico have said the same thing 

about Mexico. 

Today, many U.S. colleges and universities claim that they encourage 

muhiculturalism, but how is this embrace of multiculturalism manifested? Why is it 

necessary for my participants to point out that they don't belong here? Perhaps my 

students, meeting with a culture that does not easily change to meet their needs, are 

reflecting what they see. They don't desire to change their customs or belief in order to 

blend m with life here any more than the people and institutions of this U.S. city are 

willing to change their own customs or belief to meet the expectations of "foreigners." 
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Rather than dialogue and attempts at democracy, the result is often fear and a retreat into 

fundamentalism on both sides (Giroux, 1997): Western fundamentalism meets Eastern 

fimdamentalism. And to the question, "Whose experiences, histories, knowledge, and arts 

are represented in our educational and cultural institutions?' (Giroux, 1997, p. 244), the 

answer is that of the "mainstream." 

Thus the question of how U.S. colleges and universities will deal with world 

Englishes is tied to the concept of multiculturalism in the United States. If our society 

were truly multicultural, my participants would probably not have found any reason to 

say, "We can't stay here." They say they cannot practice their religion, even though there 

is a mosque close to their house by the university and an ever-increasing number of 

Muslims in the city. But of course, practicing one's religion extends beyond the mosque 

walls. Similarly, my students say, "We can't eat the food." Of course they are not literally 

starving, and they admit that they didn't know how to cook, but various religious 

restrictions make eating prepared foods or eating away from home a constant struggle. 

So, they are reminded daily that they do not really belong here, even though unlike some 

other people who may feel they do not belong—immigrants, refiigees, and other 

niarginalized populations—^my participants are free to leave whenever they like. 

Giroux (1997) outlined the components of what he terms "insurgent 

multiculturalism" (p. 234). Faced with an increasing^ multicultural, multiethnic student 

population, U.S. schools and universities will need to reassess their approaches to 

education in order to meet the needs of these students, who by 2010, though still viewed 

by the white majority as minorities, will constitute the numerical majority. "This suggests 
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that educators need to develop a language, vision, and curriculum in which 

multiculturalism and democracy become mutually reinforcing categories" (Giroux, 1997, 

p. 248). The first of Giroux's five requirements for an insurgent multicultural curriculum 

is that cultural differences must be viewed as essential for democracy rather than 

differences to be tolerated. Then, the educational system must teach students to analyze 

the racial inequalities of the current society and to see whfteness as a race rather than an 

invisible background norm. Third, educators must work to expand dialogue so that 

groups may "understand further the richness of their differences and the value of what 

they share in common" (p. 251). The fourth component is to understand the way power 

works in society to maintain the status quo, and the final necessary component is to revise 

the relationships between students, teachers, schools, and communities as a first step 

towards a new debate on national identity (Giroux, 1997, p. 252). Without such a debate 

on a national level, the possibility will continue to exist that the future student fi-om 

Pakistan will not be willing to go home and do his homework. 

Summary and Conclusion 

Inviting international college students to write in their LI in the classroom has 

many apparent benefits for the students. First, students who are temporarily struggling 

with English are reminded that they and their peers are all capable and literate human 

beings in their first languages. Second, classroom activities based on the principles of 

contrastive rhetoric can raise students' consciousness by increasing each individual's 

awareness of the diversity of languages and patterns of text organization that exist in the 
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world. The third potential benefit is an increase in English proficiency through 

metalinguistic knowledge. I will continue to invite students to write in LI for all of these 

reasons, though the most powerful argument in &vor of this classroom activity may turn 

out to be the original, affective one. For example, at a recent conference, scholar Donald 

Macedo spoke of his language experience when he first came to the United States in 1966 

(Harris, 2001). He said that he was determined to leam the English language as well as 

academic discourse, and he succeeded with the help of his teachers because they 

understood that he '̂ vas a human &ce with dreams, aspirations, and the intellectual 

capacity to go beyond the iniantilization of Dick and Jane" (Harris, 2001, p. 1). In other 

words, his teachers recognized and valued the linguistic and cultural capital he brought to 

the classroom. 

Instead of equating my temporary English language barrier with my 

intellectual ability, which unfortunately often happens, my English teachers 

understood that I was already literate in three languages, and as a reader, I 

could move beyond mere description of text so as to link it with context as 

a way of making meaning. (Macedo's remark as cited in Harris, 2001, p. 1) 

Approaches to teaching writing for international college students need to move in this 

same direction and be carried out with the same generosity of spirit. 
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APPENDIX A 
PARTICIPANT'S CONSENT FORM 

Valuing First Languages in ESOL Classrooms: 
College Students Investigating Contrastive Rhetoric 
WRT 107, Pima Community College, West Campus 

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 Avritten 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 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 gather information about students' opinions of how Urdu 
might be used in English class, and how it might relate to English in a useful way. 

SELECTION CRITERIA 
I am being invited to participate because I am already enrolled in the class. About five 
people will be participating in this study, and whether I choose to participate or not will 
not affect my grade. 

PROCEDURES 
If I agree to participate, I will agree to the use of my written class materials, 
questionnaires, and observations made by the instructor during my regular class sessions. 
I also agree to be interviewed by the instructor during the semester three times for about 
90 minutes each time. My participation is voluntary and I have the right to withdraw 
consent at anytime. I will be able to review a draft of the finished report and make 
suggestions for changes if I choose to do so. 

RISKS: There are no risks associated with this research. 

BENEFITS: There are no benefits associated with this research. 

CONFIDENTL\LITY: 
All notes and other records will be kept strict^ confidential, available only to me, the 
researcher, and the five members of the researcher's dissertation committee. Excerpts 
may be used in the final report document. A copy of the final report will be available for 
my personal use. My name will not be used; the researcher and I will agree upon either an 
initial or pseudonym to be substituted for my real name. 

PARTICIPATION COSTS AND COMPENSATION 
There is no cost to me except my tine. I will not be paid for participating. 
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APPENDIX A - Continued 

CONTACTS 
I can obtain further information from the principal investigator, Judith Casey, Ed.D. 
Candidate, at 520-741-0438. If I have questions concerning my rights as a research 
subject, I may call the Human Subjects Committee office of the University of Arizona 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 explained. New information 
developed during the course of this study which may affect my willingness to continue in 
this research project will be given to me as it becomes available. This consent fisrm will 
be filed in an area designated by the human subjects committee with access restricted to 
the principal investigator, Judith Casey, or authorized representative of the language, 
reading, and culture 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. 

Participant'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 participation and his 
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 B 

INTRODUCTION TO CONTRASTIVE RHETORIC 

Adapted from Reid (1989) 

1. Although I don't speak Arabic, students in classes like this one and research I 

have read say that Arabic is a traditional, poetic language, that the skill of writing is 

considered extremely diflBcult, a skill that only the gifted possess, and that the 

presentation of written material in Arabic relies on philosophical (abstract) statements— 

the audience "reads between the lines," drawing conclusions and extending the 

information. However, U.S. academic prose requires competent (simple, not beautifiil) 

writing that consists of paragraphs containing a single main idea supported by facts, 

examples, or description. U.S. students leam to "prove it or cut it!" 

2. For writers of the Romance languages—French, Italian, Portuguese, Spanish, 

and Rumanian—elaboration and using the language beautifully are essential to the 

successful presentation of written material. If you look at a resume prepared by a Spanish 

speaker, for example, you will see that the document is many, many pages of extended 

prose. However, U.S. academic English, especially scientific and technical writing, 

requires a kind of stripped down prose. Even in elementary school, U.S. students are 

taught: "Say what you're going to say, say it, and then say it again." 
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APPENDIX C 

QUESTIONNAIRE ON STUDENT LANGUAGE USE AND OPINIONS 

LI/L2 LANGUAGE USE & OPINIONS Name 

1. What is your native (first) language? (the language that you first learned to speak) 

2. On a scale of 1 to 10(1= minimum, 10 = maximum) how would you rate yourself as 
a writer in your first language? 

3. What other language(s) do you know besides English? 
First language : 
Other languages: 

4. On a scale of 1 to 10 (1 = minimum, 10 = maximum), how would you rate yourself 
today in your languages? 

6. Which of the following do you write in English, and which do you write in LI? (of 
course some things you might use both languages for) 

writing letters 
lists for grocery or things to do 
reports (for work) 
reports/papers/etc. for college, university 
diary or journal 
notes to yourself or friends/femily 
college class notes 
fim, relaxation, creativity (poems, stories, etc.) 
Other (please say what): 

English speaking writing 
writing 
writing 
writing 

speaking 
speaking 
speaking 

7. In English, what things do you most like to write? What things do you not like to 
write? 
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APPENDIX D 

QUESTIONNAIRE ON STUDENT LANGUAGE HISTORY 

Students filled out two surveys— one for their first language and one for English 

LI/L2 LANGUAGE HISTORY Name 

Writing/Composition in your First Language 

I. About how many years of writing instruction (from childhood through now) did you 
have in your first language? 

2. What kinds of writing did you do in school in your first language? 

Kinds of writing How Often? Circle the closest number. 

All the time =10 0 = Never 

Essays 10 98765432 10 

Stories 10 9876543210 

Lab reports 10 9876543210 

Poems 10 9876543210 

Research Papers 10 9876543210 

Journals 10 98765432 10 

In-class essay tests 10 98765432 10 

Book reports or summaries 10 9876543210 

Other (what type?) 
1 0  9 8 7 6 5 4 3 2 1 0  
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APPENDIX E 
STUDENT LI/L2 DEFINITION PARAGRAPHS 

Assignment: Write your own definition of a word or plirase. 

Four outside readers rated the following ten paragraphs using the rating guidelines 

shown in Appendix D. Of the ten paragraphs(see below), five were written in English. 

The other five were written in Urdu first and then translated into English by Hashmi and 

Ali. Each participant chose which translation he preferred to use; each participant chose 

Hashmi's translation over Ali's. Ali's were generally shorter and in some cases more 

summary than translation, so his were not used for the ratings. They appear below, along 

with the original Urdu writings and Hashmi's English translations, for purposes of 

comparison. 

Sports in Pakistan 

Written in English by Frutte 

Today's world is getting more and more running after sports. But my main points 

are to discuss some important sports which people of Pakistan use to play. There are lot 

of sports such as one of the hot fknous is "Cricket" in this Pakistan have been champions 

many times. In this sport there are 16 players and fi'om all sbcteen players eleven plays 

and rest of them are extra pkiyers. One more important thing of this game is that it is 

similar to base-ball. But differ is that in this cricket they don't wear gloves, scoring is 

also different from what we have in base-ball. In baseball we have "Home-Run" as there 

big one. But in cricket we say sixer in which team gets six runs. Well there are lot more 

to have what cricket is. 
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There is this another good sport named "squash" it is kind of "racket-bail". 

Pakistan have been champion since last 13 yrs. And still they are leading in this sport. 

Difference b/w squash and racket-ball is that in racket-ball they have different rules, 

different shapes of racket, different type of tension of rackets guts, important thing is that 

the ball. They have small ball and less flexible and the game is too fast then the ball 

which is used in racket-ball. Well there are some more good games which are played b 

Pakistan. Such as field hockey, they have polo, wresting which we called "Kabdi" and 

many more games. 

Sports in Pakistan 

Written in English by Shan 

In Pakistan the most popular game is cricket which was originally created in 

England and now it is played all over the world except for North and South America. The 

national sports of Pakistan is field Hockey and it is the second most popular game in 

Pakistan. The most popular sports played in rural areas is Polo and mostly it is played 

among local tribes. At one time Pakistan was the World Champion in Cricket, Snooker, 

Squash, and field hockey, I think this shows the amount of talented sportsmen we have in 

Pakistan. 

A Friend in need is a fiiend in deed 

Written in English by Mamo 

It's a popular phrase that's been used fi-om past several years. It actually means that 

whenever we have a fiiend or we are fiiend to anyone we should be with our fiiend 
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whenever he needs whether the friend is going through bad conditions or good 

conditions. Actually a true friend is that who is with you all the time and doesn't get back 

and help you out of the problems. Friendship should be with clean heart and should have 

heartfeelings for each other. 

There is No Use of Crying over Spilled Milk 

Written in English by Sanda 

It is very old and important phrase and it means that, if you are doing a certain 

work and is not done by you or you misshap that work, so at this point the phrase says 

that don't cry on it. Instead of crying on that work, do that work again and make sure 

that, this time you do it right. We can also relate this phrase with time and tide, which 

waits for no one. 

In this phrase the important word is crying, in actual we can relate it with time. It 

means, if the work is not done, don't waste your time. 

The Grapes are Sour 

Written in English by Harry 

The grapes are sour is a very famous and old saying. It means that people who do 

not succeed in getting something they reaUy want, they make a bad a picture of that thing 

in front of other people. An example is that if I want something badly and cannot get it I 

will make such a picture of it that people will think bad of it. I would be able to explain to 

people this way why I didn't get that thing. People who do such things are not secure in 
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this world, they would act as if they don't want a thing that they originally want because 

its not good. Such people don't even let other people take a thing which they cannot get. 

"You never know when lightning can strike" 

Written in Urdu by Harry 

This means that you don't have any clue of the &ct that anything can happen at 

any time. This phrase specifically refers to the feet that the future is unpredictable. No 

matter how much one tries, no one knows what tomorrow holds. This is especiaify true if 

tomorrow holds misfortiine. Misfortune and the laws of life can strike anytime, anywhere 

'=i-u^of4^y' 

"You never know when lightning can strike" 

Written ni Urdu by Harry; Translated into English by Hashmi 
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and what is most shocking is that it will strike when it is least unexpected. However, 

when it does strike, it reaps total havoc. 

"You never know when lightning can strike" 

Written in Urdu by Harry; Translated into English by Ali 

It is an old say that as you sow so shall you ripe. This means that what you do 

what you get. Like if you do good with some one you'll be replied with good but if you 

do bad than you will also get bad reply. In this world whoever did wrong at the end his 

reward was bad. In beginning one might be successful but at the end he will suffer for his 

wrong doings. And who does good will face difiSculties b beginning but will be 

successful in life. 
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Islam and Pakistan 

Written in Urdu by Shan 
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A/b/e; ^ee Chapter 6 for a literal translation 

Islam and Pakistan 

Written in Urdu by Shan: Translated into English by Hashmi 

The full name of Pakistan is Islamic Republic of Pakistan. 95% of the population 

is Muslim. Islam emerged in this part of the world in the 17"** Century when Muhammad 

Bin Qasim took over Sindh defeating Raja Dahir. After that a lot of Muslims ruled over 

the area now Pakistan but the longest rule period was of the Mughals who ruled over 500 

years. Before independence which took place in 1947 Pakistan was part of India. 

*Note: all participants agreed that this should read the 19^ century. 
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Islam and Pakistan 

Written in Urdu by Shan; Translated into English by Ali 

The fiill name of Pakistan is Islamic Republic of Pakistan. 95% of the population 

is Muslim. Islam was brought in 1800 century by Mohammad Bin Qasim, when he 

defeated Raja Dahir and took over Sindh. After Mohammad Bin Qasim lot of other 

Muslim ruler ruled over Sindh but the longest period was of Mujhals. First Pakistan was 

part of India then in 1947 it was brought up on the name of Islam. 

Trip to Las Vegas 

Written in Urdu by Frutte 
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Trip To Las Vegas 

Written in Urdu by Frutte; Translated into English by Hashmi 

Today I am going to tell you about my trip to Las Vegas. This trip was from Las 

Vegas to New York. I had come from Pakistan to New York to my friend Hamid who I 

had promised I would visit in my vacations. We both went to Las Vegas. On the bright 

morning of Friday we both set ofiF for Las Vegas. When we reached there I saw that it 

was the city of lights, it looked no one sleeps there at night, everyone was enjoying. 

Everything was very good but I have to say that I really enjoyed this trip. 

Trip to Las Vegas 

Written in Urdu by Frutte; Translated into English by Ali 

Today I would like to tell you about my trip. This trip was from Las Vegas to New York. 

I went to visit my friend from Pakistan to New York. I promised Hamud to visit him 

during college vacations. When I got there we left for Las Vegas. We took a flight from 

New York to Las Vegas on Friday morning, on getting there all I could see was this was 

really a city of light and it seemed to me as people living in Vegas did not sleep. It was 

fim everywhere, I really enjoyed it. 
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To Be in Heaven 

Written in Urdu by Mamo 

V..S ̂  
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<-̂ Cŷ  c2<v g^1 /iLk) Cr^ 

I • (j-^ <si {jr^ <i ji cf^ 

To be in heaven 

Written in Urdu by Mamo; Translated into English by Hashmi 

This is a very old and important saying. People use this saying a lot in their 

normal talk. This saying basically tells that a person after listening to something which is 

very good, he becomes so happy that he is in heaven. He would tell people by saying this 

saying that he is extremely happy. It is basicalfy used to show happiness. 



234 

APPENDIX E - Continued 

To be in Heaven 

Written in Urdu by Mamo; Translated into English by Ali 

This is an old phrase to be in heaven. This means that when you get to know 

something good like for example a good news you become happy and say that I feel like 

being in heaven at the moment. 

As You Sow, So Shall You Reap 

Written in Urdu by Sanda 

i 

'if 

I I • • t "5^ . . c .' •< 
cL\Shf  €=L -^^.09 e ;>/ 
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^ at ^ US' 
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^ 9^ ir^ 0^ 
J (f\ l y " c i i f l l '  j f  ^  

d^i-' /?» rj' 

f^C;^ ixf* ^*1 M 
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As you Sow, so shall you reap 

Written in Urdu by Sanda; Translated into English by Hashmi 

It is a very old and important saying. It basicaUy means that someone will get the 

same in return as they would do with some other person. Like in return of a bad deed, a 

bad reply and in return of a good deed and good reply. No one will do something bad 

throughout his life and will get a good response. This is the biggest truth of life. A person 

who does evil would feel that he is succeeding in life but in the end he would always 

loose whereas a person who does good things might have problems in the start but at the 

end, he would always be victorious and successful in life. 

As you sow, so shall you reap 

Written in Urdu by Sanda; Translated into English by Ali 

It is an old say that as you sow so shall you reap. This means that what you do what you 

get. like if you do good with some one you'll be replied with good but if you do bad than 

you will also get bad reply. In this world who ever did wrong at the end his reward was 

bad. In beginning one might be successfiil but at the end he will sufTer for his wrong 

doings. And who does good will &ce difiBculties in beginning but will be successful in 

life. 
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APPENDIX F 

RATING QUESTIONS FOR OUTSIDE READERS 

Acceptability Instrument (Adapted From Martin, 1992) 

Your purpose is to evaluate these writings by ESL students on their acceptability for 
native spiers of English. You should be able to fit your responses in the spaces 
provided, but please feel free to attach additional comments or write on the back. 

1. State your overall reaction to the text in one or two descriptive words (for 
example, "puzzling," "clear," "problems," "adequate," "compelling," etc.) 

2. Briefly comment on the following features of the text (please be specific and give 
examples from what they have written where needed): 

a. content (approach to the topic, inclusion of information) 
b. coherence (clarity of expression, flow of ideas) 
c. appropriateness of register or tone (academic English) 
d. appropriateness of words used 
e. organization of the essay (in this case, mostly one paragraph) 
f. grammatical and mechanical control (grammar, punctuation, spelling) 
g. other &ctor(s) that you notice 

3. Please comment briefly on the greatest strength(s) you see in the writing. 

4. Please comment briefly on the greatest weakness(es) you see in the writing. 

5. If you were to write on the same topic, what would you do to improve the 
writing? (The assignment was to write one paragraph defining a word or phrase.) 

6. Rate this essay on a scale of one to five (one = very weak/unacceptable, five = 
excellent). Circle one: 

5(A) 4(B) 3(C) 2(D) 1(F) 

7. Additional comments about the essay — please comment on anything that comes 
to mind. 
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APPENDIX G 
SUMMARY OF RATINGS BY OUTSIDE READERS 

Four NSE rated two paragraphs written by each participant, one in English and one in 
Urdu (translated into English by classmates). The combined results are as follows; each 
question should have 40 responses but some were not answered and others were 
answered in detail that provided more than one term. 

QUESTION 1: State your overall reaction to the text in one or two descriptive words (for 
example, "puzzling," "clear," "problems," "adequate," "compelling," etc.) 

POSITIVE (15 responses) 
Compelling (1) 
Clear (6) 
Focused (1) 
Interesting (4) 
Assertive (2) 
Humorous (1) 

NEUTRAL (4 responses) 
Understandable (I) 
Factual(1) 
Adequate (1) 
OK(l)  

NEGATIVE (31 responses) 
Lacks coherence (1) 
Problems (5) 
Inaccurate (1) 
Bizarre (1) 
Vague, fuzzy (3) 
Unclear (3) 
Disorganized (1) 
Conflising (3) 
Contradictory (I) 
Puzzling (4) 
Rambling (2) 
Redundant (2) 
Skimpy (1) 
DifBciilt to read (1) 
Awkward (1) 
Rough (1) 
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2. Briefly comment on the foUowing features of the text (please be specific and give 
examples fi^om what they have written where needed): 

a. content (approach to the topic, inclusion of information) 
poor 22, ok 10, good 8 

b. coherence (clarity of expression, flow of ideas) 
poor 20, ok 15, good 5 

c. appropriateness of register or tone (academic English) 
yes 20, no 20. Hard for them to say in many cases. Made comments 
such as "seems OK." 

d. appropriateness of words used 
poor 18, ok 18, good 4 

e. organization of the essay (in this case, mostly one paragraph) 
poor 16, ok 14, good 7 

f grammatical and mechanical control (grammar, punctuation, spelling) 
poor 30, ok 8, good 2 

g. other factor(s) that you notice 

doesn't explain it, OK, how does "tide" fit, misused idioms, indent 
paragraphs, lacks style, be specific, nonsensical, skimpy, redundant, good 
variety of sentence types, liked it, vague, jumped to conclusion. Total of 2 
positive comments, one neutral, and the rest critical (10) 

3. Please comment briefly on the greatest strength(s) you see in the writing. 

None (6), concise (1), spelling (2), includes writer's beliefe & thoughts (5), syntax (2), 
He understood the assignment (4), understood the proverb (4), included philosophy (2), 
interesting (5). Pride in topic, enjoys (9), knows topic (3), clear & organized (5). 

3. Please comment briefly on the greatest weakness(es) you see in the writing. 

No examples, no logic (4), no development, overgeneralized, didn't define (4), wrong 
words (4), irrelevant info (2), not connected to reality (?) (1), inaccurate (3), boring (3), 
lack of clarity (5), poor grammar (13). 
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5. If you were to write on the same topic, what would you do to improve the writing? 
(The assignment was to write one paragraph defining a word or phrase.) 

Get it right, do the assignment 8 

Use examples, be specific 11 
Add personal experiences 6 
Focus 5 
Get more info 9 
Be concise 4 
Be organized 4 
Be clear 5 
Use right grammar 3 

6. Rate this essay on a scale of one to five (one = very weak/unacceptable, 
five = excellent). Circle one; 

5(A) 4(B) 3(C) 2(D) 1(F) 

CSW JW LL JP Average 

Shan/English 5.0 4 4 3.3 4.1 (B) 

Harry/English 4.7 2.7 5 3.7 4.0 (B) 

Sanda/Urdu 3.3 3 4 3.7 3.5 (C+) 

Sanda/English 4.3 2 3 3 3.1 (C) 

Shan/Urdu 3.0 3 2 3 2.8 (C-) 

Harry/Urdu 2.3 2 4 2.7 2.8 (C-) 

MamoAJrdu 2.3 3 2 3 2.6 (D+) 

Mamo/English 2.3 2 2 3 2.3 (D) 

Frutte/English 2.3 2 2 3 2.3 (D) 

Frutte/Urdu 2.0 2 2 3 2.3 (D) 
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Combining the English/Urdu grades and listing by person, the following data show that 
the highest average grade was a C+; the lowest a D. Combining all 40 grades, the average 
is a C (or a 3.) 

Writer AVE. 
Shan 5 3 4 3 3.3 3 4 2 3.4 C+ 
Harry 4.7 2.3 2.7 2 3.7 2.7 5 4 3.4 C+ 
Sanda 4.3 3.3 3 2 3.7 3 3 4 3.3 C 
Mamo 2.3 2.3 3 2 3 3 2 2 2.4 D+ 
Frutte 2.3 2 2 2 3 3 2 2 2.3 D 

7. Additional comments about the essay — please comment on anything that comes to 
mind. 

There was a wide range of comments; for many, grammar problems were so severe that 
meaning overshadowed or lost. Some comments were: 

He seems to know meaning but can't explain it (3 people) 
Inspiring/engaging 
had nothing to say 
had nice things to say but too unclear 
too short 
he understands 
he doesn't understand 
no voice. 
Quite fluent and can be easily understood (one of the two 5s that were given) 
Made an effort 
F uzzy/unclear/illogical 
I'm sorry to mark this down but it is very limited 
Writes fluidly biit did not fulfill assignment 
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TRANSCRIPTION OF GROUP INTERVIEW AUDIOTAPE WITH CODING 

Tape 1, page 3 (the different fonts indicate the different colors I used for coding) 

F: so actually he [someone's brother] came over here also after he graduated. 
He came over here, spent like two months over here looking 
over the colleges because he wanted to do masters also, 
so he decided to do masters from here. So he just like because 
of his family crisis he went back and he told me to go, like 
if you are planning to study, go to states. And even my 

father abo told me to go to the states. I don*t like wanted 
you to go to England or somewhere or Europe. 'Cause 
my uncle pretty much told me that all of my cousins also 
were studying in England, so they told me like you have 

to go over with them and study there, so 1 told them that 
all of mv other friends are over here so 1 have to go states. 
So, that's all. 
J: So they, and your parents obviously.. 
F: My father, like he knows, like he told me like you have 
to go to states, that's it, if you want to study. If you don't 
want to study, stay home and take care of the family 
business and this and that. 

J: Oh, so is that an option? To not go to college? 
F: (all indis. Group talking/other tape recorder not working) 
J: So is that like a threat? (laugh) 
F: No no, he gave me options, like you can do this or that. 
My friends were here so I decided to come over here. 
J: and your major is... 
F: Marketing. 
F: all of us except Shan. 
J: You're doing computers. 
I: MIS. I have been doing computer engineering 
for the past one year. 
F: It was pretty hard. F tries to insert his opinion 
Imaad: It wasn't that hard but it wasn't that bteresting. 
when I was choosing a major, I thought that engineering, 
because I was confused when I was in Pakistan choosing Education/choosing 
a major, engineering was more programming or e-commerce, majors 
I didn't know anything about MIS. So when I came down 
here it was all about maths and science and electronics and al 

1...never mind! So I finaify ...then I changed my major to 
MIS. Ifs pretty Interesting. 
J: Did you have the same options? 

father/family 

later si^s father 
told him he couldn *t 
go 

F's own initiative 

F's own initiative 
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READABILITY SCORES 

When Microsoft Word finishes checking spelling and grammar, it can display 
information about the reading level of the document, including the following readability 
scores. Each readability score bases its rating on the average number of syllables per 
word and words per sentence. 

Flesch Reading Ease score 

Rates text on a lOO-point scale; the higher the score, the easier it is to understand 
the docimient. For most standard documents, aim for a score of approximately 60 to 70. 

The formula for the Flesch Reading Ease score is: 

206.835 - (1.015 X ASL) - (84.6 x ASW) 
where: 

ASL = average sentence length* (the number of words divided by the number of 
sentences) 

ASW average number of syllables per word (the number of syllables divided by 
the number of words) 

Flesch-Kincaid Grade Level score 

Rates text on a U.S. grade>school level. For example, a score of 8.0 means that an 
eighth grader can understand the document. For most standard docimients, aim for a 
score of approximately 7.0 to 8.0. 

The formula for the Resch-Kincaid Grade Level score is: 

(.39 x ASL) + (11.8 X ASW) -15.59 
where: 
ASL = average sentence length* (the number of words divided by the number of 

sentences) 
ASW = average number of syllables per word (the number of syllables divided by 

the number of words) 

*run-on sentences or missmg punctuation will inflate scores. 

Source: 
mk:@MSITStore:c:\Program%20Files\Microsoft%20OfKce\Office\1033\wdmain9.chm::/ 
03/12/2001 
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APPENDIX J 
SUMMARY OF CONJUNCTIVE RELATIONS USAGE 

Halliday & Hasan, 1976, pp. 242-243 

Each group of conjunctions is followed in parentheses by the number of times it was used 
by the participants in their grouped writmgs of approximately 10,000 words. Internal, or 
situation time, is contrasted with external, or thesis time (p. 240). 

ADDITIVE (total 356) 
Additive Simple (Intemal/Rxteman 
Additive: and, and also (323) 
Negative: nor, and... not (0) 
Alternative: or, or else (32) 
Complex/Emphatic (Internal) 
Additive: furthermore, in addition, besides (1) 
Alternative: alternatively (0) 
Complex: incidentally, by the way (0) 
Apposition (Internal') 
Exposition: that is, I mean, in other words (0) 
Exemplificatory: for instance, thus (0) 
Comparison (TntemaH 
Similar: likewise, similarly, in the same way (0) 
Dissimilar: on the other hand, by contrast (0) 

ADVERSATIVE (Total 46) 
Adversative 'proper (Extemal/Tnteman 
Simple: yet, though, but, only,whereas (38) 
Containing 'and': but (0) 
Emphatic: however, nevertheless, despite this (I) 
Contrastive (TntemaH 
Avowal: in fact, actually, as a matter of fact (4) 
Contrastive (HxtemaH 
Simple: but, and (0) 
Emphatic: however, on the other hand, at the same time (2) 
Correction (Internal) 
Of meaning: instead, rather, on the contrary, (1) 
Of wording: at least, rather, I mean (0) 
Dutmissal (TntemaH 

Closed: in any case, in either case, whichever way it is (0) 
Open-ended: in any case, anyhow, at any rate, however it is (0) 

CAUSAL (Total 51) 
CausaL general (Intemal/F.xteman 
Simple: so, then, hence, therefore (32) 



APPENDIX J - Continued 

Emphatic: consequently, because of this (0) 
CausaL specific fintenml') 
Reason: for this reason, on account of this (0) 
Result: as a result, in consequence (0) 
Purpose: for this purpose, with this in mind (0) 
Reversed causal (Internal^ 
Simple: for, because (27) 
CausaL specific rTntemal^ 
Reason: it follows, on this basis (0) 
Result: arising out of this (0) 
Purpose: to this end (0) 
Conditional rTntemal/Rxtemal') 
Simple: then (3) 
Emphatic: in that case, in such an event, that being so (0) 
Generalized: under the circumstances (0) 
Reversed polarity: under the circumstances, otherwise (0) 
Respective (Internal) 
Direct: in this respect, in this regard, with reference to this (0) 
Reversed polarity: otherwise, m other respects, aside fi"om this (1) 

TEMPORAL (Total 26) 
TemporaL simple (External) 
Sequential: then, next, after that (23) 
Simultaneous: just then, at the same time (2) 
Preceding: previously, before that (0) 
Conclusive (Intemal^xternai) 
Simple: finally, at last (1) 
Correlative: first... then, at first...in the end (0) 
Complex (Fytemah 
Immediate: at once, thereupon (0) 
Interrupted: soon, after a time (0) 
Repetitive: next time, on another occasion (0) 
Specific: next day, an hour later (2) 
Durative: meanwhile (0) 
Terminal: until then (0) 
Punctiliar: at this moment (0) 
Tntemal temporal 
Sequential: then, next, secondfy(l) 
Conclusive: finally, in conclusion (0) 
Correlative: first.... next finally (0) 
'Here and Now' ffnteman 
Past: up to now, hitherto (0) 



Present: at this point, here (0) 
Future: from now on, henceforward (0) 
Summary (Internal') 
Summarizing: to siun up, in short, briefly (2) 
Resumptive: to resume, to return to the point (1) 
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HUMAN/ANIMAL SUBJECTS APPROVAL FORM 

(Please see the next page) 
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6 October 2000 

Judith K. Casey, Ed.D. Candidate 
Advisor: Patricia L. Anders, PIi.D. 
Department of Language, Reading/Culture 
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RE: VALUING FIRST LANGUAGES IN ESL CLASSROOMS: COLLEGE STTn)ENTS 
INVESTIGATING CONTRASTTVE RHETORIC 

Dear Ms. Casey: 

We received documents concerning your above cited project. Regulations published by the U.S. 
Department of Health and Human Services [45 CFR Part 46.101 (b) (2)] exempt this type of research 
from review by our Committee. 

Thank you for informing us of your work. If you have any questions concerning the above, please 
contact this ofRce. 

Sincerely, 

Davit 
Chairman 
Human Subjects Committee 

cc: Departmental/College Review Committee 
DGJ/5S 
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