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Preface

Karen Rosenblum
Associate Professor of Sociology

Convener, Diversity Research Group (2004-2011)

Reading essays by international students describing a transformative period in 
their lives, then listening to those students describe the process of translating 
that account from English into their home language – surely this is an unusual 
and exceptionally rich window onto the meaning of “diversity” in higher educa-
tion. Similar complexity attends explaining, that is, translating, one’s attachment 
to the flag of one’s real or imagined home, the literal and figurative translations 
that characterize interaction between students and faculty, and the translation and 
transformation required to make a “new” university and country familiar. Thanks 
to the work of Jennifer Haan, Anna Habib, Karyn Mallett, Patricia Maulden, 
Terry Myers Zawacki, and Ghania Zgheib, this 5th issue of Diversity at Mason 
provides an opportunity to ponder the relationship of translation to transforma-
tion.

The Diversity at Mason series has been produced by the university’s Diversity 
Research Group, which consists of an interdisciplinary group of faculty, adminis-
trators, and students who have been meeting once a semester since Spring 2004.  
The group has come together not out of any formal directive, but from a shared 
interest in the topic.

And the topic?  Each meeting begins with the same reminder:  George Mason is a 
highly diverse institution, and it is diverse in ways that are fluid and multidimen-
sional.   Our students represent an extraordinary diversity of geographic origin, 
religion, age, and disability; they are immigrants and the children of immigrants, 
refugees and the children of refugees, veterans of American military service and 
the children of those in the military; they represent traditional American race and 
ethnic categories as well as those forging new understandings of sexuality and 
gender.  

The Diversity Research Group has been founded on the conviction that the 
breadth of our student diversity merits study.  What is the educational impact of 
such diversity?  What does diversity mean in this context?  How is this diversity 
understood by our students, faculty, and staff?  Like the other volumes in the 
Diversity at Mason series, this fifth issue shows us the complexity beneath ques-
tions. 
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Foreword

Kathy Trump
Associate Dean, International Education and Programs

This volume in the Diversity at Mason series examines an important aspect of the 
amazing diversity that is George Mason – our international students.  For more 
than seven years, the Diversity Research Group has focused on learning more 
about Mason’s diversity.   The spotlight in this volume is on international stu-
dents, how they contribute to our campus, the services that are available to them, 
and how they view George Mason. 

The arrival of international students and scholars at George Mason is not a new 
phenomenon.  By the early 1980’s, with about 200 international students en-
rolled, the Office of International Programs and Services (OIPS) and the English 
Language Institute (ELI) were created.   In part to meet the needs of the interna-
tional students, and also to showcase their contributions to the university, the first 
International Week festival was celebrated in 1981.   Since their inception, the 
ELI and OIPS have been welcoming international students to campus; advising 
them on immigration matters; helping them learn about US culture, including the 
academic culture; and helping them acquire the academic, language, and social 
skills necessary for success on an American campus.  

Those who’ve been privileged to connect with our international students know 
the many benefits derived from their presence on our campus.  They bring a drive 
to learn and succeed; first-hand information about 135 different countries; curios-
ity about other ways of doing, thinking, and believing; and of course wonderful 
food and dance.   Perhaps their most important contribution is that they act as a 
mirror, allowing us to see ourselves and our own culture more clearly, whether in 
comparison or in contrast to others.

I was speaking with a small group of students from another country recently, 
trying to help them understand the phrase “law-abiding citizen” in a U.S. context.  
As an example, I mentioned that many people in the U.S., especially those of us 
of a certain age, will stop at a red light at 3:00 in the morning even though there 
are no other cars on the road.  I said that people from other countries might find 
this behavior strange.  The group laughingly stated that this behavior would be 
viewed as more than strange by people from their country.  It was a captivating 
conversation that offered each of us the chance to reflect on the cultural assump-
tions we take for granted and to think about what makes us uniquely who we are.   
As always, I’m not sure who learned more, the students or me.  
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As you read this volume, you will experience George Mason in a new way – 
through the eyes, ears, and hearts of the international students who grace us with 
their presence.   



13

Introduction 
Karyn E. Mallett

English Language Institute
Jennifer Haan

University of Dayton

“…it seems not unrealistic to claim now, during the early years 
of the twenty-first century, an education devoid of exposure to 
people from other cultures can hardly be considered a worthy 
education at all. The most effective corrective for narrow paro-
chialism…is exposure to people unlike ourselves. So, too, the 
best antidote to ethnocentricity is getting to know those whose 
backgrounds are instructively dissimilar from our own.” 	
		  - Teresa Bevis and Christopher Lucas (2002)

“...I realized that the students were writing from a position of 
strength as well as a position of weakness.  Although they could 
not write all the sentences in English that a native speaker could 
write, they could write sentences--good sentences--that native 
speakers were incapable of producing.”   
		  - Melissa Allen (1994)

As we conceptualize our work as educators, researchers, and administrators, we 
shape the university as a place and space for intellectual exchange.  At George 
Mason, we carefully and collaboratively craft this landscape and, as we do, we 
make decisions about how best to meet students at varied, developing points of 
intellectual, linguistic, cultural, and academic need.  Whatever the discipline, our 
work requires a clear sense of institutional ethos.  Additionally, the work that we 
do requires certain sensitivities to issues related to diversity and multiculturalism, 
internationalization and inter-cultural communication.  Beyond simply “exposure 
to people from other cultures” as Bevis and Lucas (2002) point out, successful at-
tempts at internationalization in higher education are ones that foster an environ-
ment in which the pursuit of a worthy education involves “getting to know those 
whose backgrounds are instructively dissimilar from our own.”  

At George Mason, we serve our students and we push our disciplinary knowledge 
forward in the context of twenty-first century globalization.  It is in this context 
that we strive to create and sustain an intellectual space that is as inclusive as it is 
diverse.  In short, diversity at George Mason is not accidental; rather, it is the uni-
versity’s comprehensive, pragmatic, and intentional response to education within 
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changing world dynamics.  We are preparing the next generation to succeed in a 
growingly competitive world.  Our goal with this issue of the Diversity at Ma-
son publication is to showcase pieces of the collaborative internationalization 
process, highlighting the work and life of international students as twenty-first 
century scholars. 

Internationalization in Higher Education
In recent years, internationalization in higher education has gained increasing 
importance. Although the implementation of internationalization practices across 
campuses is mixed, the overall trends in higher education are leading adminis-
trators and faculty to consider the benefits of internationalizing the campus, the 
curriculum, and the student body. The first, and perhaps the most historically 
prominent reason for internationalizing is economic. Studies have shown that 
internationalization brings with it global competitiveness, revenue for the univer-
sity, and increased job opportunities for graduates. Political rationales have also 
been proffered throughout the years as motivation for internationalization efforts. 
International exchange is thought to help with foreign policy and national secu-
rity, and help equip students to interact with local and world cultures. 

Internationalization provides academic benefits as well. Those who focus on the 
academic benefits of internationalization often reiterate the need for students to 
engage with and understand different worldviews and cultures, international is-
sues in specific disciplines, and the importance of international perspectives and 
intercultural communication in a liberal arts curriculum. Perhaps one of the most 
powerful arguments on behalf of internationalization relates to the intangible ben-
efits that can be gained from it—the understanding that can develop when people 
from differing languages and cultures work together toward a common goal. 

These positive aspects of internationalization notwithstanding, there are certainly 
some challenges associated with communicating a clear notion of international-
ization in U.S. higher education.  For example, it should be noted that in much of 
the talk surrounding internationalization in U.S. higher education, multilingual 
users of English are presented in terms of their deficiencies: their lack of English 
language proficiency, their incomplete American cultural knowledge, their in-
ability to meet American academic standards, etc. This deficiency model assumes 
a relationship in which globalization is cast as the cause of unwieldy, isolated, 
remediation-focused changes at the institutional level, rather than as a catalyst for 
rethinking university structures to better serve all students. Furthermore, at the 
same time that institutions across the United States strive to recruit ever greater 
numbers of international students to meet strategic planning goals and gain repu-
tations as “global” citizens, they often lack the institutional expertise to support 
these students as learners across the curriculum.  
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In terms of striving to increase international student enrollment, George Mason 
is not alone.  In the chart presented here (Figure 1), it is clear that international 
student enrollment in U.S. higher education has jumped dramatically over the 
past 50 years. 

At George Mason, international student enrollment numbers have also increased 
significantly over the years, with projected growth on the horizon.  Though we 
are not alone in our quest to increase international student enrollment, George 
Mason is unparalleled with regard to its comprehensive and pragmatic approach 
to internationalization.  At the highest levels of administration, university lead-
ers recognize the growing connection and communication among nations and 
cultures around the world.  Put simply, the university realizes globalization as 
a force which is pushing higher education into the international arena.  In turn, 
the university has conceptualized a way to consciously respond to this push.  At 
George Mason, internationalization fairly emphasizes the agency of the univer-
sity, focusing attention on specific policies, programs, and initiatives to create an 
institutional ethos of international engagement across all dimensions of university 
life.  

“EXPAND THE NUMBER OF INTERNATIONAL 
STUDENTS BY AT LEAST 20% WHILE IMPROVING THE 
INTEGRATION OF INTERNATIONAL AND DOMESTIC 

STUDENTS IN EXTRACURRICULAR AS WELL AS 
ACADEMIC ACTIVITIES.”

- George Mason University (2008). Strategic Goals for 2014, 
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Goal 5:Strategic Action b.

Internationalization at George Mason
George Mason’s approach to internationalization can be evaluated through a 
variety of methods and from a range of perspectives. As already noted, successful 
internationalization in higher education is not accidental; rather, comprehensive 
and thoughtful approaches to internationalization begin with asking and an-
swering a series of questions that range from the most pragmatic (e.g. “At what 
level of English language proficiency should prospective non-English-dominant 
students be for acceptance at George Mason? What tests will we trust to gauge 
English language proficiency?”) to the more ideological (e.g. “In what ways 
will an internationally-diverse campus foster the advancement of academic and 
personal development within the George Mason and Fairfax communities?  And 
why are these goals prioritized here and now?”). 

In 2008, the University stated its commitment to internationalization in the Stra-
tegic Goals of 2014.  This was neither the first nor the only way in which George 
Mason identified internationalization as a valuable goal, but it should be noted 
that this exercise—collaboratively constructing a document that makes clear the 
mission and goals of the university—has had a significant impact on the univer-
sity.  Writing a strategic mission encourages a healthy process of reflection and 
projection, asking folks to consider a few central questions, including: (1) Where 
are we in terms of our previously-established goals? (2) What major trends/
changes have we witnessed over the past year(s) and how has the university 
responded to these changes?  (3) What are our goals/priorities moving forward 
given the current and projected state of things?

In terms of the Strategic Goals of 2014 at George Mason, the university’s stated 
commitment to internationalization meant also a pledge to supporting initiatives 
that foster a connected, global community in and beyond the classroom.  In short, 
the university document acknowledged the need for a comprehensive approach 
to internationalization that went far beyond the basic increase in international 
enrollment numbers.  Further, the university identified the goal of fostering a 
successful global community, preparing domestic and international students to 
successfully operate in a growingly complex, globalized environment beyond the 
university.

As contributors to this Diversity at Mason issue and as faculty who are invested 
in the success of campus internationalization, we believe that the work that we 
do—as teachers, administrators, and researchers—is motivated by a desire to 
increase cross-cultural awareness and understanding while reducing instances 
of linguistic discrimination at the institutional level.  George Mason’s effective-
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ness in constructing a successful global campus that improves “the integration of 
international and domestic students in extracurricular as well as academic activi-
ties” will depend on both its approach to international recruitment and the ability 
to anticipate and effectively meet the needs particular to international students 
and scholars.  As we purposefully push against the default deficiency model of 
internationalization (and, therefore, of international students) that so many U.S. 
institutions of higher education succumb to, we reflect on our high status as a 
diverse campus community, and we move toward a future in which domestic and 
international students are prepared to work with one another in the decades that 
follow university life. 

Works Cited
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International students at Mason: 
Reflections, Translations, and Texts

Anna S. Habib
Karyn E. Mallett

The 2010-2011 academic year at Mason included the launch of a new interna-
tionalization initiative – the ACCESS Program – directed out of the Provost 
Office, Center for International Student Access (CISA).  In partnership with 
the English Language Institute (ELI), the ACCESS Program is built upon a 
language-supported approach to campus internationalization, aiming to meet 
students at developing and varied points of academic, linguistic, and cultural 
need.  In preparation for the pilot year of the ACCESS program, select English 
Department and ELI faculty worked together to design a co-taught, year-long 
model of Freshmen Composition that moves students toward several major goals, 
including: the development of rhetorical awareness, the expansion of composi-
tion skills, and the advancement of English language acquisition.  

In order to bring the voice of our international students into this publication, we 
are featuring three essays by students from the new ACCESS program. Students 
were asked to remember a pivotal “educational” moment in their life—with 
education defined rather loosely—and to write a narrative about it.  The essays 
appear in both English and the students’ native languages. The English versions 
of the three essays went through an intensive drafting process in the Fall semes-
ter of the stretched composition course and the final outcomes are examples of 
the students’ first lengthy college-level essays in English. The writers were also 
asked to reflect on their translingualism—their experience writing the same essay 
in English first and then translating into their first language. The reflections ap-
pear in Q & A format at the end of each essay. 

The essays in English are meant to give us a glimpse into the students’ diverse 
literacy, linguistic and cultural histories, while the essays in the students’ first 
languages help us visualize the richness of their experiences and their linguistic 
proficiency and flexibility. 
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Anais Flora Assale, Ivory Coast
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Pages: 19-28
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The Lessons of Life Don’t Always Come from 
the People We Love: 

How my Hateful Half-Siblings Taught me Life

Anais Flora Assale
ACCESS Student, Ivory Coast. 

Born in Ivory Coast, a small country of West Africa, I have grown up in a simple 
environment although I was not simple at all. In fact, I was called “crazy girl” in 
elementary school. The reason? Well! I had developed a passion for being naugh-
ty. Every school day, as soon as the bells rang to announce the break, I waited for 
the teacher to get out of the class and I rushed on the table and danced in front 
of about thirty classmates. I would jump from table to table pretending that I am 
Tarzan. Sometimes also, I would put the wooden chair in front of all the class and 
try to imitate a princess so I lifted my dress slightly before sitting. I would sing, 
run, bother my friends, draw and jump everywhere, but I did not care much about 
school and I did not take my studies seriously until an incident that changed the 
normal course of life: the arrival of my new brothers. Just thinking about this 
episode of my life gives me shivers down my back. Do not ask me why and do 
not judge. Just imagine yourself strangling your worst enemy. Do you feel better? 
Well I do. My brothers were such devils suddenly showing up in the greatest part 
of a fairy tale: grumpy and hateful. However I keep in mind that life is an awful 
lot of surprises and each event sad or happy contributes to shape us and make us 
what we are now.

First of all, I have known my half siblings since my early teens. During my 
childhood, I lived with only dad, mum and my little brothers since the arrival of 
my first half-brother who I called “daddy’s little clone” because of his terrible 
resemblance to dad. One beautiful day of summer vacation while performing my 
choreography dance at home, I saw dad coming back home followed by another 
young boy probably nineteen at that time. What automatically dawned on me was 
the fact that there was quite a strong resemblance between dad and this person. I 
did not push my analysis deep enough; I stood there staring at them successively 
from dad to the boy and vice versa. My father greeted us, and slowly I heard 
these words coming out of his mouth, “This is your brother.” I was about ten and 
I did not really understand the meaning of these words. For me, it was not a big 
deal and sincerely I was quite happy to have a brother. Then, another day came; 
I met a second brother. Again, I did not make a fight. I did not say anything. I 
gradually learned how to love them and to share my life with them, this life that I 
had with mom, dad and my little siblings, a life where I needed to create a place 
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for some half siblings. But, I was so jealous and mad at the same time. At first, 
I could not bear sharing dad’s love just because my brothers and I did not have 
the same mother. Anger, jealousy and pain were killing me so deeply inside, and 
I knew that it would not ever be like in the past. It was not anymore about being 
myself, being the crazy girl I was. I needed to be someone else; I needed to act 
differently.

I have learned how to be different and how to please my dad and appear more 
important in his eyes. I knew that he would love me more if I was a polite and 
hard working person, so I  started to care much about him. At night, I would call 
him to make sure everything was going well; I waited for him to get back home 
so that we could talk about his day or eat together. When he was travelling, I 
was the one he would call every day; I could also draw on his legs with my pen 
sometimes. Increasingly, between dad and me a tie was established, a link that 
nothing could have broken. My dad trusted me no matter what happened and we 
would always speak the same language. Nobody could break this tie. Jealousy 
helped me be different in order to please dad and grab his attention. In return, he 
has shown me that he would do everything to support me and give me everything 
I needed to succeed in life.

When I turned eleven, I went to a Catholic boarding school for only girls. There, 
however, I was kind of hated. When my classmates and roommates were talk-
ing about something, I could never enter the discussion. As soon as they saw me 
walking in their direction, they just stopped talking. I think that is understand-
able. I was the kind of girl who always denounced her friends. I remember that 
one day I did not sleep; I looked for the nuns for hours just to tell them that I had 
seen some of my friends going to the farmhouse to take a drink made of palm 
juice which was prohibited. Almost every night, some of the girls would get out 
of the dorms pretending to clean the trash cans. In exchange for one cup of palm 
juice, the supervisor usually helped them. However, I, the small spy, was always 
there to get my friends in trouble. Even at school I tried to be another person, 
from a “crazy girl” to a hard worker sometimes and a spy other times.  However, 
it did not matter to me what people thought about me. Even if I was getting in 
trouble most of the time because I was hated by my friends, the most important 
was not to keep friends who did not support me in my studies, but rather intro-
duced me to “drinking palm juice,” for example. I knew that I could overcome 
this situation. I knew that if I was doing well at school my classmates would need 
me somewhere, maybe for an explanation or a study group. At this moment, I 
should have screamed that I won, that I had what I had waited for. I had dad, and 
I had his love more than anyone else did, but…

At the same time, we were facing some problems at home where the relation 
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between my half siblings and me was getting very bad. They had reached a sensi-
tive point in my heart: my family. They were so often rude with my little siblings, 
telling them to “Get out of my room,” “You are ugly,” “I will hit you when your 
mother is not home”. How could you say things like that to a five-year old girl or 
seven-year old boy? Moreover, the straw that broke the camel’s back was when 
they made some comments about dad and mom, “Why is your mum always 
dressing like that?” “Why is dad always listening to your mum?” Those times I 
fought hard and I never hesitated to tell them what I really thought. I told them 
that if they cannot put up with our routine they should simply go back because I 
will not let them ruin my mom’s life nor control our life or change it more than it 
had already been changed. I was the one who had been living with them since I 
was born and they did not know them as well as I did so I could not bear hear-
ing bad things about my parents even if it was their dad as well. I confess that 
sometimes I wished my father had never known their mum. I wished they had 
never existed before. Damn! Now I began to feel that it was me who was the de-
mon. In fact, they never asked to come into life, or to be my brothers. As I grew 
up, I understood that they were conceived like me, and perhaps it is much more 
difficult for them to live with a mother who is not theirs. Maybe they miss living 
in a complete family with their own mum. I imagined being them and I realized 
that it is sometimes hurtful being obliged to choose to live with dad or mum 
and I would not have been able to do that. I should be thankful to them because 
without them I would not have been what I am now. By hurting my feelings, my 
half siblings have helped me clarify my vision of life, the way I would like to see 
myself not only as a successful person, but also as a loved one. With them, I have 
understood life differently.

I have learned that each moment of my life, even dark ones, have been the im-
portant and memorable steps without which I would not have been able to shape 
myself as a hard worker and a winner. I can keep in mind that nothing is vanity in 
life. Everything happens for a reason and it is at the darkest moment that we can 
see the light shining.



24



25

Les Leçons de la Vie Ne Viennent Pas Toujours 
de Personnes Que Nous Aimont: Comment mes 

Detestables Grands Frères m’ont Appris la Vie

Anais Flora Assale
ACCESS Student, Ivory Coast.

Née en Cote d’Ivoire, un pays d’Afrique de l’Ouest, j’ai grandi dans un 
envi¬ronnement simple quoique je ne fusse pas du tout simple. En fait, j’avais 
été surnommée « fille folle » a l’école primaire. La raison ? Eh bien ! J’avais 
dével¬oppé une passion pour les choses bizarres. Chaque jour d’école, des que 
la cloche sonnait pour annoncer la récréation, j’attendais que le maitre sorte de 
la classe puis, je me précipitais sur la table pour danser en face de ma trentaine 
d’amis. Je sautais de table en table en prétendant que j’étais tarzan. Certaines 
fois aussi, je mettais la table en bois en face de mes amis et je tentais d’imiter 
une prin-cesse. Je hissais alors ma robe lentement avant de m’assoir. Je chantais, 
courais, embrouillais mes amis, dessinais et sautait partout sans jamais me préoc-
cuper de mes études jusqu’à ce qu’un incident chamboule le cours normal des 
cho¬ses: l’arrivée de mes « nouveaux » frères. Repenser à cet épisode de ma vie 
me donne des frissons dans le dos. Ne me demandez pas pourquoi et n’en faite 
aucun commentaire. Imaginez vous juste en train d’étrangler votre pire ennemi. 
N’est ce pas réconfortant ? Eh bien ca l’ai pour moi. C’est incroyable mais mes 
frères étaient comme de petits démons qui soudainement apparaissaient aux 
moments les plus magiques d’un conte de fées : grincheux et détestables. Mal-
gré tout, je garde en mémoire que la vie est faite de surprises et chaque situation 
heureuse ou malheureuse contribue à nous façonner et faire de nous ce que nous 
sommes aujourd’hui. 

Avant toute chose, il est important de préciser que j’ai connu mes demi-frères peu 
avant l’âge de la puberté. Durant mon enfance, j’ai vécu avec seulement papa, 
maman et mes petits frères jusqu’à l’arrivée de mon premier grand frère que 
j’appelais « le petit clown de papa » a cause de la frappante ressemblance qu’il 
avait avec ce dernier. Un jour d’été, alors que je répétais ma chorégraphie de 
danse a la maison, je vis papa rentrer du travail. Derrière lui cependant se trouvait 
un jeune garçon ; probablement neuf ans en ces temps. Je fus particu¬lièrement 
frappée par la ressemblance de ce garçon avec mon père mais je n’eu pas la 
présence d’esprit de pousser mes analyses un peu plus loin. Je me tenais juste 
arrêtée regardant successivement papa puis le jeune garçon. Mon père nous salua 
tous et lentement, j’entendis ces mots sortir de sa bouche : « voici ton frère ». 
J’avais juste dix ans en ces temps et je n’aurais franchement pas pu cerner les 
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sous entendus de ces mots. Pour moi, il n’y avait pas de quoi en faire un drame 
et j’étais particulièrement heureuse d’avoir un frère aine. Puis un autre jour vint 
; je fis la connaissance de mon deuxième frère. Une fois de plus je ne fis rien, 
j’acceptai cette situation comme elle me fut présentée. J’ai appris à aimer ces 
nouveaux frères et a partager ma vie avec eux ; cette vie que j’avais avec papa, 
maman et mes petits frères. Dans cette nouvelle vie cependant, je devais créer 
une place pour les nouveaux venus : mes demi-frères. J’étais tellement jalouse et 
énervée en même temps. Je ne pouvais pas me faire à l’idée de partager l’amour 
de papa juste parce que mes demi-frères et moi n’avions pas la même mère. Aig-
reur et jalousie m’affectaient et me tuaient intérieurement ; je savais que rien ne 
serait comme dans le passe. En fait, il ne s’agissait plus d’être moi-même, cette 
petite folle que j’étais ; je devais agir différemment. 

A partir de ce moment, j’appris à être différente, j’appris à plaire à papa et à 
paraitre importante a ses yeux. Je savais qu’il m’aimerait plus si j’étais polie et je 
travaillais dur. J’ai alors commence a me préoccuper de lui. La nuit pas exemple, 
je l’appelais pour voir comment il allait, j’attendais ensuite qu’il rentre du travail 
afin qu’on puisse diner ensemble et parler de sa journée. Quand il voyageait, 
j’étais celle qu’il appelait tout le temps, je pouvais dessiner sur ses pieds avec 
mes stylos souvent. Successivement, s’était installe entre papa et moi un lien que 
personne ne pouvait détruire. Papa avait confiance en moi et quelque soit ce qui 
arrivait, nous parlions toujours le même langage. Personne ne pouvait briser ce 
lien. En somme, je dirai que la jalousie m’a permis d’être une personne différ-
ente en vue de plaire a mon père et d’attirer son attention sur ma seule personne. 
En retour, papa m’a montre qu’il ferait tout pour moi et qu’il me donnerait le 
néces¬saire pour réussir dans la vie.

A onze ans, je fus inscrite dans un internat catholique pour filles. Là-bas 
cepen¬dant j’étais particulièrement haie. En fait, quand mes amies discutaient, 
je n’étais jamais introduite dans les conversations. Des qu’elles me voyaient 
marcher en leur direction, elles se taisaient toutes. Je pense que ce genre de 
comportement est compréhensible. Jetais le genre de personne bavard mais aussi 
dénonciateur. Je me souviens qu’un jour je ne dormi pas. J’avais passe ma nuit a 
attendre le retour des religieuses afin de leur expliquer que j’avais vu mes amies 
sortir du dortoir et aller se procurer du jus de palme a la ferme ; ce qui nous 
était formellement inter¬dit. A peu près toutes les nuits, mes amies prétendant 
vider les poubelles et aidées par le chef de dortoir mais en échange d’un verre 
de jus de palme quittaient le dortoir. Ce qu’elles semblaient par contre oublier 
c’est que moi la petite espi¬onne était toujours déterminée à les mettre dans de 
beaux draps. En fait, même a l’école j’essayais d’être différente des autres et 
me démarquer par mon attitude exemplaire mais peu aimable. De la fille folle 
que j’étais a une dure laboureuse certaines fois ou une espionne d’autres fois. Et 
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pour dire vrai, je me fichais pas mal de ce que les gens pensaient de moi même si 
souvent j’étais haie par mes amies, le plus important pour moi n’était pas d’avoir 
comme exemple des filles qui m’entraineraient à boire du jus de palme. Je savais 
que je pouvais outre passer cette situation en travaillant bien à l’école de sorte a 
devenir incontournable pour les groupes de travail ou les séances de révision. A 
cet instant précis, j’aurais du crier au monde entier que j’avais gagne, que j’avais 
obtenu tout ce que j’avais désire pendant si longtemps ; j’avais l’amour de papa 
encore plus que les autres ne l’aurait jamais mais ! ...

A la même période, les choses ne tournaient pas rond en famille. Certains 
pro¬blèmes avaient surgi entre mes demi-frères et moi. En fait, ils avaient 
touche un point sensible de mon coeur : ma famille. Mes demi-frères étaient 
tellement méchants avec mes petits-frères que j’étais très souvent hors de con-
trôle. Sou¬vent, sortaient de leur bouche des phrases un peu trop dures pour des 
enfants d’à peine 10 ans. Exemple : « tu es laid », « sors de ma chambre », « je te 
frap¬perai quand ta mère sera sortie de la maison ». Néanmoins, la goutte d’eau 
qui fit déborder le vase fut quand ils s’attaquèrent a ma maman en ces termes 
« pourquoi ta mère est toujours habillée de la sorte ? », « pourquoi papa écoute 
toujours ce que ta maman lui dit ?». Ces fois par contre, je n’ai pas hésite à leur 
dire ce que je pensais réellement. Je leur ai dis que s’il ne pouvait pas s’habituer 
a notre routine ils devaient simplement retourner vivre avec leur mères parce 
que je n’allais pas les laisser changer notre vie plus qu’elle ne l’était déjà. J’étais 
celle qui avait vecu avec papa et maman depuis la naissance, par conséquent 
ils ne les connaissaient pas aussi mieux que moi. Je ne pouvais pas supporter 
d’entendre de mauvaises choses sur mes parents même si c’était aussi leur père. 
J’avoue que souvent je souhaitais que papa n’eusse jamais rencontre leurs mères. 
Je souhaitais que jamais ils eussent existe avant. Maintenant, je reconnais que la 
seule personne qui s’était comportée comme un démon dans ces temps la c’était 
moi. En fait, mes frères n’avaient jamais décide a venir au monde ; ils n’avaient 
jamais demande à être mes frères. En grandissant, j’ai compris que mes frères 
avaient été conçu comme moi et peut être que c’était encore plus difficile pour 
eux de vivre avec une mère qui n’était pas la leur. Peut être que leur maman leur 
manquait comme ca aurait été le cas pour moi si je vivais la même situation. 
Je m’imagine souvent vivre à leur place et je réalise que c’est souvent difficile 
d’avoir à choisir de vivre avec son père ou sa mère. Je sais intérieurement que ja-
mais je n’aurais été capable de faire ce choix. Je devrais leur être reconnais¬sante 
parce que sans eux je n’aurais pas pu être ce que je suis aujourd’hui. En heurtant 
mes sentiments, mes demi-frères m’ont aide à clarifier ma vision de la vie, et à 
donner un tournant à ma vie. Ils m’ont permis de me définir comme une dure 
travailleuse, une gagnante mais aussi une personne aimée. Avec mes frères, j’ai 
appris à voir la vie différemment. 
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En somme, j’ai appris que chaque moment de ma vie, même sombre à certains 
points a été une étape importante et mémorable sans laquelle je n’aurais pas pu 
définir ma personne comme cette dure travailleuse et cette gagnante que je suis. 
Je garde en esprit que rien n’est vanité dans la vie. Chaque chose a une cause et 
c’est dans les moments les plus sombres de notre existence que nous pouvons 
voir le soleil briller comme jamais il ne l’avait fait auparavant.
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Anais’ Reflection on Translingual Writing Project

When you were first assigned the education narrative in your ENGL 101 class, 
what did you think about that genre of writing? Had you had previous experi-
ences with it?  
I was quite happy to write something personal because I thought that it was more 
honest and I would be more engaged in the writing. I also find it easier than other 
kinds of writing. I did have previous experiences with this genre because I used 
to write personal narratives in my native language.

How would you describe the experience of writing that essay in English? (Did 
you translate from your native language?) 
The experience writing in English was a good experience for me because I found 
out that sometimes there were things I could write in English but not in French 
since they sound weird or awkward in French. I won’t say that everything was 
translated from French, but sometimes when I was stuck, I just thought about 
what I would have said in my own language. 

How would you describe the experience translating your essay into your native 
language? 
It is weird and the French version of my essay would not have been a very good 
essay if I had to have a grade for it. The problem is mostly about my sentences. 
Translated from English to French, my sentences are weak, too simple and my 
vocabulary is poor.

How do you think your essay would be evaluated if you had written it in your 
school in your native country? 
My essay would have been poorly evaluated or at least I would not have had the 
grade I had with the English version because of my sentence level.  I feel that my 
French version is monotonous; it is not a lively essay. I think that the only thing 
that would have helped me get an average grade is maybe the story, but not the 
way it was structured. 

What do you think/how do you feel/did anything surprise you about the final out-
come of your essay in your native language? 
I came to the realization that despite the similarities in the English and French 
writing styles, there are an awful lot of differences. The French writing style 
uses the same structures (introduction with hook and thesis statement, develop-
ment with paragraphs, topic sentences and examples, conclusion with summary 
and opening question). However, I think that the English way is easier when you 
are good in English than the French way is if you are good in French. If I was 
able to speak both English and French  as a native speaker,  I think that I would 
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have been more comfortable writing in English than French. Writing in French 
requires to use beautiful and more complex sentences. The sentences in French 
are sometimes longer than they are in English. In English, you go straight to your 
point.

How would you describe this whole experience of writing for publication in both 
English and your native language, of translating back and forth?
I think that I was more comfortable writing in French, and since it was my own 
story, I tended not to use the English version or think about my wording or how 
I needed to structure my sentences. I just wrote. However, I made some mistake 
that I would not have made one year ago or back home. I realized that writing 
papers in English all the time made me forget the French structure of some sen-
tences. Sometimes I needed to call back home on Skype and ask if the way my 
sentence was structured was right and if ever we talk like that in French. I think 
that it is not easy to translate an essay from one language to another because it is 
difficult and what make sense in one language sometimes doesn’t in another. The 
biggest challenge for me was the word choice. French and English have some 
common words. However, the sense is not always the same. Example: in French 
an argument is just an idea that you use to make your point and you can’t say “ ils 
sont en train d’avoir un argument,” which means “they are having an argument”. 
However, in English the expression “to have an argument” is correct.
 
What changes, if any, would you make to your essay in English? Why? 
I think that I wouldn’t make any change to my essay in English because the na-
tive English speakers (my teachers) told me that it was the right way of writing in 
English and since they are the experts, I don’t have anything else to say. How-
ever, with the experience I had here writing in English, I think that even though 
my essay in English is not perfect, that is quite understandable.

What changes, if any, would you make to your essay in your native language? 
Why? 
I would change the structure of some sentences and add strong vocabulary words. 
I use the French way while writing in English. So, like in French, I would say: 
“that problem raises up an interrogation,” but in English I say “that problem 
raises up a question.” 
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The Wrong Choice

Fahad AlMahdaly
ACCESS Program, Saudi Arabia 

During the last week of my high school, I locked myself in my room and did 
not go out except for food, water and the bathroom. That week, I was very 
stressed, and I made the whole house stressed because I was running around 
bossing people, telling them to keep quiet, shutting off the TV, saying, “It is my 
final exams! It is either do or die.  If I don’t pass, I will work in McDonalds!” 
The only thing that I was worried about was my math final exam. I bought three 
copies of the textbook: one to study with the teacher, and two for me to study at 
home. In Saudi Arabia, during finals, the teachers give us special text books just 
for the final exam. I even had a personal tutor just for math. I was the only one in 
the house who had final exams that week; all my brothers and sisters had either 
graduated high school or were in primary school, so I was the only one who had 
this much pressure. I locked myself in my room for almost three weeks looking 
at the same wall; the mess in the room was making me crazy. I wanted to clean 
the room, but I didn’t have time. I can still remember the smell; it is what men 
call a “man smell.” 

On the first day of my finals, I had my math exam. It is one of the traditions in 
Saudi schools to have math on the first day. I don’t know why. I don’t like it, and 
I think that it makes us more stressed. That day I woke up at four in the morning 
and I was ready for the whole book, but not for one question. The question was 
one and half pages long, and I couldn’t understand it when I was studying be-
cause it was too long and difficult. I was going crazy, so as a last resort I decided 
to cheat.  I had the best plan, so I wrote it behind my calculator with a pencil so 
nobody could see it from far away. Before they let us go in, they made sure that 
they searched everybody. They didn’t trust us. So I was trying to play it cool. I 
walked in with confidence, and I kept telling myself “Don’t mess it up.” Then 
the principal of the school looked at me. “I’m busted. He saw me!” I thought to 
myself. He looked away. “Phew! that was close.” I was in my seat waiting for 
the papers to come. They handed them out. I took a quick look through the whole 
thing. I stopped. I saw it: the only question in the whole book that I couldn’t un-
derstand. I told myself to leave it to the end. I finished the whole test, and it was 
easy. I had just one more question to go. I looked around to the other students. 
They all looked deep in thought. Some looked like they knew what they were 
doing, and some looked like they were lost; I gave one last look at the teacher. 
“Okay he is far away. Let me do this.” I just started to cheat then another teacher 
came in from nowhere and saw me. It would’ve worked if I wasn’t so nervous; I 
never did this before. He said, “Fahad, I never thought you would do that. You’re 
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االمددررسة االثانوویية یيحدددد حیياتي بأكملھها بشكلل عامم. في اامتحانن االرریياضیياتت كنتت سألجأ للغشش ٬، ووھھھهذذاا جعلني 
ااتجاهه نفسي. لقدد قلتت إإنني لنن أأفعلل ذذلكك مررةة أأخررىى ووسأحاوولل جھهدديي في كلل اامتحانن أأشعرربشعوورر سيء 

للحصوولل على أأفضلل ما یيمكنني االحصوولل علیيھه ددوونن االغشش. ووكانتت االفكررةة نفسھها سیيئة بما فیيھه االكفایية ٬، 
ووقلتت لنفسي لنن ااكوونن في تلكك االددنأةة مررةة أأخررىى في حیياتي. في االحیياةة كلل شيء متصلل بالاخرر ٬، ووإإذذاا فعلتت 

یيئا ووااحدداا سووفف یيؤؤثرر على حیياتكك بأكملھها. أأنا لمم ااكنن بكاملل عقلي وو تفكیيرريي االصحیيح عنددما قررررتت االغشش ش
٬، اانا دداائما اافكرر ماذذاا سووفف تكوونن حیياتي ااذذاا غیيررتت تلكك االلحظظة؟ كیيفف ستكوونن حیياتي؟ منن سووفف ااكوونن ؟ وو 

 ھھھهلل كنتت سووفف ااأأتي االىىالوولایياتت االمتحددةة االأمرریيكة؟
عذذرر لنفسي ٬، ووأأنا أأعررفف ما كنتت أأحاوولل االقیيامم بھه ھھھهوو خططأ وویينبغي لي عددمم أأنا لا أأحاوولل تقددیيمم أأيي      

االتفكیيرر في االأمرر. كنتت تحتت ضغطط منن االجمیيع ٬، منن أأبي ووأأعمامي وو جددتي. وولكنن االشخصص االووحیيدد االذذيي 
كنتت أأخشى أأنن أأخیيبب منن ظظنھها ھھھهي أأمي. كنتت خائفا جدداا أأنن أأفشلل في ھھھهذذاا االامتحانن لأنن االجمیيع كانن لددیيھهمم 

االأملل في. یيقوولوونن ٬، "فھهدد ھھھهوو االذذكي في االعائلة ٬، ووفھهدد ھھھهوو االذذيي سووفف یيكوونن ططبیيبب" االجمیيع االكثیيرر منن 
یيرریيدد مني أأنن أأكوونن ططبیيبا ٬، لكنن ذذلكك لمم تكنن ررغبتي ٬، لكنني كنتت على ااستعدداادد اانن أأكوونن ططبیيبا فقطط لجعلل 

وو ططبیيبب.أأنا لمم االجمیيع سعددااء . االجمیيع في االمملكة االعرربیية االسعووددیية یيعتقدد أأنن أأفضلل شيء یيمكنن أأنن تكوونن ھھھه
أأكنن أأرریيدد ذذلكك. ووأأنا أأعلمم أأنن ھھھهوو منن االرراائع مساعددةة االآخرریينن وومحاوولة إإنقاذذ االأررووااحح ٬، وولكنن أأنا لا أأستططیيع 

 االنظظرر االى االددمم  ذذلكك یيجعلني أأشعرر بالمررضض ٬، ووھھھهذذاا ھھھهوو االسببب االررأأیيسیيلعددمم كووني ططبیيبا.
ووااقفف ھھھهي فقظظ حجرر االیينأ لجعلكك في االنھهایية ٬، االحیياةة ھھھهي ما تجعلھها لكك. وو كلل شيء في االماضي منن م     

االشخصص االذذيي اانتت علیيھه االانن. االجمیيع یيختارر خیياررااتت جیيددةة وو أأخررىى سیيئة. في حیياتي كانتت لحظظة االغشش 
كنتت لحظظة أأنا أأخجلل منھها ٬، وو أأنھها كانتت ووااحددةة منن أأسووأأ االلحظظاتت في حیياتي. لقدد كنتت في ووضع لا أأتمنھه 

وونن : في كلیية سیيئة جدداا, مكررووهه منن قبلل على اايي شخصص ااخرر كنتت في ووضع لا أأحسدد علیيھه كما یيقوول
االجمیيع. وو قدد سمحتت لررغباتت االآخرریينن بالسیيططررةة علي فقطط لجعلھهمم سعددااء. ووأأنا أأعلمم االآنن أأنن كلل ما یيھهمفي 

االددنیيا ھھھهي سعاددتي أأنا لأنني أأنا منن علیيھه االعیيشش مع ھھھهذذاا االخیيارر. لیيسس لدديي االكثیيرر منن االخبررةة ٬، ووأأنا أأعررفف 
ل ما ااعرفھه ھھھهو ااذذاا كنت تفعل ما یيسعدكك سوفف تستمر بالقیيامم بھه وو سوفف ماززلت صغیيراا ٬، وولكن ك ذذلكك. أأنا

 تكونن ناجحا فیيھه.
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a good student, and I’m not going to fail you, but I’m going to take your calcula-
tor from you.” I felt so ashamed of myself and I said I would never do it again. I 
looked at the question and I was going mad, but then I realized that I memorized 
the formula without realizing it. I wrote it so many times that I just got it. After 
two weeks, I got my grades back and I got a very good grade on the test. I didn’t 
have to cheat. There were many ways I could have approached this situation bet-
ter than the way I did. I could have asked my teacher for more explaining before 
the test in office hours or maybe researched the question more. I didn’t, and I 
did what I did thinking at that time it was the right thing to do. I guess there are 
two kinds of people in the world -- people who learn the lesson the easy way, or 
people who learn their lessons the hard way and I sure learned the hard way.

Another thing that made me worried that final year of high school was that the 
government was trying a new education program in our year. The pilot program 
was that the school had to acquire the average of the grades from the last two 
years of high school. The pilot program was proven to be weak and they stopped 
it the year after our year; it was not benefiting the students. It wasn’t a benefit for 
me because I didn’t have very high grades the year before, so averaging the two 
brought my final grade down. In my year we had to take two tests similar to the 
SAT, which were requirements. After I finished high school, I applied to every 
university in Saudi Arabia. I applied to ones I didn’t even want to go to, but I did 
it anyway. The process was like this: I had to apply for the first fifty majors that I 
wanted to major in and rank them. So I did that and because of my bad luck I got 
my last five choices of majors. 

It wasn’t pleasant, but I had to pick the best of the worst, so I had to go to a very 
bad college in the middle of nowhere because I wanted to major in something 
that I like and it could pay me good money in Saudi Arabia. I decided to go to a 
bad university rather than not going to any university. The university was about 
twelve hours away. After I got there, and I saw the place, I got shocked. I did not 
know that there is a place as bad as this in Saudi Arabia. Some people there still 
live in houses made of mud. The school looked like it got hit by a missile and all 
the pictures that I saw were old pictures. I couldn’t stay there because the place 
was miserable. I had to go home. Everybody there was very rude to me because 
I was not from the same city. They hated me for not having the same last name 
that they had; it was racism in my own country, something I did not know about 
or even thought existed. I stayed there about one month; it was one of the worst 
months in my life. First it took me about two weeks to find a place to stay, and 
then I had to find a way to go to my college. All I did with my time was to watch 
TV at home or eat. I had only one friend and he came with me from my city. 
We did not start studying really, so I did not have many homework assignments. 
I did the only thing that I could do. I got closer to my friend, and we became 
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عددةة مررااتت بحیيثث ااني حفظظتھها عنن غیيبب. بعدد أأسبووعیينن حصلتت على ددررجاتت االاختبارر ووأأنا اانددھھھهشتت  عنددما 
٬، ددوونن اانن االجئ للغشش. ھھھهناكك ططررقق عددیيددةة كانن منن االممكنن اانن  حصلتت على ددررجة جیيددةة جدداا في االاختبارر

ااحلل ھھھهذذاا االووضع أأفضلل منن االططرریيقة االتي ااختررتھها. كانن منن االممكنن اانن ااذذھھھهبب االى االمعلمم للمززیيدد منن شررحح 
قبلل االاختبارر أأوو حتى لوو بحثتت في ھھھهذذهه االمسألة أأكثرر منن ما فعلتت. لمم ااكنن أأفكرر ووفعلتت ما فعلتھه في ذذلكك 

-اا ھھھهوو االشيء االصحیيح االذذيي یينبغي لي فعلھه. أأعتقدد أأنن ھھھهناكك نووعانن منن االناسس في االعالمم االووقتت معتقدداا أأنن ھھھهذذ
- االناسس االذذیينن یيتعلموونن االددررسس االططرریيقق االسھهلة ٬، وو االناسس االذذیينن یيتعلموونن االددررسس بالططرریيقة االصعبة وو أأنا قدد  

 تعلمتت بالططرریيقة االصعبة بالتأكیيدد.
حظظووظظیينن جدداا لأنن االحكوومة كنتت تحاوولل تجرربة ھھھهناكك شیيئا آآخرر جعلني قلقق أأنا وو فصلي لمم نكنن م      

ددررجاتت منن االسنتیينن بررنامج جددیيدد في عامنا. ووكانن االبررنامج االتجرریيبي أأنن االمددررسة نخررحح متووسطط 
االأخیيررتیينن منن االمررحلة االثانوویية. ووقدد ثبتت ھھھهذذاا االبررنامج االتجرریيبي اانھه فاشلل وو تمم اایيقافھه في االعامم االتالي٬، لمم 

نن فیيھه فائددةة لي لأنني لمم یيكنن لدديي ددررجاتت عالیية جدداا في االعامم االماضي ٬، یيكنن یيستفیيدد منھها االططلابب. لمم یيك
حیيثث عنددما تمم جمع االسنتیينن ااذذىى ذذلكك بالاططاحة بمستوويي االكلي. في ذذلكك االسنة كانن علیينا أأنن نأخذذ 

ااختبارریينن: ااختبارر االقددررااتت وو ااختبارر االقیياسس ٬، وواالتي كانتت منن االمتططلباتت. بعدد أأنن أأنھهیيتت منن االمددررسة 
قمتت بالتقددیيمم  إإلى كلل االجامعتت في االمملكة االعرربیية االسعووددیية حتى ااني تقددمتت على عددةة  االثانوویية ٬، 

جامعاتت لمم ااكنن اارریيدد االذذااھھھهبب االیيھها ٬، وولكنن قمتت بذذلكك على أأیية حالل. ووكانتت عملیية كالاتي : ررتبب 
االتخصصاتت كالاتي منن االافضلل االى االاسووء حسبب االررغبة٬، ووبسببب سووء حظظي تمم قبوولي في ااخرر خمسس 

االتي لمم أأكنن أأرریيددھھھها لاكنن تفددمتت بھها فقطط لمللء االفررااغغ في بعضض االأحیيانن في االحیياةة قدد لا تحصلل  ااختیيررااتت
على ما تتمنى ٬، ووكلل ما یيمكنكك االقیيامم بھه ھھھهوو االتأقلمم مع ذذلكك ووجعلھه أأفضلل ما یيمكنن. إإذذاا لمم تصتططیيع االعیيشش 

لددیيكك االمززیيدد منن مع ما قدد حصلتت فقطط ااذذھھھهبب االى االبدداایية وواابددء منن جددیيدد ٬، بحیيثث ھھھهذذهه االططرریيقة یيكوونن 
 االخبررةة.

لمم یيكنن لططیيفا ٬، وولكنن كانن علي االاختیيارر االأفضلل منن االأسووأأ ٬، لذذلكك ااضططررررتت للذذھھھهابب االى كلیية سیيئة      
للغایية في ووسطط االصحررااء لأنني أأررددتت أأنن ااتخصصص في شيء أأحبب تخصصص قدد یيأمنن لي حیياةة جیيددةة في 

ددلا منن عددمم االذذھھھهابب لأيي جامعة.وو كانتت االمملكة االعرربیية االسعووددیية. قررررتت أأنن أأذذھھھهبب إإلى االجامعة سیيئة ب
االررحلة االى االجامعة بالسیياررةة ااثنا عشرر ساعة. بعدد أأنن ووصلتت ھھھهناكك ٬، ووررأأیيتت االمكانن صددمتت بنا ررأأیيتت. لمم 

أأكنن أأعررفف أأنن ھھھهناكك مكانا سیيئة مثلل ھھھهذذاا االمكانن في االمملكة االعرربیية االسعووددیية. ھھھهناكك بعضض االناسس لا 
. بددتت االمددررسة كأنما ضرربھها صاررووخخ ووجمیيع االصوورر االتي یيززاالوونن یيعیيشوونن في مناززلل مصنووعة منن االططیينن

ررأأیيتھها في االمووقع صوورر قددیيمة. لمم أأستططع االبقاء ھھھهناكك لأنن االمكانن كانن تعیيسا. ووااضططررررتت االى االعووددةة االى 
مددیينتي. كانن االجمیيع ھھھهناكك ووقحا للغایية لأنني لمم أأكنن منن نفسس االمددیينة وو لمم ااكنن منن نفسس االعائلة. كانوواا 

نن لي نفسس ااسمم االعائلة االذذيي لددیيھهمم ٬، عنصرریية في بلدديي وو منن شعبي ٬، ووھھھهوو أأمرر لمم أأكنن یيكررھھھهووني لأني لمم یيك
أأعررفف بووجووددهه أأوو حتى االتفكیيرر اانھه منن االممكنن. بقیيتت ھھھهناكك لمددةة شھهرر ووااحدد ٬، كانن ووااحدداا منن أأسووأأ االشھهوورر 

للذذھھھهابب في حیياتي. أأوولا, لمم ااستططع ووجوودد مكانن للاقامة لمددةة أأسبووعیينن  ٬، وومنن ثمم كانن علي االبحثث لووسیيلة 
االى االكلیية. قضیيتت معضمم االووقتت في مشاھھھهددةة االتلفززیيوونن في االمنززلل أأوو تناوولل االططعامم. كانن لي صددیيقا ووااحدداا 
فقطط ااتى معي منن نفسس االمددیينة. قدد كنا في بدداایيتت االفصلل االددررااسي ٬، لذذلكك لمم یيكنن لدديي االكثیيرر منن االووااجباتت 

بب منن االصددیيقق االووحیيدد االذذيي لدديي أأصبحنا االمنززلیية. أأنا فعلتت االشيء االووحیيدد االذذيي یيمكنن أأنن أأفعلھه.ووھھھهوو االتقرر
أأفضلل االأصددقاء. ووأأصبحنا نددعمم بعضنا االبعضض إإذذاا كنتت بحاجة لھه سووفف یيأتي مسررعا ٬، ووإإذذاا كانن ھھھهوو 

بحاجة لي سووفف اافعلل نفسس االشيء لھه. أأنا كررھھھهتت االمكانن ٬، وولكنن على االأقلل خررجتت منن ھھھهناكك بشيء ووااحدد 
 جیيدد ٬، صددیيقق جیيدد.

لمكانن وو منن نفسس االمددررسة ٬، وو منن نفسس االتقالیيدد. تقلیيدد ووااحدد على ووجھه أأناوو صددیيقي ااتیينا منن نفسس اا      
االخصووصص االذذيي جعلني اانا وو صددیيقي مقھهوورریينن. في االمملكة االعرربیية االسعووددیية االأسبووعع االأخیيرر منن 
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best friends. We got each other’s backs. If I needed him, he helped me, and if he 
needed me, I would be there for him. I hated the place, but at least I got out of 
there with one good thing, one good friend.      

My friend and I came from the same place, same high school, and same tradi-
tions, one tradition in particular that made my friend and me nervous. In Saudi 
Arabia the last week of high school determined our whole education life, and my 
whole life in general. In my math exam I was going to cheat, and that made me 
feel really bad about myself. I said that I would never do it again and I would 
try my best in every exam to get the best that I can because even though I didn’t 
cheat I was going to. The idea itself was bad enough, and I said to myself I would 
never sink so low again. In life everything is connected, and if you do one thing it 
will affect your whole life. I was thinking “what if I changed that moment in my 
life where would I be? What would my life be like? Would I ever have come to 
the U.S?” Life is like domino, and if you knock one, others will fall too; you just 
have to pick the right one to push.   

I’m not trying to give myself any excuses, and I know what I was trying to do is 
wrong and I should never have thought about it. I was under pressure from ev-
erybody, my father, uncles, both of my grandmothers. But the person I was most 
afraid to disappoint was my mother. I was so afraid to fail that exam because 
everybody had so much hope in me. They say, “Fahad is the smart one. Fahad is 
the one who is going to be a Dr.” Everybody wanted me to be a doctor; it was not 
my desire, but I was willing to be a doctor just to make everybody happy. Every-
body in Saudi Arabia thinks that the best thing that you can be is a doctor. I did 
not want that. I know it is cool to help other people and try to save lives, but the 
look of blood makes me feel sick. 

In the end, life is what you make it. Everything in the past has fallen in position 
to make me the person that I am now. Everybody makes good choices and bad 
ones. In my life the cheating moment was not my best. It was one of the worst. I 
have been in a position that nobody would ever want be in: in a very bad col-
lege, hated by everybody. I let other people’s desires control me just to make 
them happy. I know now that all that matters is my happiness because I’m the 
one who’s going to live with that choice not them.  I was so afraid of failure that I 
took the risk of cheating. For a long time I thought being placed in a bad univer-
sity was a result of my trying to cheat. I don’t have much experience. I know that. 
I am still young, but all I know is if you do something you like you will keep on 
doing it and be successful in it.  A wise man once said, “life is like a building. It 
could take a while and you have to do it brick by brick, but if you do it right it 
will be strong and stay forever.”
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 االخیيارر خاططئ
 فھهدد االمھهددلي

 
خلالل االأسبووعع االأخیيرر منن االددررااسھه في االثانوویية ٬، حجززتت نفسي في غررفتي ٬، وولمم ااخررجج إإلا لأكلل      

االططعامم أأوولشرربب االماء أأوو لذذھھھهابب للحمامم. في ذذااكك االأسبووعع كنتت متووترراا جدداا ٬، ووأأنا جعلتت كلل منن في االبیيتت 
االتلفززیيوونن ٬، قائلا : متووترراا معي لأنني كنتت اارركضض ااقوولل لھهمم االحفاظظ على االھهددووء ٬، ااقططع علیيھهمم مشاھھھهددةة 

"إإنھه اامتحاناتي االنھهائیية! ااذذاا لمم اانجح سأعملل في ماكددوونالددزز! "االشيء االووحیيدد االذذيي كنتت قلقا منھه ھھھهوو اامتحانن 
االرریياضیياتت االنھهائي. ااشترریيتت ثلاثث نسخ منن االملخصص االمددررسي : ووااحدد لكتابھه مع االمعلمم ٬، وو ااثنانن ااخرریينن 

ددیية خلالل االاختباررااتت االنھهائیية االمعلمیينن یيقددموو لنا كتبب لأكتبھهمم في االمنززلل. في االمملكة االعرربیية االسعوو
ددااررسیية خاصة فقطط للامتحانن االنھهائي. حتى ااني عیينتت معلمم خصووصي فقطط لماددةة االرریياضیياتت. كنتت أأنا 

االووحیيدد فقطط في االمنززلل االذذيي كانن لددیيھه اامتحاناتت نھهائیية في ذذااكك االأسبووعع ٬، قدد تخررجج جمیيع أأشقائي ووشقیيقاتي 
أأوو كانوو االمددررسة االابتدداائیية ٬، لذذلكك كانن االشخصص االووحیيدد االذذيي كانن علیيھه ضغطط نفسي في االمددررسة االثانوویية 

في االبیيتت. حجززتت نفسي في غررفتي لما یيقرربب ثلاثة أأسابیيع اانظظرر في نفسس االجدداارر ٬، وواالفووضى في االغررفة 
 كنتت تثیيرر جنووني. أأررددتت تنظظیيفف االغررفة وولكنن لمم یيكنن لدديي االووقتت. ما ززلتت أأذذكرر رراائحة االغررفة ؛ ". رراائحة
االفووضة"  ھھھهناكك االعددیيدد منن االعناصرر االتي ساعددتني للووصوولل إإلى االمكانن االذذيي أأنا فیيھه االآنن ٬، االسنة االأخیيررةة 

منن االمررحلة االثانوویية ووااختیيارر االجامعة االمناسبة لي ھھھهما شیيئانن ااثنانن منن االعووااملل االررئیيسیية االتي ذذاالكك. في 
علني االررجلل االذذيي أأنا ھھھهوو االآنن. ررجلل ررأأیيي محاوولة االغشش في االرریياضیياتت وو ااختیيارر االجامعة االمناسبة لي ج

االحكیيمم قالل ذذااتت مررةة "االحیياةة مثلل االمبناةة ٬، قدد یيستغررقق بعضض االووقتت للبناء لكنن إإذذاا كنتت تبنیيھه جیيدداا وو بططرریيقة 
 صحیيحة ستبقى قوویية االى االابدد".

بلدديي كانن اامتحانن االرریياضیياتت في االیيوومم االأوولل منن االاختباررااتت االنھهائیية. ووھھھهوو ووااحدد منن تقالیيدد في      
مددااررسس االسعووددیية لماددةة االرریياضیياتت اانن تكوونن في االیيوومم االأوولل. أأنا لا أأعررفف لماذذاا ٬، ووأأنا لا أأحبب ذذلكك ٬، اال

ووأأعتقدد أأنھه یيجعلنا أأكثرر متووترراا. في ذذلكك االیيوومم ااستیيقظظتت في االرراابعة صباحا ووأأنا مستعدد لجمیيع ما في االكتابب 
ااتمكنن منن فھهمھه, عنددما كنتت  بأكملھه ٬، وولكنن لیيسس لسؤؤاالل ووااحدد. ووكانن ذذااكك االسؤؤاالل صفحة وونصفف٬، ووأأنا لمم

أأددررسس لأختبارر كانتت ااحسھه ططوویيلل جدداا ووصعبب. كانن ذذااكك االسؤؤاالل یيثیيرر جنووني٬، لذذلكك كملاذذ أأخیيرر قررررتت اانن 
أألجئ للغشش. ووكنتت قدد حضررتت أأفضلل خططة ٬، لذذلكك كتبتت االاجووبة خلفف االآلة االحاسبة بقلمم االررصاصص حتى 

لمعلمیينن تأكددوواا منن أأنن یيفتشوواا االجمیيع. لمم یيثقوو لا یيستططیيع أأحدد أأنن یيررااھھھها منن بعیيدد. قبلل أأنن نددخلل للاختبارر اا
بنا. لذذاا كنتت أأحاوولل أأنن ااكوونن بارردد االاعصابب. مشیيتت في بثقة ٬، ووظظللتت أأقوولل لنفسي : "لا تنكشفف." ثمم 

مددیيرر االمددررسة االقلى نظظررةة في ااتجاھھھهي ٬، فقلتت لنفسي "لقدد ررأأني! " لكنھه لمم یيررااني"  كانتت قرریيبة أأووفففف ". 
ارر أأووررااقق االاختبارر خائفا. بعدد فتررةة سلموواا االاووررااقق. أأخذذتت نظظررةة سرریيعة ووھھھهكذذاا كنتت في مقعدديي في اانتظظ

خلالل كلل االاسئلة. ثمم تووقفتت, لقدد ررأأیيتھه : االسؤؤاالل االووحیيدد في االكتابب كلھه االذذيي لمم أأستططیيع أأنن أأفھهمھه. قلتت 
قطط لنفسي : "ااترركھه حتى االنھهایية." اانتھهیيتت منن االاختبارر بأكاملھه ٬، ووكنتت االاسئلة سھهلة. كانن لي سؤؤاالل ووااحدد ف
متبقي في االاختبارر. تططلعتت حوولي لططلابب آآخرریينن. كانوو في تفكیيرر عمیيقق. بدداا االبعضض منھهمم كما لوو كانوواا 

یيعررفوونن كلل ما في االاختبارر ٬، ووبعضض بددوو كأنھهمم ضائعیينن في االاختبارر ؛ أألقیيتت ااخرر نظظررةة لأررىى اایينن االمعلمم. 
نن اایينن ووررآآني. االخططة كانن منن "حسنا ھھھهوو بعیيدد االانن سفعلل ھھھهذذاا. "بددأأتت للتوو بالغشش ثمم جاء معلمم لا ااعلمم م

االممكنن اانن تعملل إإذذاا لمم أأكنن في شددةة االتووترر ٬، ووأأنا لمم اافعلل ھھھهذذاا منن قبلل. ووقالل : "فھهدد ٬، لمم ااعتقدد اابدداا اانكك 
ستفعلل ذذلكك. أأنتت ططالبا جیيدد ٬، لمم ااتووقع ھھھهذذاا منكك ٬، أأنا لنن أأررسبكك في االاختبارر لكنن سووفف ااصاددرر االالھه 

نا لنن أأفعلل ذذلكك مررةة أأخررىى. نظظررتت إإلى ھھھهذذهه االمسألة االحاسبة منكك. "شعررتت بالخجلل منن نفسي ووقلتت أأ
ووكنتت سووفف أأجنن ٬، وولكنن بعدد ذذلكك أأددرركتت أأنني حفظظتت االصیيغة للمسألة ددوونن أأنن أأووددرركك ذذلكك. لقدد كتبتھها 
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Fahad’s Reflection on Translingual Writing Project

When you were first assigned the education narrative in your ENGL 101 class, 
what did you think about that genre of writing? Had you had previous experi-
ences with it?
First, I have never done something like this in my life, not about my life at least. 
The genre was interesting to write. It was something new. 
 
How would you describe the experience of writing that essay in English? (Did 
you translate from your native language?)
No, I did not translate it from Arabic. I might have done some translation in some 
of the thoughts and the speech between me and the teachers, but that’s all.
 
How would you describe the experience translating your essay into your native 
language?
It was harder than I thought it would be. I kind of somehow forgot how to ex-
press myself in my own language and the difference between the keyboards was 
making me crazy.  
 
How do you think your essay would be evaluated if you had written it in your 
school in your native country?
I think it would not have been as hard as it is now because in my country they do 
not really care about grammar or the punctuation as much as they do here. 
 
What do you think/how do you feel/did anything surprise you about the final out-
come of your essay in your native language?
I got a good grade on it, so that was nice, and really if someone told me two years 
ago that I would write a whole essay in English I would say “get out of here”.
 
How would you describe this whole experience of writing for publication in both 
English and your native language, of translating back and forth?
It was different. I’ve never done it before, and it was nice to see the difference 
between the two languages because really if you don’t translate it right and check 
it, it would mean a whole other thing. 
 
What changes, if any, would you make to your essay in English? Why?
I made a few changes on the essay by adding extra explanations because when I 
looked at it again I saw that I missed a few details that changed the idea for some 
people.
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What changes, if any, would you make to your essay in your native language? 
Why?
First, I would not write it in a formal way [classical Arabic]. That would have 
been much easier for me, but if I did  [write in my own Saudi dialect], no one but 
Saudis will understand it. 
 
Any final thoughts/comments?
I want to really thank you for giving me this chance to write for you. It just made 
me feel special. Thanks again.
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Two Teachers

Xiuzhi Fan
ACCESS Student, China 

I looked at the photos. One of them was my favorite picture of my mom. She 
wore a patterned high-neck sweater. The light makeup on her youthful face made 
her as beautiful as the coming spring. However, it was her warm smile on her red 
lips, on her healthy face as well as in her bright black eyes that let me feel the 
cold winter was getting away from me. Her long black hair was swept up elabo-
rately, but I knew how smooth and straight it is. One of my favorite activities 
when I was young was playing with her beautiful long hair. She was my mom 
when she was 26 years old and I was still a little girl puzzled about the world. 
The other picture was of my grandaunt. She looked much younger than her age, 
probably because of her regular healthy daily life and her well-respected career 
dealing with active students. She had black dyed and curly short hair. Her black 
eyes on her thin and wrinkled face were always concentrated and shining with 
thinking and wisdom. She wore a pair of old fashioned wire-rimmed presbyopic 
glasses when she was reading newspaper or correcting students’ papers. Her 
smile was peaceful, just like her patient temperament. When I understand myself 
better, I saw myself through these two women. The more I grew up, the more I 
appreciated what they did for me. 

My mom liked her things to be organized and clean just like how she took take of 
her appearance. She cleaned house everyday. The checkered tile floor was always 
shining and cool. When summer came, my slippers often disappeared mystically 
because I so enjoyed running around with my bare feet on the cool floor. Things 
in the house were always in their right place because mom told me everything 
had to go back to its own house just like every kid went back to their own home. 
Since I stayed around my mom all the time just like a dragon protected its 
treasure, I was influenced strongly by her personality. I learned how to do house 
work since I was around 5 years old even though I was shorter than a broom. I 
liked to spend time organizing my room and my work which make me feel proud 
and comfortable. 

Actually her personality not only impacted my daily habits but also my study 
habits. I started to practice writing easy Chinese characters and solving simple 
math questions instead of playing all the time after I went to preschool. My 
handwriting was confusing. Strokes were missing and shaking. The homework 
sheets were dirtied by pencil lead and finger prints. I didn’t care how they looked. 
However things got changed when my mom taught me how to write well by 
holding my hand in hers. I remembered on a hot summer afternoon I was ‘draw-
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ing’ Chinese characters while laying my head on my left hand. Mom showed up 
behind me, looked at my writing and said in surprise, “Wow…your writing is like 
a multicolored cat.” I looked at her nervously because every time when I made 
myself dirty she would say I looked like a multicolored cat. She held my right 
hand with my pencil in it and started to write slowly. I saw beautiful and clear 
characters come out under our hands which looked exactly like those my teach-
ers wrote on the blackboard. She said, “Think that the character is a person you 
created. Your handwriting missed some stokes just like a person missed arms and 
legs. Your paper sheet is dirty just like a person who has to live in a dirty house. 
You don’t want to lose your arms or legs, or live in a dirty house right? Neither 
do your characters.” Back at that time I didn’t really know why mom said char-
acters as a person, but I knew it was a very serious thing if I lost my arms or legs, 
or mom didn’t clean house anymore. Therefore, I tried to write as neat as I could, 
and used my eraser like my mom’s mop. 

After I grew up I still insisted on neat handwriting, not because of the childish 
explanation my mom told me, but because of the real meaning I got out from 
her words. There is an Chinese idiom “ ” which means “the style is the 
man.” A person’s handwriting style showed what kind of person he is. Therefore 
my handwriting shaped a part of my personality. Since I imitated my mom’s 
handwriting at the very beginning of my learning, I inherited a part of her person-
ality. 

When I went to 4th grade, I had bad grades at school and my parents were too 
busy to take good care of my study because of their bigger business and my 
growing sister. They send me to live with my grandaunt. She was an elementary 
school Chinese teacher at that time. I could only go back home on weekends 
and had to leave on Sunday night. That was the saddest moment I felt in my life 
at that time. No matter how often my parents told me it was good for me, I felt 
I was abandoned. There was no worse thing I can image than living away from 
one’s parents at that age. Every Sunday night when I walked towards grandaunt’s 
house away from parents’ car, my loneliness emerged and spread like the dark 
night, and tears were dropped like those stars in the sky. However, looking back 
now, I have to thank them for this decision. It was my mom who led me to shape 
my fundamental personality, but it was my grandaunt who led me to search a big-
ger world and pursue wisdom. 

I could not write well at that time. I wrote slowly, lacked central ideas and used 
common words. My writing was just a piece of boring records. I hated writing 
and didn’t see any value in it. I had to write a weekly journal as weekend home-
work at that time. I always felt I had nothing to write about because everyday 
was repetitive and not special. But my grandaunt spent hours with me every time 
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when I wrote. She told me everything had its special meanings and anything 
around me could be my sources and inspirations as long as I open my eyes, my 
mind, to see a bigger world, such as my granduncle’s cooking, the flower down-
stairs, or the farm field outside of the window. 

Once when fall came, I had to write an essay about the season. I always liked 
fall, but I hated it now because I had to write a weekly journal about it. I wrote 
down my first sentence which was, ‘I like fall.’ Then I added ‘very much.” I 
looked at the sentence for long time, but didn’t know how to continue. I asked to 
my grandaunt, “What can I write? Fall is fall, with yellow leaves, cool air…” She 
was helping me to make a structure of my paper, “You can think about describ-
ing a specific thing to show the fall in your mind.” I said agonizingly, “I know, 
but I don’t know what to write.” Grandaunt suggested, “You can consider things 
just around you, something you can see, something you are familiar with, some-
thing you have real feelings with and can come out naturally from your heart.” I 
looked outside. Several trees were there. Most of them had yellow leaves already, 
but some of them were still green. I know yellow leaves means fall, but a leaf 
was such a small thing. How can I write the whole fall about it? I had no answer 
and turned my eyes to others. Then I noticed there was a farm field! Crops grow 
really well. I pointed outside so surprised and happy, “Look! Grandaunt, harvest! 
That means fall.” She looked happy that I found a good thing to write, “So how 
are you going to write about it?” I thought it was easy because the farm looks big. 
However again I was stuck with only one thing to say, “crops were yellow, farm-
ers worked hard in the field.” Grandaunt stood up and said, “That’s not enough, 
you need more detailed description. But don’t worry. Let’s go to the farm field 
and you will find lots of inspirations. Remember use your eyes, your mind as 
well as your heart.” 

She took me to the farm field and let me pay close attention to things I saw. I 
walked in the field. It was so different looking at it from inside. I could see the 
paddy’s beautiful golden color, full and heavy grain liked golden unborn babies 
who wanted to come out. I could smell the pleasant smell of it and the soil, also 
the green and yellow wild grasses with scattered wild flowers. When the wind 
came, I felt it is waving and smiling to me. At that moment I suddenly under-
stood why farmers had smile on their face although they had to bend down and 
slice the paddy with sickles for hours every day under the flaming sun. I looked 
around the farm field carefully with the joy in my heart and the smile on my 
face. I really felt fall was with me and in my heart now. I had so many things and 
feelings I wanted to write down, to share with others. I went back and started to 
write quickly under the push of passion. After I wrote down all the thoughts in 
my mind, grandaunt also tried to lead me to give it a structure with a clear central 
idea and taught me sentence by sentence how to correct grammar and spelling 
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mistakes, how to use beautiful and appropriate words instead of oral words, and 
at the end how to have an attractive title and introduction, and a powerful ending. 

Grandaunt not only made me work hard at school work, she also gave me many 
extra training sessions. Every time when we took a walk, she described the things 
we saw for me and made me think and practice as well. She really taught me how 
to observe, discover the interesting side of the world and the life around me, how 
to connect this with my writing, make my writing alive, and how to let beauti-
ful writing become a tool, a way to express myself. She made me open my mind 
of thinking and questioning the world, and also made me interested in the art of 
description. I noticed writing can make things alive, just like a process to create 
a world of myself. It was great joy and success of a writer that readers could not 
taste.

The other day, I knocked on my sister’s door. She was sitting in front of her desk 
which is supposed to be white. I walked closer to her. She was doing her sum-
mer homework. I noticed she had neat handwriting but very different than mine. 
She stopped doing homework and looked at me happily. I was welcomed to visit. 
I put my hand on her shoulder and smiled to her, “Good job, you are studying.” 
However, before her smile got bigger, I spoke again, “Buuut, there is one thing 
more important I want you to do before you start to do your homework again---
Clean your room.” She suddenly bent over the desk and looked at me with an im-
ploring glance, “ohhh nooo…can I do it after I finish my homework? Please…” 
I looked at her funny face and refused her request, “Nope. You have to do it now. 
Look at your room: The quilt is unfolded; clothes are thrown around on the bed; 
books, study tools and little game stuff are everywhere; trash isn’t in its place, 
and you know what, your desk is black now. I don’t think you can really con-
centrate on study in such a messy room. Clean it up and I will look at you.” She 
looked totally down now. She answered me in a weak voice, “ookayyy…” 

I sat on her wide windowsill and looked at her organizing things little by little. 
The sunshine was bright but not that strong. Some cool gentle wind blew to me 
from the air conditioner. I looked at her childish face and saw it generally cov-
ered by another face in my memory—a similar childish face, familiar, little bit 
strange and far away. At the moment, I felt it was me who was a little girl and 
was cleaning the room carefully. I was taught to clean my room by my mom 
when I was little, and how interesting and amazing it was that I was teaching 
my sister do the same thing now. However, at the same time, I noticed she was 
not me. She was organizing her room in a different way than I would. She was 
growing into a different person, and was going to have her own idea of how life 
would be. We were two intersecting circles that had our own spaces or surround-
ings although we were a part of each other’s lives and shared similarities. That’s 
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probably a part of the reason why my sister gets along with me better than with 
my mom. I didn’t think she was a smaller circle inside of mine and tried to have 
control. She was an independent existence in the world just like I considered 
myself to be. That’s one of the forces of seeing a bigger world that I understood 
from my grandaunt. I leaned my head on the window and looked down outside. 
People looked small from the thirteen floor, but I was thinking how big these 
people are and how small I am in someone’s eyes.  
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Xiuzhi’s Reflection on Translingual Writing Project

When you were first assigned the education narrative in your ENGL 101 class, 
what did you think about that genre of writing? Had you had previous experi-
ences with it?  
The education narrative was my first English narrative writing; most of my other 
writings were research papers or academic papers. It was a very special experi-
ence to write the education narrative. I hadn’t known how to write a good nar-
rative in English at all before I was taught step by step in the ENGL 101 class. I 
also had thought the narrative writing in English would be similar to the narrative 
writing in Chinese, and the only difference was the language, but after I start to 
revise my first draft, I realize they were different.

How would you describe the experience of writing that essay in English? (Did 
you translate from your native language?) 
Sometimes, during my education narrative writing, I had to translate both lan-
guages and the way of thinking from my native language. Because the education 
stories I wrote about what happened in China, I had to think about the stories in 
Chinese first and then translate or change the expression into English. When I 
used the Chinese idiom“ ” which means “the style is the man” in my 
narrative, I had to write many sentences to explain the meaning of it and addi-
tionally explain how did it connect to my topic.

How would you describe the experience translating your essay into your native 
language? 
Translating the narrative into Chinese was harder than I thought it would be. It 
was not just changing English into Chinese, but it was almost another draft with 
similar meaning and different description. The big structure or ideas of the article 
were not changed, but the details or the ways of expression were totally changed 
because Chinese grammar, Chinese characters and punctuation are used very 
differently than English; therefore, most of sentences would not make sense or 
sound strange if translated directly. So I have to consider sentence structures and 
pick up appropriate Chinese words all over again. It took me lots of time to do it.

How do you think your essay would be evaluated if you had written it in your 
school in your native country? 
I think the education narrative would still be a good article if I write it in my 
school in China because it had deep thoughts and beautiful language. The only 
thing I am not sure is that I don’t know if people can understand my idea through 
my narrative or not because I didn’t write narratives by “showing, but not telling” 
before. I really like and agree with the idea-show but not tell-but I was always 
told to point out or to tell people the purpose at the end when I write in Chinese. 
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But, I also think it’s probably a universal advanced writing skill because when I 
study famous Chinese authors’ articles, they used this skill in their writing and 
that’s why their writings are hard to read. 

What do you think/how do you feel/did anything surprise you about the final out-
come of your essay in your native language? 
I was surprised by all the changes I made in the Chinese version. I added more 
adjectives and adverbs when I wrote in Chinese, and I also used many differ-
ent verbs for the same meaning because I know more Chinese characters than 
English vocabulary. I canceled same sentences because they were repeating if 
translated into Chinese, or they were common sense for Chinese and I don’t have 
to explain it. In the English version, for example, I used the fourth paragraph to 
explain the meaning of the Chinese idiom “ ” and the purpose of using 
it, but when I translate this it into Chinese, I cut it into only three sentences and 
combined it into the third paragraph because Chinese people all understand this 
idiom.

How would you describe this whole experience of writing for publication in both 
English and your native language, of translating back and forth?
Translating the article from English into Chinese is not easy or simple, because 
it is a thing more than just language. When I wrote the English essay, I clearly 
knew that my audiences were English-speaking people; therefore, although I was 
thinking in Chinese for my narrative stories, I structured and organized these 
stories into a form that English-speaking people could understand. When I was 
translating the English essay into the Chinese version, my audience should be 
changed from English-speaking people into Chinese as well. It is not just a word 
that was changed English vocabulary into Chinese characters-I had to make sure 
my new audience would understand the meaning in my article, not only through 
the narrative stories but also through the way I wrote them. Changing audience 
could make the article be valued differently, especially when English-speaking 
people and Chinese people have very different cultures and social values. But it 
was impossible for me to make a new article structure that totally fits the right 
Chinese audience, because it will become too different from the original English 
version. I only could pick up words and shift sentence structures carefully to lead 
the article into the form or the meaning that Chinese people could understand. So 
it is hard for me to make sure my Chinese audience could understand the mean-
ing of my article based on a structure that is formed for English-speaking people.  
But my Chinese friends said the Chinese version has no problems and they can 
understand it. So probably I worried too much about it just because it is the first 
time I wrote for publication in America.
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What changes, if any, would you make to your essay in English? Why? 
I wouldn’t make any changes to the English version except grammar because I’m 
not sure my changes would make it better or worse.

What changes, if any, would you make to your essay in your native language? 
Why?
I changed a lot on the Chinese version, and if I had more time, I would even 
change it more. I changed and added many verbs, adjectives, adverbs in the Chi-
nese version, and I also move the words around in sentences to make the Chinese 
grammar correct. Also because Chinese grammar is easier and freer than English 
grammar, I had more space to change sentences and words in the Chinese ver-
sion. About the content, I didn’t change it in the Chinese version. 

When I wrote the English version, I followed “show, but not tell”. If I had more 
time when I translated, I probably would write some new sentences to “tell” 
audiences my purposes in the Chinese version. But because I wasn’t sure if the 
changes would be smart or bad, I didn’t make it changes.
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The Global Roots & Campus Dynamics Project: 
Exploring Identity, Representation, and 

International Flag Policy 
Patricia A. Maulden

School for Conflict Analysis and Resolution  

Introduction 

George Mason University takes pride in campus diversity among students and 
faculty. This article, based on the University Life Fellowship Project, Global 
Roots & Campus Dynamics: Exploring International & University Linkages, 
provides a brief examination of some challenges of that diversity through the lens 
of individual and national identity represented by flags as part of Mason Interna-
tional Week. The essay begins with an overview of the project, discusses flags as 
focal points for symbolic group representation, and then moves to challenges of 
diversity and identity.

Overview of Project

In recent years, flags as part of George Mason University International Week 
have engendered conflicts between students, faculty, and groups representing 
countries or regions struggling with emerging nations and separatist movements. 
In an effort to explore these conflicts and the reasons behind them, this Project 
presented three panel discussion and dialogue events examining the (1) dynamics 
of emerging nations and separatist movements, (2) individual and group engage-
ments as they impact identity construction, and (3) the political and emotional 
strength of flags as symbolic representations of individual and group identities, 
aspirations, and concerns. In evaluation documents, students and faculty partici-
pating in the series reported gaining increased understanding of flag-related iden-
tity and representational issues through panel presentations. In addition, partici-
pants remarked that, as part of the dialogue portion of each event, they acquired 
additional insights through exploring and analyzing differences in perceptions, 
opinions, and approaches to flag concerns during Mason International Week. Al-
most half of the participants expressed significant concerns regarding University 
policy directed at clarifying the issues of flags carried in the Parade of Flags as 
well as the flags displayed in the Johnson Center. At the conclusion of the series, 
the evaluation responses and participant comments during dialogue sessions 
informed suggestions made in the final report. To date, some of these suggestions 
have been implemented and some are pending further consideration. For exam-
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ple, all students may carry their flags during the flag parade. As evidenced in pre-
International Week protests, Facebook group activity, and the petition signed by 
320 students to include the Palestinian and Kurdish flags among those hanging in 
the Johnson Center, however, the issue has not, as yet, been completely resolved.

Flags as Focal Point

The project overview, above, presents a straightforward description of the 
three events and the outcome for this year’s International Week. The intragroup 
dynamics of each event, however, brought several deeper, more complex issues 
to the fore – issues that very much impacted student reaction to the flag policy 
announcement. Flags can be considered as vehicles for meaning, whether the 
objectification of culture or nationalist discourse contextualized in flag design, 
coloring, or symbolic representation of a particular history. For students from es-
tablished nations (Department of State I-20 classification) to accept flags from ar-
eas of that nation seeking to emerge as independent states presents several dilem-
mas. For example, they might have to first struggle with concerns regarding the 
dilution and loss of national and perhaps individual identity and prestige as well 
as the subsequent negation of established territorial boundaries and historical dis-
tinctions. Students from non I-20 areas that are seeking state status, on the other 
hand, encounter a different set of challenges as they struggle to display their own 
flag as representation of who they consider themselves to be. In this case, the flag 
represents hope for the future and the consolidating of a new national and indi-
vidual identity. Part of this process involves the delineation of formal boundaries, 
legitimization of historical distinctions, and eventual international recognition of 
both. As these sets of seemingly intractable positions play out on the campus of 
George Mason University during International Week, flags become reflections of 
cultural and political narratives. Students from emerging nations want to carve 
out a political space for their history, identity, and hope for the future. Students 
from established nations want to maintain and reinforce their existing political, 
cultural, and historical domain. In consequence, symbolic activities such as flag 
parades allow individuals to behaviorally communicate their identification with 
a national or emerging group linked to a set of particular political, historical, and 
cultural dynamics. Symbolic demonstrations, for example flags displayed in the 
Johnson Center, celebrate the legitimization of particular political, historical, and 
cultural forms. As was mentioned during the dialogue sessions, to deny indi-
viduals access to these activities or demonstrations can be seen as denying these 
individuals’ identity.
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Diversity and Identity

During International Week, diversity and identity configure and reconfigure as 
students determine what aspects of their multi-faceted identity framework be-
come most important. Students who are now United States citizens, for example, 
feel drawn to their origins, expressing pride in countries in which they perhaps 
once resided or from which their family emigrated. Other students express their 
identity with particular sections of a country or cross-border region that shares 
cultural, linguistic, and historical ties, often manifesting in the form of emerg-
ing nations or separatist movements. Students not from the United States, those 
carrying I-20 passports, may feel aligned to their country of origin or perhaps 
to a section of that country as an emerging nation. Allowing venues for repre-
senting each of these diverse personal and emotional constructions of identity 
during International Week proves extremely challenging. No less so when one 
identity’s representation seems to threaten another identity’s representation or 
when acknowledgement of a symbol from one group can be seen as delegitimiz-
ing the symbol from another group. These dynamics all play out against a back 
drop of the George Mason University Mission Statement, in particular the value 
of encouraging freedom of thought, speech, and inquiry in a tolerant, respectful 
academic setting that values diversity. 

Conclusion

This short essay begins a wider discussion of not only what diversity means but 
also how that diversity may be more fully recognized – actually and symboli-
cally. The Global Roots project served as a point of departure for further dialogue 
within and between groups and individuals among the George Mason community 
as we strive to live up to the values expressed in the University Mission.
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Multilingual Users of English at 
Mason: A study

Karyn E. Mallett
Ghania Zgheib

English Language Institute

In 2010, partially in response to the established interna-
tionalization goals of 2008, the Center for International 
Student Access (CISA) was formed out of the Provost 
Office.  CISA, in partnership with the English Language 
Institute (ELI), is piloting a new, year-long undergradu-
ate academic program—ACCESS—during the 2010-
2011 academic year.  In terms of enrollment projections, 
CISA aims to enroll close to 300 new ACCESS students 
per year by 2015.  The Center provides students with a 
wide variety of co-curricular, extra-curricular, and com-
plementary programming while the ELI supports AC-
CESS students with tailored, academic English language 
instruction aimed to increase students’ English language 
acquisition over time. 

As part of the ELI support for the ACCESS program, an 
HSRB-approved, longitudinal study examining ACCESS 
faculty and students’ experiences has begun.  Specifi-
cally, the researchers’ driving question has been: How do 
ACCESS students’ perceptions of academic, linguistic, 
and cultural experiences compare with ACCESS-affiliat-
ed faculty feedback on teaching academic content/skills 
across the ACCESS disciplines? The study is comprised 
of two phases, the first of which involves ACCESS 
students/faculty during the 2010-2011 academic year 
and the second of which involves ACCESS students 
and other multilingual populations at Mason during the 
2011-2012 academic year.  

Data collected from participating ACCESS students and 
faculty include interviews, surveys, classroom observa-
tions, samples of student writing, samples of faculty 
feedback on student writing, and student focus groups.  
In addition to this project, the same researchers have 

How has living in 
the United States 
changed you? 

Living in the United 
States will change the 
way I decide to raise 
my children in the 
future.

By living with 
Americans, I am 
pushed to learn how 
to communicate with 
them and learn what 
they are like.

I have become more 
independent.  I can 
do many things that I 
didn’t have the guts to 
do before.

I have learned 
patience.
It has provided me 
with a different view 
of life, a global view 
that the world is 
small.

It has changed my 
mind.  

Living in a free 
country where new 
ideas are respected, I 
feel I am useful.

I have learned how to 
spend my time when I 
am alone.
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collected comparable survey data from non-ACCESS 
international student groups on campus through the 
ELI and Office of International Programs and Services 
(OIPS).  Preliminary findings from the ACCESS study 
and comparable survey data are relevant to the general 
discussion on internationalization at Mason.  Specifi-
cally, data addresses a series of questions including: (1) 
What do international students report to be their reasons 
for coming to Mason? (2) How do enrolled international 
students perceive and describe their experiences while 
they are at Mason? And finally, (3) What specific lin-
guistic, cultural, and/or academic challenges/experiences 
do international students identify?

As faculty and as researchers who are invested in the 
process of creating a positively-oriented vision of 
internationalization, the data collected from this project 
contributes to our understanding of how best to promote 
principled approaches to language-supported interna-
tionalization at Mason.  In the socially-situated context 
that is higher education, it is important to acknowledge 
the fact that social constructs like “education” and 
“university” and “foreign” and “good writing” and “the 
TOEFL” and “American” and “English” evolve.  These 
are not static notions, and the university possesses the 
agency to put forward a vision of internationalization 
that recognizes the complexity of the project at hand.  
What we have determined going into this research 
project is that the most thoughtful/comprehensive way 
to address diversity and internationalization at Mason 
is to engage (rather than reduce) the complexity of the 
process and the people affected.  The data reported here 
is our attempt to provide readers with some highlights 
and implications from the study thus far. 

I chose Mason because…

Singh (2005) argues that models of internationalization 
are often drawn up and driven by marketing models, 
clouding the depth and complexity of the topic with an 
overly simplified map of money exchange.  Many trans-
national students, as Singh refers to them, are scholar-

What are some of 
the most significant 
challenges you 
have faced while 
studying at Mason?

I have to do so much 
more reading

Finding real friends 
is a challenge 

Language

Integration

Making real 
American friends

Time management 

Getting used to the 
atmosphere

Understanding 
American culture

Understanding the 
text

Getting involved 

Writing essays

Being away from 
home 

Understanding the 
American educational 
system

Confronting new 
ideas and culture 
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investors with a complex set of selection criteria when it comes to choosing the 
right higher education degree/institution.  In order to prepare themselves, their 
families, and their home countries with the skill set required to compete success-
fully in the 21st-century global arena, many international students are looking to 
“extend and deepen their capacity for thinking and acting globally, nationally and 
locally” and as they research different options for post-secondary study, “they 
find competing university systems offering contrasting perspectives on, and path-
ways through, the contours of this ever-changing global/national/local-scape.”  

So, how does George Mason fare in this competition for transnational students?  
While those who are already at Mason are likely to see signs of the university’s 
commitment to diversity and internationalization, prospective international 
students often have to gauge the general campus community from afar.  What do 
these students consider when they are in the process of comparing U.S. institu-
tions of higher education and how do their reported criteria compare with Singh’s 
analysis?  What do international students at Mason offer as their reasons for 
choosing to study here?    

“I CAME HERE TO IMPROVE MY ENGLISH, BUT AFTER I SAW 
THE EDUCATION SYSTEM, I DECIDED TO CONTINUE MY EDU-

CATION AND GET MY MASTER’S DEGREE.”

In order to address some of these questions, ACCESS, ELI and OIPS students 
were surveyed during the 2010-2011 academic year.  Students were asked wheth-
er they had considered applying to colleges in addition to George Mason
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University.  Of the respondents, 43% reported that they had applied elsewhere 
in addition to Mason.  Of the total group of respondents, the final decision to 
attend Mason was attributed to a variety of reasons (Figure 2).  Mason’s location 
and reputation were top incentives for choosing to study here, whereas academic 
programs and English language study were significant secondary motivations for 
attending Mason.  

With regard to language study, students mentioned that they had been attracted 
to the positive reputation of the ELI and a feeling that studying at the ELI would 
prepare them for academic study at Mason.  One student mentioned that she had 
chosen the ELI, “…because it is one of the highest quality English language in-
stitutes.  Also, it’s on the campus of George Mason University and that means the 
students may join the university students and get an excellent experience.”  

Beyond language study, both undergraduate and graduate international students 
deemed Mason’s institutional ranking as a significant selection factor.  One stu-
dent stated with regard to his decision-making process, “First, I was very inter-
ested in the master’s program in Conflict Resolution, second GMU is ranked one 
of the best universities, and finally, it is near Washington DC.”  

“MASON IS AWESOME. SAFE, CONVENIENT, AND BEAUTIFUL. 
CAMPUS IS WELL EQUIPPED, AND SERVICES ARE GOOD.”

Several students noted that they valued Mason’s reputation for campus diversity.  
For example, one student wrote, “I decided to attend George Mason because I 
used to come to the music summer camp at Mason for two years and I had an 
intimate relationship with Mason. Also, I knew that I was going to be an interna-
tional student, and Mason is well known for [being a] diverse university; there-
fore, I really wanted to be a part of it.”  Another student commented, “[I chose 
Mason] because one of my relatives was studying at GMU and he told me that 
GMU has a good reputation and Fairfax is the best city for living.”  

Data from this research project suggests that Mason is in a position to maintain 
and advance its standing as a strong competitor among peer institutions (as well 
as other English speaking countries) with regard to international recruitment.  As 
Singh (2005) noted, in the 21st century, prospective international students do ap-
pear to seek out a campus and wider community that offers a variety of perceived 
benefits, including: a favorable location, a market-valued reputation, a diverse 
environment, strong academic programs, and opportunities for English language 
study/support.   
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“LIVING WITH PEOPLE OTHER THAN MY OWN PARENTS HELPS 
ME UNDERSTAND THAT SOMETIMES YOU HAVE TO PUT UP 

WITH PEOPLE’S ROUTINES EVEN IF THEY ARE NOT YOURS.”

In three words, being at Mason has been…

Mason’s commitment to international students extends beyond recruitment, and 
so we must be cognizant of these students’ experiences throughout their aca-
demic careers at Mason.  How do international students encounter the university?  
What are their impressions of Mason culture in and beyond the classroom?  Do 
students have primarily positive or negative experiences while they are here? In 
order to begin to address these questions, OIPS, ELI, and ACCESS program stu-
dents were surveyed about their perceptions and descriptions of their experiences.

Specifically, these international student groups were asked the question, “What 
three words describe your experience as an international student at George Ma-
son University?”  Students reported 372 words, 92% of which were coded by the 
researchers as representative of positive or neutral experiences. Some of the most 
commonly-reported words are presented in Figure 3. 

In addition, participating international students were asked to describe a problem 
or a bad experience they have had at Mason (if any). Nearly 70% of the students 
surveyed did not report having problems or bad experiences at Mason.  Of the 
remaining 30%, several students reported a problem dealing and/or communicat-
ing with specific offices or individuals on campus.  One student reported that he 
felt that American students looked down on him because he is an international 
student.  Others stated that they have had difficulty communicating with their 
professors due to language barriers (i.e. “barriers” that were attributed to situa-
tions in which the course professor was non-English-dominant and to scenarios 

	
   International	
  Students’	
  Reported	
  Words	
  to	
  Describe	
  their	
  Experiences	
  at	
  Mason	
  
Positive/Neutral Negative 

exciting, awesome, diversity, 
fun, challenging, enjoyable, 
interesting, unique, unforgettable, 
promising, expanding my horizon, 
enriching, happiness, adventurous, 
enlightening, informative, learning 
English, professional, rewarding, 
personal growth, new, energetic, 
relaxing, great, friendly 

 

difficult, exhausting, unorganized, hectic, 
stressful, boring, unfriendly, tiring, 
pressure, demanding, lonely, 
uncomfortable, unpredictable, 
disappointing, expensive, strange 
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wherein the student and/or professor was multilingual).

Of course, not all international students are from non-English-dominant coun-
tries. Some international students reported that they have had difficulty develop-
ing friendships with domestic students due to perceived cultural barriers as well.  
Regardless of where international students come from, adapting to a new culture 
can pose a considerable challenge. To explore some perceived cultural differenc-
es, participating international students were asked the question, “In your opinion, 
what are two of the biggest cultural differences between your home country and 
the United States?”  Students’ responses naturally varied considerably along a 
cline of similarity/difference.  Figure 5 provides a sampling of student responses, 
analyzed in terms of how such cultural differences might have an impact on so-
cial and academic adjustments (or both). 
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This and related data on internationalization at Mason is currently being put to 
use as programs like ACCESS and the ELI discuss ways to further refine and 
promote a positively-oriented model of internationalization.  As the student-
identified Culture1-Culture2 differences highlighted in Figure 5 demonstrate, 
investigations into internationalization in higher education easily generate social 
and academic implications for students, staff, and faculty to consider.   In an 
ideological sense, everyone within the diverse Mason community is responsible 
for and contributes to the overall atmosphere of connectivity and integration that 
the university is known for.  In a yet-further ideological sense, a successful global 
community in this space for intellectual and cultural exchange could lead to a 
more-integrated and globally-minded world in which conflict is more compli-
cated and attempts to understand one another (across all C1-C2 boundaries) are 
more common.  However, in a practical sense, diversity (in all forms, internation-
al or otherwise) can require/foster unpredictable shifts in thinking and approaches 
to education that affect all aspects of university life. 

“THE CLASH OF CULTURES HELPS ME UNDERSTAND HOW DIFFER-
ENT WE ARE AND HOW DIFFERENTLY WE THINK.”
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As the university strives to attract the world’s top schol-
ars, this ideological stance – that a worthy education in 
the twenty-first century is one in which students are pre-
pared with cross-cultural and globally-minded sensitivi-
ties – requires that the wider Mason community consider 
the complexity of internationalization and the scope of 
its effect.  Recently, at a faculty retreat for those in-
volved with one particular internationalization initiative 
on campus, a series of questions driven by the larger, 
underlying research project reported on here, were put 
forward for consideration and discussion.  Questions 
were many, including:

	 • How does teaching academic content to inter-
national students compare with teaching the same mate-
rial to domestic students?
	 • What are the challenges associated with evalu-
ating multilingual student work?
	 • What resources would be helpful for faculty 
across the curriculum with regard to meeting interna-
tional students at developing, varied points of linguistic, 
cultural, and academic need?
	 • What have been your experiences with provid-
ing written feedback on student writing?
	 • Based on your experience working with inter-
national students, what are some effective ways for en-
couraging intercultural communication between faculty 
and students?
	 • To what extent should academic faculty pur-
posefully incorporate the teaching of foundational skills 
(e.g. critical reading, note-taking, navigating the Western 
education system, process writing, etc.) when teaching 
international students? 
	 • What are your experiences/thoughts about the 
relationship between international students’ U.S.-based 
cultural knowledge and their ability to address assign-
ments effectively? 
	 • What, in your opinion, are (or should be) the 
goals of internationalization at Mason?

These questions sparked several hours of group discus-
sion at and beyond the retreat.  Answers were not simple, 

In your opinion, 
what are some 
things future 
international 
students should 
know about being 
at Mason? 

Every day is a new 
day where you learn 
something new about 
yourself

Time management is 
important

Analyze the content 
of the course rather 
than memorize

Don’t be afraid to ask 
questions when you 
don’t understand

Practice taking notes

You will have to be 
strong and never 
give up

You must work 
hard from the start; 
otherwise everything 
will pile up on you

Believe in yourself
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and most recognized the challenge in balancing academic and intercultural goals 
within the classroom context.  Overall, faculty and administrators noted the im-
portance of global exchange programs that prepare students (international as well 
as domestic) with a new framework for addressing challenges in the twenty-first 
century context of globalization; in addition, faculty appeared ready to participate 
in future discussions/workshops on how best to develop practices of teaching/
programming around this goal.

“I HAVE TO BE OUTGOING HERE AND MAKE MANY FRIENDS 
BY MYSELF.  THE MOST USEFUL THING I LEARNED IS THAT I 

SHOULD MAKE THE MOST OF RESOURCES ON CAMPUS.”

Students’ perspectives of support services 

Finally, OIPs, ACCESS, and ELI students were asked to report on the support 
services they find most helpful and services that they would like to see offered to 
international students at Mason.  Figure 6 provides an overview of those ser-
vices requested by students, highlighting their desire for a graduate-level writing 
course for ESL students, the wish for individual speaking/pronunciation tutors, 
and the want for individualized writing tutors. 

While Anna Habib and Terry Myers Zawacki present a full discussion on Mason 
faculty perceptions/assumptions about second-language (L2) writers across the 
disciplines later in this issue, it is interesting to note a repeated finding from this 
research project data related to students’ request for individualized writing tutors 
and a graduate-level writing course for ESL writers. Namely, a repeated finding 
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across surveyed and interviewed international student groups on campus, 100% 
of students (in every instance and at multiple points of data collection) reported 
that grading rubrics are helpful (especially when the teacher reviews the rubric 
with the class and then sticks with it when evaluating students’ work) and indi-
vidualized teacher feedback on student writing is helpful.  

This finding is not surprising given the idiosyncratic nature of second language 
acquisition.  Students recognize the need for feedback that identifies where there 
are (linguistically and academically) in relation to the course/assignment goal 
that they aspire to.  For those international students who are also multilingual 
users of English, the experience of producing oral or written text is inherently a 
bilingual one (as evidenced in the earlier sample student texts, translations, and 
reflections).  As proficient language learners and as experts in the area of transna-
tional education, students who identified the need for individualized instruction/
feedback/tutoring in Figure 6 are communicating an experience-based aware-
ness of how language learning (across all skills) takes place most effectively, 
over time.  Together, those who are connected to and/or invested in a successful 
internationalization model at Mason must consider students’ stated requests for 
additional services as we also address a number of the larger ideological and 
teaching-related goals of international initiatives on campus.  
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Complicating Definitions of Error in L2 
Student Writing: Faculty Perspectives across 

the Disciplines
 

Anna S. Habib
English faculty, Center for International Student Access

Terry Myers Zawacki
Director, Writing Across the Curriculum; Associate Professor, English 

“The University will develop more fully its leading role as a global university …
[it will] expand the number of international students by at least 20% while im-
proving the integration  of international and domestic students in extracurricular 
as well as academic activities.”
	 − from George Mason’s 2014 Strategic Plan, goal 5

“In America, when I write totally different style of paper, the professor say, 
‘Where are you from? How did you get into this college? Your writing is behind 
the line, so you can’t really catch up to the class.’  So, I don’t know how to figure 
that out.”
	 —Yoon, student from S. Korea

For many of these students, the primary issue is not just grammatical but it’s 
having the vocabulary, the ability, [to convey] the level of ideas they are trying to 
express. And sometimes I question whether or not they’re really understanding or 
just memorizing. While I’m sympathetic to the pressures they face here, I don’t 
have a clue about how to help them think independently and produce material in 
their own words.”
	 —Sociology professor 

______________________________________

The voices above showcase the issues around writing that emerge for faculty 
and students as our higher education institutions strive towards greater inter-
nationalization. As more and more international students enter our courses and 
multilingualism becomes the norm, our definitions of “standard written English” 
are also changing. What is “standard English” now that World English(es)1 , 
already the standard in a global marketplace, is increasingly becoming the written 
lingua franca, especially in disciplines enrolling high numbers of international 
________________________________
1 A term coined by Braj. B Kachru in “World Englishes: Agony and Ecstasy,” referring to the “uni-
versalization of English” as a result of globalization trends that have situated English as the lingua 
franca. 
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students? Further, if “error,” as it’s defined by translingual (languages crossing 
borders) theorists like Suresh Canagarajah2 , is a “refusal to negotiate” on the part 
of participants in the communicative interaction, then how are faculty in these 
disciplines and across the curriculum negotiating with the writing produced by 
the multilingual students in their classrooms?  

Given these questions and the university’s strategic goal to expand the numbers 
of international students at Mason, we believe it’s crucial to understand how 
these students are performing as writers in their majors so that students and 
faculty, like Yoon and the professor quoted above, won’t feel at such a loss. Our 
research, only part of which is included here, also aims to help faculty appreciate 
the wealth of linguistic diversity our students bring with them, a point which is 
sometimes easy to forget when we’re in the throes of grading papers. As one of 
our faculty interviewees recalled, 

A student from Vietnam came to my office to rework something 
in her paper, and she burst into tears and said another teacher had 
written on a paper that she was linguistically deficient. And I said 
“How many languages do you speak?” and she said “Vietnamese and 
French.” And I said, “And you’ve only been here six months and you 
already know so much English!” You are just the opposite of linguis-
tically deficient. 

Still, we can’t ignore the fact that this linguistic diversity, albeit enriching, 
complicates the way we design our courses and teach our students; we want to 
respect their experiences and help them bridge cultural and linguistic gaps, but 
we also need to be realistic about how to best prepare them for success in their 
majors and in their jobs outside the university. While many of the errors we see 
in our students’ writing can be negotiated if we’re able to spend time parsing the 
intended meaning, how do we assess which second language (L2) errors are ne-
gotiable in the careers they will enter after college? Answers to this question may 
vary widely depending upon the students’ major and the faculty members’ sense 
of how important “standard” written English is in the discipline and the profes-
sion. And, of course, individual faculty will also have their own opinions about 
how correct the writing must be. 

In order to reach a more holistic understanding of the question of negotiable error 
in student writing, we are drawing on our previous research, Valuing Written Ac-
cents, published in the second issue of the Diversity Research Group’s “Diversity 
________________________________
2 See, for example, “Multilingual Writers and the Academic Community: Towards a Critical Rela-
tionship” and “Multilingual Strategies of Negotiating English: From Conversation to Writing.”
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at Mason” series, where we focused on the experiences of multilingual students 
adapting to the conventions of academic writing in U.S. institutions.  As the next 
step towards understanding, we decided to expand that research to include the 
perspective of faculty across the curriculum toward second language writers, both 
international (resident and student Visas) and immigrant students. For the reasons 
we described above, we’ve been particularly interested in faculty perceptions of 
the second-language errors they’re encountering and the extent to which they 
are willing to engage in negotiations around correctness and standard American 
English. To that end, we conducted hour-long interviews with18 faculty from 16 
different disciplines about what they perceive as the writing challenges their mul-
tilingual students face, what errors they believe are negotiable, and what strate-
gies they are using, if any, to help students succeed as writers in the major. 

One limitation of our research is that our faculty participants didn’t know how 
many of the student writers they were describing in their interviews are, in fact, 
second-language (or third/fourth, etc) writers of English3. The writing produced 
by immigrant students who learned English at some point in their K-12 schooling 
in the U.S. (often called L1.5 speakers) is often marked by first language-interfer-
ence errors. While faculty don’t necessarily know whether the students they are 
working with are Visa or L1.5 students with second-language needs, we do know 
that many of our Mason students are multilingual and that they are often being 
sent to the university writing center to “fix their errors” because faculty either do 
not know how to help them or do not have the time to work with them individu-
ally. The writing center usage data indicates that over 49% of all students who 
attended the writing center in the fall 2010 semester came from first-language 
backgrounds other than English and 50% of all users were referred to the writing 
center by a teacher. 

Since our faculty respondents themselves said that they often refer students to the 
writing center when they are at a loss for how to negotiate meaning from con-
sistent errors, and since the writing center data reinforce the notion that a large 
number of students are referred directly by teachers, we decided to conduct most 
________________________________
3 The Conference on College Composition and Communication (CCCC) position statement on 
Second Language writers identifies them as “international visa students, refugees, and permanent 
residents as well as naturalized and native-born citizens of the U.S. and Canada.  …many have 
grown up speaking languages other than English …; others acquired English at a very young age 
alongside their native languages…; many are highly literate in their first languages, while others 
have never learned to write in their mother tongues or are native speakers of languages without a 
written form.”  (While labels may obscure individual diversity, they also can mark some differences 
quite clearly; that is, the advantaged positions of some students, e.g. foreign Visa students who tend 
to come with strong social, economic, and/or intellectual capital and academic skills, in contrast to 
first and second generation immigrant students who tend to be less educationally and economically 
advantaged.)
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of our interviews with faculty teaching in the majors enrolling the largest num-
bers of international students at Mason, according to 2009-2010 George Mason 
Factbook4.   These are engineering/computer science/IT, business with largest 
numbers in accounting and finance, economics, nursing and social work, and 
biology. We interviewed four faculty from engineering, three from business, one 
from math, one from economics, one from nursing, one from social work, and 
one from geology, in addition to others from psychology, sociology, anthropol-
ogy, art and visual technology, and English. 

While many L2 writing concerns emerged in our faculty research, e.g. students 
not understanding disciplinary conventions or expected genres, for this chapter 
we’re going to focus on errors occurring at the sentence level—syntax, gram-
mar, word choice— concerns mentioned by all of the faculty we interviewed. Are 
these errors caused by a lack of comprehension, as many faculty feared? What 
errors should be addressed and when, faculty frequently asked, while also often 
saying that they feel ill-prepared to explain these mistakes when they don’t have 
the right terminology (a concern that is of course not limited only to the writing 
of L2 students). Further complicating the error discussion are the debates in the 
professional literature about the most effective approaches to L2 error. Some say 
editing a students’ paper is not a useful practice, particularly since teachers often 
correct minor errors and miss more serious ones; some argue that less serious 
errors should be ignored, as language acquisition takes time and practice. Further, 
excessive focus on error can make L2 students think teachers don’t care about 
what they are saying, only how it is said. On the other side of the debate, howev-
er, research shows that L2 students often interpret a lack of feedback as laziness 
and that L2 writers improved grammatical accuracy only when such feedback 
was given (Casanave 2007, Ferris 2003).  

Before we move on to a discussion of the kinds of L2 sentence-level errors that 
our faculty interviewees described, we want to take a step back to note that the 
errors we see in our L2 students’ writing—whether Visa or L1.5—are not nec-
essarily, or only, due to a developing language proficiency. Buker (2003) for 
example, shows that there are five domains that affect international student writ-
ing. Errors may be culturally coined, emerging from a divergent understanding 
of rhetorical frameworks like audience, context, purpose, etc5. Errors may stem 
from a problem differentiating between genres of academic writing, which she 
________________________________
4 This data reflect national trends, as do the data on countries from which students come. In fall 
2009, Mason enrolled 1,764 international students, the largest numbers of whom come from India, 
China, South Korea, Saudia Arabia, Pakistan, Vietnam, Nepal, and Turkey. (George Mason Fact-
book 2009-2010)

5 In Valuing Written Accents, we focused most of our discussion on “culturally coined” and 
“domain-specific” errors. 
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calls domain-specific procedural. Content-specific errors are caused by students’ 
struggle to access the content about which they are writing. Foreign language 
interference may have a significant effect on writing fluency and accuracy, as 
do general-linguistic problems with grammar and syntax, which very closely 
resemble the types of error L1 students often make (Buker cited in Kam and 
Meinema 2005). 

Buker’s parsing of these five domains give us a lens to understand the struggles 
of L2 students with academic writing and the faculty interview data. However, 
for this chapter, we’re focusing on Buker’s content-specific, foreign language, 
and general linguistic domains, in order to narrow our discussion to the kinds of 
errors that seemed to give the faculty we interviewed the most pause—errors that 
disturbed meaning and that could stem either from a lack comprehension of the 
course content and/or struggles with the syntax and lexicon of the English lan-
guage.  In our analysis of the interview transcripts, we also returned to the idea 
of translingual error as “a refusal to negotiate” and looked for instances where 
faculty seemed to see some errors as non-negotiable and others as possible to 
overlook. In both cases, as we’ll explain, there were a range of reasons for their 
“readerly dispositions” (Horner 2011).  

Disturbing errors: Does the writer understand the content and the 
material? 

Errors in lexicon (word choice), syntax, and grammar disturb not only the 
meaning of the student’s written text, they also disturb the faculty reader who is 
often left wondering whether the student writer is struggling with the disciplin-
ary lexicon or whether s/he is just struggling to comprehend the material. Many 
of the faculty we interviewed said they were most concerned about the errors 
that caused them to stop and question whether the student understood what s/
he was writing or was “just throwing words on the wall to see what sticks,” as 
one faculty member said. Another explained that “for many of these students, the 
primary issue is not just grammatical but it’s having the vocabulary, the ability, 
[to convey] the level of ideas they are trying to express. And sometimes I ques-
tion whether or not they’re really understanding or just memorizing.”  A Manage-
ment professor put it this way: “Sometimes you can’t tell if it’s just poor writing 
skills or a lack of understanding and that’s what’s really disconcerting with these 
things. How much has the kid missed the boat on what we’re talking about here?” 
If the written text is supposed to demonstrate the student’s grasp of the content 
knowledge but the writing itself is unclear, then the purpose of the assignment is 
not achieved, according to many of the faculty we talked to. 

One of our most interesting interviews was with a bioengineering 
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professor who is herself a multilingual speaker/writer, from Brazil 
with a doctoral degree from a German institution, and who expects 
her students, no matter what their first language is, to produce error-
free writing.  Here she explains why:  

NP: I’m sort of upset by the grammatical mistakes, but worse than 
that if I can’t understand half of [what is written]. I feel like I’m los-
ing so much. I have to trust the writer completely understands and … 
it’s like watching TV, but half of the pixels are gone.  So, if on this 
screen half the pixels are gone, you could see the image, but it’s not 
[clear].  You could make some other image.

TZ: So they might understand the study, the work they’ve done, the 
experiment, but you can’t trust the language that they are conveying 
it accurately?

NP: That’s right. I cannot understand their study unless the channel 
is transparent.  

As an example of the problem, she read from a student report: “’Since the con-
centration of NA which is sodium increases it causes the brain to polarized’.” “At 
that point,” she said, “I don’t even know if it’s right or wrong, you know, because 
I can’t understand it.”   

While errors that disturb meaning aren’t easy to negotiate, it’s important to note 
that many of the errors we may see in our L2 students’ essays are the same types 
of errors we see from our L1 students. Both WAC and L2 writing professionals 
have compared the process of learning to write in a discipline to learning to write 
a second language, with native and non-native writers facing similar challenges 
when they encounter the “strange” languages of disciplinary discourse. They are 
“strangers in strange lands,” as Lucille McCarthy (1987) put it in her study of a 
student’s experiences of writing in courses across the curriculum. For L2 stu-
dents, however, sentence-level errors may be more apparently caused by interfer-
ence from their first language as they struggle to acquire not only the phrasing 
expected by the discipline but also the correct English phrasing. Even those who 
may have acquired the lexicon of the discipline—the “bricks,” as Ann Johns 
(2001) calls it—may not yet have acquired the “mortar”—the syntactic and gram-
matical structures to hold the words together. A Psychology professor described 
this as “[something other than] correctness per se but those sorts of unwritten 
rules about the words that are appropriate to convey a particular point. Maybe 
other words would work, but they aren’t conventional, and so readers will have to 
stop and say ‘What do you mean?’ rather than flowing through the logic.



75

The “what do you mean?” moment that faculty may have while reading their 
students’ writing may be an opportunity for the writer and reader to negotiate 
meaning and overcome confusion. That negotiation, L2 writing scholar Canaga-
rajah argues, is the type of negotiation that happens more often than not in the 
globalized business world where the participants in a transaction have a stake in 
understanding one another. While teachers do want to understand what their stu-
dent writers are trying to say, the students must also take care to show that they 
understand what’s being asked. In an interview with three School of Management 
faculty, they discussed a lexical error in a paper that one of them had sent to all 
of us in advance as an example of the kinds of issues she sees in L2 writing. For 
the assignment, the student was asked to develop a “job recruitment strategy,” 
to include a “sufficient overview of the job, including the essential duties, skills, 
knowledge, etc. and “evidence of value-added research.” We’ve italicized the 
words “essential,” “skills,” and “research” since it appears that the student writer 
may have been echoing these words from the assignment without having a clear 
sense of what they might mean in the context of the recruitment strategy she was 
describing.  

Speaker 1: In the second paragraph, this is where I said, “What are 
they talking about? This student chose to recruit for a job as a singer 
in a restaurant, so the first sentence of the second paragraph says, 
“One of the research essential skills is an audition.”

Speaker 2: She’s definitely a second language writer, and she’s not 
using the right terms “research” or “essential” or “skills.” 

Speaker 3:  What she wants to say is that we would make candidates 
audition.

Speaker 2: Or one of the essentials is ….  I know what she wants to 
say but she’s not using the right word. She wants to say part of the 
research in finding a good singer is to have an audition, you know, so 
if you think of research in that way … which we don’t.

Speaker 1: No, the term research is not even close to being right. 
[Nor is] describing skills as an audition. The audition is the way to 
measure skills. I was so frustrated [by this paper] because I could see 
the ideas throughout were not completely bad [but] they are not do-
ing their job if they can’t explain this to me.  

Speaker 2: This is a perfect example [of a paper that] conveys a 
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lack of understanding of what they think the audition is in regards to 
human resource management. It’s like I’m just throwing words out 
there but I don’t really understand what I’m saying.

The type of error that the SOM respondents are negotiating above may not spe-
cific to L2 students. Many native English speakers make similar errors as they 
try to appropriate the language of the discourse community they are entering by 
incorporating key terminology from the course. While clearly distracting for the 
reader, leaving him/her to decipher the writer’s intention and to negotiate the 
meaning, this may be an opportune learning moment for the student if faculty are 
willing and have the time to discuss the writer’s choices with the student and help 
him/her navigate the lexicon of the discipline successfully. The SOM teachers, in 
fact, talked about how they try to help L2 students negotiate unfamiliar terms on 
essay exams by giving them permission to ask about terms that are not specific to 
course concepts. One student asked, for example, what it means to “harness” en-
ergy. The teachers keep lists of words students ask about and vet them on future 
exams.  

We want to conclude this section on “disturbing errors” by offering a perspec-
tive on both lexical and syntactical errors from another L2 faculty respondent, 
this one from geology, who observed that the “scientific vocabulary is easier 
for people coming from my side of the world [Italy] because it’s Latin or Greek 
based. However, I’ve noticed that a lot of my students from the Middle East or 
Asia have a really hard problem with the technical terms, so where you come 
from can affect your grasp of scientific vocabulary.”  

When she began writing in English for graduate school in the U.S., after having 
learned English in college in a non-credit course, she realized that she was still 
using the constructions of a typical Italian sentence. “I go back and review that,” 
she said, “and now, when I read it with an English mindset, it sometimes doesn’t 
make sense even to myself.” When she submitted the first draft of her disserta-
tion, her committee told her it sounded like she was telling a story and that it was 
not scientific writing. “No one ever told me we don’t understand what you’re 
talking about,” she said. Instead, the comments were on the style of the writing, 
and this is what they helped her to negotiate her way through to meaning and cor-
rect phrasing. 

Writing in “standard American English”: For whom does it matter and 
why?

As we discovered in our interviews, faculty expectations for students to write 
papers in correct standard American English are quite varied, with the variables 
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ranging from teachers’ individual positions on errors to their sense of what the 
discipline and/or the field requires. Regarding the former, the faculty respondent 
from economics, for example, said he does not tolerate errors because “conci-
sion” and “precision” are important to him in contrast to most of his colleagues, 
who, he said, don’t want to be bothered and so “let the mistakes go.” In describ-
ing why she’s so tough on errors, especially in the writing of her L2 students, the 
bioengineering teacher said: 

I frequently ask myself why is this bothering me so much? Is it be-
cause it’s also my mistake? You know a lot of people say if you have 
this particular problem and someone else has that same problem, you 
are very upset with that. So I’ve often asked myself I get so upset 
by some of these mistakes because I made them or made something 
similar. This could be. 

She added, however, that she’s very careful with corrections when the student 
writers are American because she wants to be “100% or 200% sure” that what 
she’s correcting is a mistake. “But when they are not American, I am correcting 
everything. …and sometimes they complain [because] the Americans don’t get as 
much red marks. But my grades are based on content, not on the language.” 
In several cases, faculty respondents explained why lexical accuracy was impor-
tant to the field. While L2 writing specialists generally recommend not focusing 
too much attention on helping students understand the idiosyncrasies of English 
articles and prepositions, understanding article usage is crucial in mathematics, as 
the math professor pointed out in the interview: 

English allows for a degree of vagueness, which is generally bad in 
communicating mathematical ideas. It’s a precise discipline, so if 
we say that there is “a” solution, we know that there may be another 
solution, but if we say “the” solution, that means there cannot be an-
other solution. So in this case knowing the articles is very important 
and this goes back to how they translate their thinking to English. 

Similarly, the faculty member from social work told us that, while “there are 
always minimal mistakes,” if students 

are going into health care, they have to make sure that what they are 
writing is exactly what they are meaning to say; any case records that 
they do and any community agency has to reflect exactly what they 
mean.  So people aren’t reading between the lines for those kinds of 
things

.
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She also suggested a situation, however, where the reader and writer can negoti-
ate error when the use of language is tied to cultural differences. “I try not to be 
too hard on students if they’re using words that we wouldn’t necessarily use here, 
but the usage is based on their culture.” For example, the word “abuse,” she said, 
is sometimes “overused relative to what we mean by it here and in other coun-
tries.”  “Abuse” can be perceived differently based on how children are disci-
plined or elderly people treated in other countries.  

In systems engineering, the faculty respondent told us, the “hardest part of the 
job for a requirements engineer is finding out what everyone is doing and getting 
the problem down and making sure that the user is happy. The easy part is the 
quantitative stuff.” Clear communication, in this case, is critical, so, when she 
grades the papers, she applies the same standards to everyone; she doesn’t look 
at the name of the writer. “No one’s going to give them a break when they’re 
working because they’re from wherever,” she said. “You just get left behind. So 
why not get told that now when you’re a student rather than get hit in the face 
with it when you get out there working.”  For much the same reason, faculty in 
the School of Management also expect students to be able to produce writing in 
standard English with few mistakes. They are supported in this position by their 
dean, who speaks and writes Spanish as his first language, and by the accredita-
tion standards for the field. 

On the other hand, a civil engineering professor, also multilingual, told us that, 
while he cares about standard English, he takes off only a small percentage for 
poor writing. In talking about his expectation for correctness and student writing, 
he said, “I want to talk about engineering not writing.” As much as writing is im-
portant, he said “There’s not much bang for the buck to work with undergraduate 
writing” he said. “They can learn on the job. They need a certain level of intellect 
to survive the rigors of engineering. An engineering major who can’t write still 
has the job. The English major doesn’t.”

Negotiating errors and readers’ dispositions 

In our interviews with faculty, several mentioned reflective writing as a kind of 
text that L2 students were able to write fluently, “perhaps because the reins are 
looser,” as one respondent said. In this case, the genre itself—self-reflection and 
reflection on one’s thinking and writing process—seemed to evoke a different 
“readerly disposition”6 from the faculty.  “Because it’s not really like right and 
wrong,” the SOM professor said. “It’s more like a self-discovery process. I don’t 
go in there with any expectations. And it’s not such a technical piece, although 
some students are very technical, it can be very personal. I tell them I want to 
hear your voice come through if possible in this paper. I don’t want it to be so 
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formal, you know.”   

The reflective process is crucial in social work assignments, the professor told us, 
noting that students “are even better at [reflection], or at least it’s easier for me to 
assess because I don’t worry about the grammar and sentence structure as much. 
And I think because of that too, they’re more free to just write what they’re 
thinking.” She added, however, that while reflection is easier, “it may be harder 
for them in terms of language translation.” We’re particularly interested in that 
observation given that much of the second-language writing research indicates 
that drafting and free writing may be harder for L2 students who are also strug-
gling with phrasing in English.7 Their writing is never altogether “free,” in other 
words.  

What to do about errors: where all this takes us  

While many of us recognize the various factors that are influencing our students’ 
writing, we also feel the pressures of preparing students for writing in their ca-
reers and work places. Many of us know all too well what writing scholar Mina 
Shaughnessy articulated in her 1977 seminal work Errors and Expectations: A 
Guide for the Teacher of Basic Writing, which set out to understand the logic of 
the errors produced by “basic” writers at the City University of New York, at 
that time a newly designated open- admissions institution to the consternation of 
many of the faculty. She wrote: 

In a better world, it is true, readers might be more generous with their 
energies, pausing to divine the meaning of a writer or mentally to edit 
the errors out of his text without expecting to be rewarded for their 
efforts, but it would be foolhardy to bank on that kind of persistence 
except perhaps in English teachers or good friends (12).

But “this is not to say,” she also reminded us,” that the 

boundaries of error do not shift nor to suggest that certain battles 
along those borderlines are not worth waging. English has been 

________________________________
6 In a talk on translingualism at the 2011 College Composition and Communication convention, 
Bruce Horner suggested that a reader’s disposition plays a key role in how and what translingual 
texts will be negotiated. As we know from research on response to student writing, teachers often 
notice and remark on errors in student papers because they are reading with a different disposi-
tion than they would read their colleagues’ texts (see Williams’ “Phenomenology of Error,” for 
example).

7 Similarly, the often heard advice to read aloud to catch errors is not always effective for L2 writers 
who have not yet developed an ear for the English language.
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robustly inventing itself for centuries—stretching and reshaping and 
enriching itself with every language and dialect it has encountered 
(13).

What constitutes an error is becoming even more complicated in our increas-
ingly internationalized institutions. Our desire to have students produce “stan-
dard English” is  further complicated by the fact that faculty feel unqualified 
to recognize the root cause of every student error, whether “culturally-coined,” 
“domain-specific,” “content-based” or “general linguistic.” Most of our faculty 
respondents, however, felt strongly that our students should be able to write prose 
that is mostly free of error if they are to be successful in their careers outside the 
university, despite arguments, like Canagarajah’s, that errors are commonly nego-
tiated in globalized business and technical environments. 

In large part, what our interviews with international and immigrant students 
across the curriculum (published in Valuing Written Accents) revealed about 
their errors is that these struggles stemmed from a lack of experience writing in a 
new discipline and a different culture. While writing in English was a significant 
challenge for our student respondents, by graduate school many had acquired 
the ability to self-correct with confidence. Kanishka, a graduate student from 
Sri Lanka, talked about what surprised him most about writing for the American 
academy: 

By the time I came here [GMU] I was okay with my writing. When 
I was first at [another U.S. institution] that is where I had my initial 
friction between the cultures and I was told over and over again 
you have to cut down, clean up your paragraphs. To me I was very 
offended because I came with a lot of confidence behind me and 
suddenly I find that it’s totally different. But it didn’t take me long to 
catch up though. 

    One thing I realized in my academic writing was that I had to 
really keep my sentences short for one thing. And not use colorful 
words, you know, just take in the least possible number of words and 
very directly and very simple words too. For me, I have a problem 
because I think [my] language has so much richness, which is lost in 
doing that. But for my academic purposes, I don’t mind doing that. 
That is an adjustment I had to do when I came here. 

Haifeng from China, also a graduate student, noted that what helped him learn 
to write according to the American conventions of his field was “getting feed-
back on his writing and suddenly [understanding] that all my sentences could be 
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expressed in a better way.” He followed up by saying that the professor who gave 
consistent feedback was 

very responsible and just [did] all the things he thinks can benefit 
[his students]. Besides grammar and writing mistakes and [highlight-
ing] awkward English, he definitely [gave] us suggestions on topics. 
Before we start to write the paper, the professor tells us how to write 
an academic paper with the introduction, background, the methodol-
ogy. He already showed us how to do this from scratch.

To begin to address error effectively in our students’ writing, we can recognize 
the many factors that may be interfering with their clarity and accuracy and, at 
the same time, consider our own instruction and feedback practices. When we are 
grading our L2 students’ writing, we can ask ourselves which errors are nego-
tiable and which will significantly hinder communication in their future jobs. We 
can try to discern when the student may be struggling to produce “native-like” 
English phrasing and/or the expected jargon of the discipline. We can reflect 
on which errors might be personally distracting but don’t confuse the message.  
With these questions and considerations comes another: How can we target our 
instruction to help our L2 students overcome these linguistic challenges while 
also valuing the rich linguistic and cultural experiences they bring to our courses? 
Ultimately, our goal as instructors is to help our students mature as academic 
writers in their fields, to help them to reach the place that Ayesha, an undergradu-
ate student from Pakistan, has reached:  

“When you are given a topic, the more you read about it, and the 
more research you do about it, the more it broadens your vision. And 
I really enjoy that everything is so new to me (…) I get so excited. 
I’m like, okay, I am going to learn something new today (…) And it 
feels so light when I have done my research properly and then I write 
something down. I just feel so good.” 
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Supporting International Students at Mason

Ann Schiller 
Vice President, Global & International Strategies, Provost Office

Office of Global and International Strategies
4400 University Drive, MSN:3A2

Mason Hall D111G
Fairfax, VA  22030

George Mason is a university characterized by global vision, global presence, 
and global accomplishment in outreach, education, and research. Mason’s new 
Office of Global and International Strategies provides leadership and support to 
a university committed to realizing its global goals. It assists faculty, students, 
and units to pursue international activities, including through coordination 
of efforts across units and beyond borders. The office represents Mason’s 
global interests to governmental and non-governmental agencies, business and 
community leaders, and educational partners around the world. It also serves as 
an incubator for innovative projects through which Mason faculty and students 
engage with counterparts across the globe.  Some specific responsibilities of the 
office include facilitating institutional agreements with international partners, 
hosting international guests, and conducting embassy and community outreach. 
The Global Office staff includes Directors of China, Korea, and Russia Programs, 
an international grants writer, and a global relations specialist.  The Center for 
Global Studies, a center that promotes multidisciplinary research on globalization 
and international affairs, is also affiliated with the Global Office.

 Immediate priorities include working with Mason’s academic leadership, faculty, 
and staff to inventory international activities and make that data easily available 
to the Mason community.  Another is establishment of internal and external 
advisory boards as well as area studies interest groups to promote international 
research and networking. The office will lead the effort to craft a Global Strategic 
Directions statement in keeping with Mason’s Strategic Plan, and looks forward 
to facilitating university-wide discussions about our global future.
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Nicole Sealey
Director, Center for International Student Access (CISA)

Center for International Student ACCESS
Provost Office 

4400 University Drive, MSN:3A2
Mason Hall D109B
Fairfax, VA  22030

The mission of the Center for International Student Access, working in close 
partnerships with George Mason University’s academic departments and the  
English Language Institute, is to combine the best elements of teaching excel-
lence in the areas of academic English language support, customized general 
education courses, and specialized student services and programming to create 
distinguished preparatory programs for students with international education 
backgrounds at both the undergraduate and graduate levels.

The Center for International Student Access endeavors to serve as a resource and 
advocate for international student needs at Mason. The Center will accomplish 
this by providing students with developmental academic support and accultura-
tion to Western educational styles in a manner that both respects and celebrates 
individual cultures and epistemology while preparing them for personal and 
academic success. The Center’s ultimate goal is to promote the development 
and retention of well-rounded, culturally conscious, and engaged international 
student-citizens who are able to positively contribute to the local and global com-
munity.

The Center is poised to support collaborative efforts that strengthen cross-cultural 
opportunities for domestic and international students.  We offer programs such 
as the Peer Learning Partnership and Peer Mentorship, as well as co-sponsor 
co-curricular events with offices across campus that challenge students from all 
over the globe to learn, experience, and grow together. Further, the Center plans 
to promote international interests by providing a research collaborative network 
through existing university resources related to international education, English 
language learning, institutional culture and diversity within the field of higher 
education.
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John Pope 
Director, English Language Institute

English Language Institute 
4400 University Drive, MSN:4C4

108 Northern Neck Hall
Fairfax, VA  22030

The English Language Institute (ELI) at Mason was established in 1981 with the 
mission of providing instruction in English as a Second Language to develop the 
language and academic skills, as well as the cultural awareness needed for aca-
demic, and/or professional purposes of its students.  The ELI offers two distinct 
programs: the Intensive English Program and the Support Services Program.  
The Intensive English Program serves international students who come to the US 
to study English in preparation for academic study at Mason or elsewhere. New 
intensive program students participate in a placement test designed to assess their 
knowledge of English in the areas of listening, grammar, vocabulary and writing, 
and are placed into an appropriate level of instruction.  Full-time students attend 
class 20 hours per week in a variety of courses integrating the four language 
skills (reading, writing, listening, and speaking).  Average intensive program 
class size is 15 students.

The Support Services Program serves non-native English speaking immigrant 
and international students who are currently enrolled in degree status at Mason, 
as well as international faculty, visiting scholars, and teaching assistants. The 
goal of the Support Services is to provide help so that linguistic and cultural 
backgrounds won’t hinder academic success.  Support Services programs in-
clude: an ESL Summer Institute for entering domestic freshmen with strong 
academic backgrounds but difficulty with English; provision of an ESL special-
ist and tutor for the Mason Writing Center;  assessment of oral language skills 
of international teaching assistants before they begin working with students and 
the provision of tutoring focusing on pronunciation and oral presentation skills 
for those TA’s who need to improve their spoken English; as well as workshops 
for Mason faculty on many aspects of working with non-native English speaking 
students in the classroom.
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Judith Green 
Director, International Programs and Services 

Office of International Programs and Services 
4400 University Drive, MSN: 4C3 

4300 Student Union Building I
Fairfax, VA, 22030

To support and promote the University’s mission, the Office of International Pro-
grams and Services (OIPS) provides services for both institutional compliance 
and student development.

We are responsible for ensuring the University’s compliance with laws and regu-
lations governing international tax and non-immigrant students, faculty and staff.  
This means that we oversee the issuance of visa documents and the certification 
of eligibility for benefits for non-immigrant students and scholars.  When the 
University sponsors a faculty member for an employment visa or a green card, 
OIPS coordinates the process.  We also review payments to foreign nationals and 
foreign vendors to ensure that the University’s tax obligations are met.   Although 
our compliance mission may seem to be purely administrative in nature, it is 
essential to the University’s most important goals—preparing our students to 
shape a global community and promoting excellence in teaching and research.  
The presence of students and faculty from around the globe (over 130 countries) 
enriches our campus and expands the perspectives and experiences in the class-
room.  OIPS makes this possible by ensuring that the University continues to 
recruit and retain highly qualified international students, researchers and teachers.

Equal in importance to OIPS’ compliance role is our student development role, 
providing opportunities for students from many countries to interact and learn 
from each other.  This process begins during our orientation program offered ev-
ery fall and spring to new international students.  We mobilize a team of return-
ing international peer volunteers to assist new students in adjusting to the US and 
to Mason so that they can position themselves for personal and academic success.  
We also sponsor and co-sponsor events that promote interaction among students 
and with the community, including campus events (Thanksgiving Luncheon, In-
ternational Education Week, President’s Reception, International Week, etc.) and 
community excursions (museums, tours, events and performances). We provide 
advising and consultation to students, faculty and staff on a broad range of topics 
related to cultural adjustment, cross-cultural communication, and crisis interven-
tion.

International activities and administrative functions at Mason are highly decen-
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tralized.  University President Alan Merton has referred to this (non-) structure 
as the “happy chaos” of internationalization.  But there is good reason to keep 
international activities spread throughout the administrative structure, because 
doing so ensures that the University’s global mission is a collaborative responsi-
bility and a shared commitment.  OIPS provides the administrative support that 
underlies certain aspects of internationalization and works to promote the interac-
tion and outreach that make connection and communication possible.
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Kathy Goodkin 
Acting Director, University Writing Center 

The Writing Center 
4400 University Drive, MSN: 2G8 

Robinson Hall A, Room 114 
Fairfax, VA 22030

49% of clients who use George Mason University’s Writing Center speak English 
as a second (or third, or fourth) language. Our clients come from more than thirty 
different language backgrounds, and many different academic traditions. Many 
of George Mason’s ESL students already have a sophisticated grasp of concepts 
in their disciplines, and need support and encouragement to bring their English 
communication skills to the same level. Along with the challenges of learning the 
ins and outs of writing and speaking in English, international students must also 
gain access to the conventions of American academic writing, which differ from 
other academic traditions, and vary from discipline to discipline. 

The Writing Center employs two levels of support specifically designed to help 
English language learners with writing and communication issues that are par-
ticular to their academic experiences. All Writing Center tutors are trained to be 
aware of the concerns of international and ESL students; additionally, the Writing 
Center employs a staff of ESL specialists, whose sole purpose is to help with is-
sues of grammar and convention that are particular to students coming from other 
language backgrounds. To address the sentence-level needs of beginning English 
language learners, the Writing Center has recently developed an “Opt-In Pro-
gram,” in which students sign up for weekly or bi-weekly appointments with the 
same ESL specialist. The appointment structure for Opt-In students differs from 
the traditional writing center appointment structure in that ESL specialists focus 
the session primarily on instruction and practice of sentence-level issues (gram-
mar and mechanics) whereas non-Opt-In appointments are less directive and fo-
cus on learning the conventions of argument and organization that are particular 
to their discipline in the American academy. The specialist helps Opt-In students 
identify error-patterns, teaches the student to correct these errors, and then pro-
vides the student with appropriate practice exercises. The semester-long program 
is designed to assist Mason’s L2 writers without being limited to one particular 
assignment. This consistent feedback has demonstrated marked improvement in 
students’ sentence level communication after one semester of work. 
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Previous publications in the Diversity at Mason series include:

Diversity at Mason:  Student Reflections.  Edited by David W. Haines, Samuel 
Brase, Alejandra Gonzalez-Arias, Celine Kemp, Tiffiany Newsome, and Razia 
Tajuddin.  June, 2006.

Valuing Written Accents: Non-native Students Talk about Identity, Academic 
Writing, and Meeting Teachers’ Expectiations.  Authored by Terry Myers 
Zawacki, Eiman Hajabbasi, Anna Habib, Alex Antram, and Alokparna Das.  
June, 2007.  

Divesity at Mason: The Fulbright Experience.  Edited by Sandarshi 
Gunawardena and Karen E. Rosenblum.  June, 2008.

Diversity at Mason: Student Research on Student Identity.  Edited by Karen E. 
Rosenblum, Naliyah K. Kaya, and John N. Robinson III.  August 2009.  

For additional information on the Diversity Research Group, see the DRG 
website at:

http://drg.gmu.edu
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