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Abstract 
 
 

This thesis explores lived experiences of ESL (English as a Second Language) 

Latino students at the University of Regina. The internationalization of higher education, 

a response to global changes, has brought new and numerous challenges to both 

ESL/international students as well as universities. Despite some annual fluctuations, 

Canada is among the top fifth of countries regarding international post-secondary 

enrolment. Therefore, Canadian universities are among the universities that need to adapt 

to numerous challenges that the internationalization of higher education brings. In light of 

these changes to Canadian universities, this qualitative study explores lived experiences of 

ESL (English as a Second Language) Latino students at the University of Regina.  

The data for this study were collected from interviews with five Latino university 

students. Interview data were analyzed using a reductionist phenomenology approach in 

order to understand "what is it like to be an ESL Latino student at an undergraduate level 

at the University of Regina?" This research is also influenced by reflexive auto 

ethnography as I include my own voice and stories throughout the thesis. The data from 

this study reveal that experiences such linguistic othering and racism may influence 

students’ performance in class and in university life. This study also explores how native 

speakerism and intercultural misunderstandings affect the participants. With this study, I 

intend to contribute to academic discussions that seek to explain what potentially 

suppresses ESL Latino international students’ success and to portray some common 

experiences ESL Latino international students have in one Canadian university.  
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Chapter 1: Introduction 
 

1.1 Purpose of Study 

The origin of this study can be found in the difficult start I had in university in 

Canada. During my years as a student in my country of origin, Peru, I became accustomed 

to being congratulated for my accomplishments. I was always among the top students in 

my class, I was a “leader”, and I participated in different extra curricula activities. I got to 

feel that I was a “good” student. Yet, all of that changed when I came to Canada to study 

as a graduate student. Suddenly, I was told that I was a "basic writer", and I felt labeled as 

“deficient”, “incompetent” or even lacking in cognitive ability. I started feeling as if I 

were less capable of accomplishing my goals, and that maybe I did not have what it takes 

to get a masters degree in Canada. Then a professor told me that this feeling was a 

process, and that I needed to remember that it is true that I am doing a masters in my L2 

(second language); therefore, it should be difficult, but that did not mean that I was not 

capable of doing a masters in my second language.  

This professor’s knowledge and guidance contributed to helping me understand 

what I was going through. So, after that difficult stage, I wondered if feeling “dumb” was 

part of a normal process ESL students have to go through and whether there were 

discourses that suppress ESL students’ success or failure. Those initial questions are what 

lead to this study, which asks what is it like to be an ESL Latino student at an 

undergraduate level at the University of Regina? Latino, Hispanic or Latinoamericano are 

terms used to refer to people of Latin American origin, which include the countries of 

origin of my participants and mine (Jones-Correa and Leal, 1996).  
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These terms, however, imply more than a common origin. For some, the term 

Latino is the denial of the diversity of national, linguistic, social, cultural, gendered, 

historical, racial, religious and political experiences of people who come from Latin 

American countries (Oboler, 1992). For others, the term Hispanic is highly criticized 

because it seems as the creation of the state and other outside actors rather than a self-

identification term (Calderon 1992). I use the term Latino in this study because this term 

shows the capacity for developing some “pan-ethnic unity” (Calderon, 1992) and since 

my study examines the experiences of students from several Latin American countries, 

this notion of “pan-ethnic unity” is helpful.  

This master’s study does not try to blame students or universities for ESL 

students’ success or failure, rather my study seeks to understand whether or not there are 

similar lived experiences that suppress ESL international students’ success or failure so 

that educators, professors, support staff, and everyone involved in universities can better 

support international students. I argue that the not knowing how to support an 

international student relieves them of blame to universities and its educators, yet it is 

universities and their educators’ duty to seek ways to better help their students.  

During my research, I learned to value my voice and identity while writing. All 

interactions are linked to identity and construction through social power relations (Norton, 

1995), and writing is a way to interact with social discourses of power. I am aware that I 

wrote this study in my second language, thus my writing style or “accent” belongs to a 

group that I might describe as non-mainstream writers of English (Ramanathan & 

Atkinson, 1999). My accent in writing can be seen in my word choices or sentence 

structures. For this study, I decided to keep my “accent” as part of my voice, as a way of 
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expressing my individualism and as a way of using English as a world citizen. You might 

say that I use English as a lingua franca (Seidlhofer, 2005). Having my own voice does 

not imply that I do not follow the grammatical rules of my second language. It means 

accepting my culturally specific norms of thought and way of writing in order to express 

myself. Therefore, I made an effort to keep my voice in this study even though I respect 

the grammatical rules and the native speaker revision (Altbach, 2004; Knight and de Wit 

1995). This decision aligns with the focus of this research. 

In order to understand the experiences of ESL students, it is important to 

understand the phenomenon first. Being an ESL Latino international student is a 

phenomenon that needs to be put into context to better understand this research. That is 

why I shall present the context of this phenomenon first. 

 

1.2 The Phenomenon 

The contemporary world has entered an age in which the process of globalization 

affects not only social life facets such as culture, economy, and politics, but also higher 

education. As Viara (2004) argues, globalization discourse has affected higher education 

in different aspects. We can say that policymaking, governance, organization, and 

academic work and identity have been affected by globalization. In other words, the 

internationalization of higher education is a response to globalization. One of the aims of 

the internationalization of higher education is to help faculty, staff, and students become 

interculturally competent or globally competent to efficiently live and work in an 

international context (Kimmel & Volet, 2010). In its Global Competence Report (2002), 

the Swiss Consulting Group defined global competence as “the capacity of an individual 
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or a team to parachute into any country and get the job done while respecting cultural 

pathways” (p.4). Therefore, a globally competent person could be described as a person 

who has knowledge of current events, who can empathizes with others, who demonstrates 

approval while maintaining a positive attitude, who has an unspecified level of foreign 

language competence and task performance, and who has the ability to understand the 

value in something foreign (Hunter, White, and Godbey; 2006).  

In order for students to become more interculturally competent and to efficiently 

live and work in an international context, students from all over the world make the 

decision to leave their own countries, families, and cultures in order to study abroad in 

one of the “internationalized” universities. By 2020, the number of international students 

in the world is expected to swell to 5.8 million (Bohm et al. 2004, cited in Grayson, 

2008). Based on enrollment numbers, most of the international students from all over the 

world will study in English speaking countries such as Australia, New Zealand, the United 

Kingdom, the United States, and Canada (Grayson, 2008). It becomes obvious that 

universities in English-speaking countries’ are some of the universities better preferred by 

international students.  

International students and internationalized universities have a symbiotic 

relationship. Internationalized universities, universities around the world that welcome 

international students, are also interested in having and keeping international students. 

Some of the reasons are that international students enhance learning for domestic students 

as well. Moreover, international students increase the institutions’ revenue, and 

international students contribute significantly to the academic environment and 

sociocultural life of their institution (Arkoudis & Tran, 2010). International students also 
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need to be interculturally competent to efficiently live and work in an international 

context; thus, they also need internationalized universities. It is important to clarify that 

most, but not all, of the international student body in English speaking countries are 

students who speak English as a Second language (ESL students). The vast majority of 

international students, however, are ESL students. The increasing number of international 

students who speak English as Second Language brings new challenges to these 

universities, which affects lectures, support staff, domestic and ESL students as well 

(Arkoudis & Tran, 2010).  

Language is one of the areas that offers particular challenges. On the one hand, 

professors in universities have concerns about whether ESL students are being accepted 

into programs without having sufficient English skills to successfully complete their 

studies. This perception may be due to the fact that ESL students are reluctant to 

participate in discussions. It may also be due to the fact that ESL students are reluctant to 

speak English to English native speakers. A good example is the title of this thesis, 

“Nunca compré un café” (I never bought coffee). One of the participants would not buy 

coffee on campus because she was not confident of her English. Faculty also state that 

ESL students lack understanding of the lecture content and lack of critical thinking, 

among other things (Robertson et al., 2000; Ferris & Tagg, 1996). On the other hand, 

“research indicates that despite the English language entry requirements of universities, 

international students for whom English is a second language need to develop their 

English skills while studying for their degree” (Arkoudis & Tran, 2010, p. 169). Hence, 

some studies suggest that some internationalized universities may not be prepared to deal 
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with and/or serve the growing number of their ESL students in their campus, and some 

ESL students may not be prepared to study in these universities either. 

It becomes obvious that this new era brings new challenges to international 

universities; thus, these universities need to keep up with these new challenges. 

International universities are aware that they cannot admit international students and 

expect them to adjust to their programs without support. That is why some international 

universities, as part of their problem resolutions strategies, have created Language and 

Academic Support (LAS) programs or centers to better serve ESL students and/or to assist 

ESL students with their English skills (Arkoudis &Tran, 2010). According to Andrade 

(2006), universities implement LAS programs to assist international students. Yet, as 

Arkoudis and Tran (2010) state, the focus of some programs is on how to identify students 

who require support rather than how faculty can support them. In other words, these LAS 

programs are not always effective partially because they usually sit outside of the main 

teaching. Apart from that, not many ESL students have access to these LAS programs or 

are willing to use them since ESL students do not want to be considered academically 

weak in the eyes of others (Arkoudis & Tran, 2010). Thus, ESL students’ needs may not 

be sufficiently accommodated because ESL students may need more than just “support” 

programs or LAS. 

In fact, some studies argue that ESL/international students are often considered as 

“cash cows” and their needs are often not sufficiently accommodated (Kubota, Lin, Rich, 

& Troudi (2006) 2006; and Mahboob, Urigh, Newman, & Hartford, 2004).  If the needs of 

international students’ are often not sufficiently accommodated, it seems important to 

identify where problems lie despite assistance for ESL students in LAS programs. Are 
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international students being accepted for the “cash” they bring? What else may suppress 

students’ success or failure? There are some studies that address these questions (Grayson, 

2008; Tran, 2008; Wang, 2009). Yet, these studies do not focus on the international 

students’ lived experiences and the discourses that may or may not suppress their success 

or failure. I argue that it is not about identifying who needs help (international students) 

rather than on how universities can better assist international students. Hence, 

understanding international students’ lived experiences is necessary to better help them. 

Canadian universities are some of the universities that need to understand ESL 

international students’ experiences since Canada is one of the top five countries that have 

experienced an increase in its number of international students. Fuelled by globalization, 

the internationalization for higher education in Canada is happening at a rapid pace (Guo 

& Chase, 2011). Statistics Canada refers to international students, as “students in Canada 

on a visa or refugees, neither, of which have a permanent residency status in Canada” 

(Statistics Canada, 2011). According to Statistics Canada, the percentage of international 

students enrolled in Canadian universities doubled from 36, 822 in 1992 to 87, 798 in 

2008. In 1992, international students represented 4% of all students enrolled in Canadian 

universities; in 2008, Statistics Canada reported that international students represented 8% 

of the Canadian student body, and it seems likely that the number will keep growing 

(Statistics Canada, 2011).  

However, being an international student does not necessarily mean speaking 

English as a second language. In other words, some international students speak English 

as a first language, and some “domestic” students speak English as a second language. For 

instance, British, Australian, and/or American students speak English as a first language, 
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and some first generation immigrant Canadian students, who are defined by Statistics 

Canada as any student born outside of Canada, speak English as a second language. Due 

to the fact that the vast majority of international students are ESL students (source: 

Statistics Canada. Date modify 24 February, 2011), in this study, I shall use the term 

international students to refer to students in Canada on a visa or as refugees, neither of 

which have a permanent residency status in Canada and who speak English as a second 

language. I shall use the term ESL students to refer to any student whose first language is 

other than English and who has any type of legal status to study in a Canadian university; 

be this visa, refugees, permanent resident, first generation Canadian, and/or Canadian 

citizenship.  

The growing number of international students at the University of Regina, the site 

of this research, makes this university a good example for this study: the number of 

international students at the graduate level has gone from 16 percent to more than 27 

percent of the student body in the last three years. According to some of the university 

professors, even though there is an increase in the enrolment of international students and 

there are “support” centres for ESL students in place, international students continue to 

have problems that delay their programs or that do not allow them to succeed in their 

programs (Sterzuk, 2015). The questions concerning how international students are 

affected academically by their being international students who speak English as a Second 

Language and how universities can better assist ESL/international students, remain. 

Hence, it is important to understand the lived experiences of ESL/international students at 

the University of Regina.  
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Even though understanding the lived experiences of all international students is 

important, the focus of this study will be on ESL Latino students only. There are four 

main reasons why Latino students are the focus of this study. These reasons pertain to 

language and culture. In order to better understand the lived experiences of the 

participants, it is necessary that the participants feel confortable to share their experiences. 

Since the participants and I are Spanish speakers (Spanish speakers as a first language), 

the interviews could be conducted in Spanish. Next, the participants and I come from 

Latin America, so we share some common cultural rules that could also help the 

participants feel more confortable to share their experiences. The third reason is that 

Latinos in Canada are not a frequently researched group. As Guardado (2008) states, the 

little research on Latinos has focused on refugees mostly. Finally, because I draw on 

aspects of reflective auto-ethnography in this study, sharing a similar background to my 

participants is useful in terms of adding my voice to these conversations. 

 

1.3 Thesis Overview  

This thesis is divided into eight chapters. After this introduction chapter, I present 

a literature review of pertinent research for this study. I divide my literature review into 

two bodies of literature: Internationalization of Higher Education, and English Ownership 

& Linguistic Othering. In the third chapter, I present the methodology of this study. In the 

fourth chapter, I give a description of each of the five participants’ background. It is in 

this chapter that I talk about the participants’ context before coming to Canada. In the fifth 

chapter, I discuss the similarities and differences among the five participants in regards 

their experiences as students in Canada, and how language and culture play a role in their 
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experiences. In the sixth chapter, I present a synthesis of my findings and 

recommendations.  

 

1.4 Summary 
 

In the first chapter of this thesis, I introduced this study and sought to explain my 

motivation for this study. This thesis is a study of lived experiences of five international 

ESL Latino students in a Canadian university. This first chapter also presented the 

research questions for this study, which are: 

• What is it like to be an ESL student at a graduate level at the University of 

Regina?  

• Do ESL students share common experiences that suppress their success or 

failure? 

In addition, this chapter provided a layout of the eight chapters of this thesis. This 

study is not intended to generalize or make assumptions about Latino students or any 

other group of international students, rather this study seeks to better understand opinions, 

attitudes, beliefs and behaviors of international ESL Latino students in a Canadian 

university and see if ESL Latino students share common experiences that suppress their 

success or failure in university. In other words, this study seeks to contribute to the 

academic discussion on how to better help ESL Latino international students.   
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Chapter 2: Literature Review 
 

2.1 Introduction 
 

 In the era in which we live, the globalization of economy has had its impact on 

higher education (Knight & De Wit, 1995). This impact affects ESL students and 

internationalized universities. There are several obstacles faced by ESL students and any 

universities around the world that have deliberate processes of internationalization in 

place. In an effort to build a framework for this study, it is necessary to examine pertinent 

literature that focus on the internationalization of higher education and ESL students’ 

struggles in higher education.  

This literature review will start with an explanation of the concept of 

internationalization of higher education. This next section will also explore the obstacles 

international universities face in order to reach their objectives. Exploring the literature of 

the internationalization of higher education will provide a better understanding of its 

historical roots, its goals, its importance, and its challenges. In addition, this section will 

need to cover pertinent studies that focus on ESL students enrolled in faculties of studies 

in universities in the Global North. There is some research that attempts to explain why 

international students who study in Global North universities struggle to graduate from 

their programs (Arkoudis & Tran, 2010; Kimmel & Volet, 2010; Murtaugh, Burns, & 

Schuster, 1999; Miller & Endo, 2004). Some of these reasons deal with discourses of 

power that continue perpetuating the idea of deficit thinking towards minority groups like 

ESL students (Valencia, 2010). This idea of deficit thinking is perceived mostly in two 

categories: 1) language and 2) culture. Those categories are aligned with Miller and Endo 

(2004) who claim,  
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“English language learners face a plethora of problems as they begin to build 

new lives in a strange land. The problems stem primarily from linguistic and 

cultural differences, and they are not the fault of teachers. However, it is 

important that teachers understand these problems so that they can provide 

these students the help they need” (p. 786, 787).  

To build a framework that explains what the literature says about the 

internationalization of higher education and the two categories mentioned above 

(language and culture), I shall divide this literature review into two bodies of literature. 

The first, Internationalization of Universities, covers the goals of Global North or 

internationalized universities while seeking to better explain the obstacles faced by these 

universities. The second body examines Native Speakerism and Linguistic Othering. This 

division of my literature review is not a simple division and cannot be a binary division 

either – a “black and white” division - since all of these topics are interconnected and 

these topics overlap in somehow. Dividing the literature in this way, however, can help to 

better understand part of the process an ESL/international student has to go through when 

studying in North America. 

 

2.2 Internationalization of Higher Education 
 

Higher education has always been at the center of social, political, and economic 

developments (Knight & Wit, 1995; Altbach, 2004). More recently and due to 

globalization, the internationalization of higher education is facing new challenges that 

need to be addressed (Kimmel & Volet, 2010; Knight & Wit, 1995; Altbach, 2004). In 

order to better understand these new challenges that “internationalized” universities have 
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to address, it is important to understand the difference between globalization and 

internationalization. Is internationalization the same as globalization? There is frequent 

confusion as to the relationship of internationalization with globalization, yet there is a 

consensus among scholars that the two processes are related but not the same. 

Even though much has been said about the impact of globalization on higher 

education, globalization is difficult to define.  For some, globalization means the negative 

side of contemporary society including worldwide inequality and “Mcdonaldisation of the 

university” (Altbach, 2004). According to Altbach (2004), “globalization is defined as the 

broad economic, technological, and scientific trends that directly affect higher education 

and are largely inevitable” (p.27). In other words, higher education cannot avoid 

globalization. For others like Knight (1995) and Welch (2002), globalization is the 

modern technology that allows the increasing ease of communication, and the flow of 

students and highly educated personnel across countries. Globalization, however, affects 

each country, and perhaps each individual, in a different way due to a nation’s individual 

history, culture, and priorities.  

  The term “globalization” is being used in a variety of ways for different 

purposes, thus there will likely never be a true universal definition. Because 

“globalization” has become an elastic and contradictory concept, Sklair (2002) proposed a 

rather useful typology for this term. She proposed four principal approaches to understand 

globalization. The first approach, the world system, refers to how countries can be 

assigned to either core, semi-peripheral, or peripheral status within an overall framework 

of the world capitalist system. The global culture approach, the second approach, refers to 

the changing dialectic of individual and national identity within the face of an emerging 
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global culture. The third approach, the global society, claims that globalization is also 

changing our sense of space and time. Last but not least, the fourth approach is global 

capitalism. This approach locates the dominant global forces in the structures of an ever 

more globalizing capitalism. This means that regardless of what country students are 

from, students all over the world are changing or need to change (or adapt) in order to be 

more competent in today’s world because of how globalization operates. Nevertheless, 

globalization does not nurture global citizenship. In fact, fuelled by the pursuit of 

economic growth, competitiveness, and profitability; globalization works against the 

ideals of global citizenship (Guo and Chase, 2011).  

Internationalization is also a term that means different things to different people; 

internationalization is thus used in a variety of ways (Knight, 1995 and 2004). For some 

researchers, internationalization means a series of international activities such as academic 

mobility for students and teachers, partnerships, and international academic programs. For 

others, internationalization means the delivery of education to other countries through 

new techniques such as branch campuses or franchises (Hanson & McNeil, 2012). 

According to Knight (1995, 2004), we can understand internationalization as a process of 

integrating an international and intercultural dimension into the teaching, research, and 

service functions of universities. Unlike globalization, internationalization seems to 

represent the positive exchange of ideals and people. Internationalization also recognizes 

and respects differences and traditions between nations-states. 

Knight’s definition of internationalization aligns with that of Altbach (2004) who 

argues that internationalization includes specific polices and programs undertaken by 

different systems as the governments and academic institutions to cope with globalization. 
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In other words, internationalization describes the voluntary and perhaps creative ways of 

responding to globalization. Unlike globalization, internationalization accommodates a 

significant degree of autonomy and initiative (Welch, 2002, p. 434). Therefore, the 

changes in higher education that are largely inevitable are results of globalization, and the 

changes that describe the voluntary and perhaps creative ways of coping with 

globalization are results of internationalization. As Knight (2004) states 

“internationalization is changing the world of education, and globalization is changing is 

changing the world of internationalization.” But what are the changes that universities 

have been experiencing? 

Historically, academia has always been international in scope, and it has been 

characterized by inequalities as well (Altabach, 2004). From the beginning of modern 

universities, universities represented, and still do, global institutions that served an 

international clientele of students (Knight & de Wit, 1995). The content was taught in the 

lingua franca of that time, Latin, and professors and students came from many countries to 

impart and receive knowledge that reflected scholarly learning in the Western world at the 

time (Altbach, 2004).  Little change can be seen in academia today in both Western and 

non-Western parts of the world. Most of the universities that were established in the 

Western world by 1520 and that still exist continue to be universities (Kerr, 2001) and 

most of the non-Western world had and still have European university models that were 

imposed on them by their colonial masters (Altbach, 2004). Probably the biggest and most 

remarkable change that universities have experienced is found in student enrolment 

number. A good example of this is Canada, which fueled by globalization, where the 
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internationalization of higher education is happening at a rapid pace (Guo & Chase, 

2011), thus the student enrolment number is also increasing at a rapid pace. 

The internationalization of higher education has also brought unprecedented 

importance because of its roles in educating people for a new economy and in creating 

new knowledge (Altbach, 1998). According to Knight and de Wit (1995), the 

internationalization of higher education aims to help students, faculty, and staff to become 

interculturally competent to efficiently live and work in an international context. Knight 

and de Wit claim that “the more a graduate has to compete with people from other 

markets, the more he/she has to work in an international environment”. If we connect this 

reality to the participants of this study, we can say that, similar to many students all over 

the world, Latino students are also aware that they need to compete with people from 

other markets (Salisbury, Umbach, Paulsen, & Pascarella, 2009). Therefore, Latino 

students aim to study in internationalized universities so that they can be more competent 

to efficiently live and work in today’s world.  

This unprecedented importance has also brought new challenges. Internationalized 

universities have been challenged by globalization, from the inside of the institutions and 

from outside, in redefining and/or reconfirming their historic role as the center of 

universal knowledge and understanding. For example, the countries of the European 

Union had to adjust to new degree structures and other kind of harmonization (Altbach, 

2004; Knight & de Wit, 1995). In addition, the fast growth in the number of ESL students 

that study in their classrooms has created numerous challenges for students, faculty and 

support staff in relation to pedagogic practices (Arkoudis & Tran, 2010).  
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According to Grayson (2008), it is commonly assumed in university and 

government polices that the presence of international students in universities has several 

benefits. But what are the expected benefits or outcomes? Who are the main actors, 

stakeholders, and beneficiaries? What does internationalization mean for the scholarship 

of teaching and learning, particularly as it impacts the development of global citizenship? 

(Hanson & McNeil, 2012). Grayson states that the domestic students, the Global North 

countries and their universities, the international students, and their countries benefit from 

each other by acquiring knowledge, learning and sharing from each other. Yet dealing 

with cultural diverse populations brings new challenges since universities need to address 

international students’ diversity needs adequately; and understanding the lived 

experiences of ESL students can contribute to this.  

But what is meant by culture? Before continuing with some of the challenges, a 

definition on culture for this study is needed. There are as many definitions of culture as 

scholars studying the phenomenon. In some definitions, the shared values and beliefs are 

emphasized. A focus on culture implies identifying beliefs, guiding premises, 

assumptions, norms, ritual, and customs that influence the actions of individuals and 

groups (Geertz, 1973). Since scholars from different disciplines have studied culture, it is 

not surprising that there are numerous definitions of culture proposed. For this study, 

however, I follow Kuh and Whitt’s (1988) definitions of culture in American colleges and 

universities. These scholars explain that in any city of any given country, there can be 

many different sub cultures. In any university, for instance, there is a sub culture. Kuh and 

Whitt (1988) define culture in colleges or universities as persistent patterns of norms, 

values, practices, beliefs, and assumptions. These patterns shape the behavior of 
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individuals and groups. For this study, I consider the Latino students’ experiences with the 

persistent patterns of norms, values, practices, beliefs and assumptions of the University 

of Regina. 

Culture is one of the obstacles international students face. International students 

face obstacles when adjusting to a new culture, experiencing academic differences, and/or 

cross-cultural challenges (Sherry, Thomas, & Chui, 2010). For instance, students are often 

reluctant to join culturally diverse groups for assignments (Kimmel & Volet, 2010). 

Language barriers, common stereotypes, and poor intercultural relational skills are some 

of the barriers that prevent intercultural interactions in academic settings (de Vita, 2002; 

Kimmel & Volet, 2010). Because of some factors such a language barriers, culture, and 

common stereotypes, international students have problems making friends. Making 

friends is very important to ensuring that international students succeed in their new 

environment (Sherry & et al., 2010). Moreover, systems of white privilege and oppression 

affect ESL students in university. Baumgartner and Johnson-Bailey (2010) claim that 

“racism, and its corollary, white privilege, are institutionally supported in higher 

education as evidenced by biased admissions exams, a Eurocentric Curriculum, and 

classroom interactions” (p. 28). This reality is another challenge that internationalized 

universities need to address since the sustainability of the education export sector depends 

largely on the extent to how universities address these new challenges (Arkoudis & Tran, 

2010, p. 169).  

In summary, understanding the internationalization of higher education is 

important for this study for several reasons. To begin with, promoting international 

education is important for Global North countries like Canada. Global North countries 
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gain understanding of the world, which can be used to maintain and expand their 

influence. In order for Global North to maintain their influence, interactions between the 

domestic and international students need to exist. The literature, however, suggests that 

some students are reluctant to join socially and culturally diverse student populations 

(Kimmel & Volet, 2010). Thus, understanding ESL Latino experiences in university could 

help explain a few things. First, are Latino students reluctant to join socially and culturally 

diverse student populations? If so, when and/or why are Latino students reluctant to join 

socially and culturally diverse student populations? Second, do Latino students experience 

that some students are reluctant to join them because they are socially and/or culturally 

diverse? Understanding the internationalization of higher education helps to understand 

some of the obstacles that students in my study may face.  

 

2.3 Native Speakerism and Linguistic Othering. 
 
 
 Just as German and Latin were in the past, English is the language that currently 

dominates research and scholarship. The major international academic centres use 

English. In fact, English is the medium of most of the internationally circulated scientific 

journals, and universities in many countries require professors to publish in these 

internationally circulated scientific journals, in English of course, which gives English a 

place of dominance in the academic world (Altbach, 2004). But what does the English 

language mean for the globalization of higher education and for the experiences of 

international students who study in English speaking countries like Canada?  

The answer can be divided into two parts. First, according to Altbach (2004), the 

status of English affects higher education policy as well as the work of individual students 
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and academics. In the case of Canada, which is a settler society founded on racial/ethnic 

and gender hierarchies (Thobani, 2007), equality in education can be difficult for students 

of colour and for students who speak English as a second language since they face a 

multitude of educational obstacles ranging from cultural stereotypes to, regrettably, accent 

bias by their educators (Chin, 2009). This argument aligns with Sterzuk (2015) who also 

claims that English and its speakers are racialized through university policies and 

practices. Second, the supremacy of the English language in the academic world gives 

advantages to wealthy English-speaking countries since these countries benefit from the 

increasingly widespread use of the language. For instance, not only do English authors 

benefit from writing in their first language, but they also benefit because the peer review 

system is conducted and accommodated by the users who are, indeed, typically citizens of 

wealthy English-speaking wealthy countries (Altbach, 2004; Knight & de Wit 1995). This 

means that English is used, in the academic field, as a tool for communication by native 

speakers and non-native speakers of English. In this way, English gives advantage to the 

native speakers of the language.  

 In order to understand how English may affect the students in my study (non 

native speakers), it is necessary to understand the debate over to whom English belongs. 

This debate over the ownership of English can be divided into two groups: native speakers 

(NS) and non native speakers (NNS) (Holliday, 2006). But who are the real “native 

speakers”? And what assumptions are being made? Understanding what a native speaker 

is considered to be is important to understanding forms of discrimination like lingustic 

Othering (Jensen, 2011; Lee, 2008). Amin (1997) conducted a study in regards native 

speakerism that arose from her experience as a Pakistani ESL teacher in Toronto. In her 
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study, she interviewed five visible-minority female teachers who were, at that time, 

teaching or had taught a class of male and female adults ESL students from different 

racial, cultural and linguistic background. Amin found that some ESL students think that 

English belongs to the native speakers, and they make some assumptions about native 

speakers such as: “(a) only White people can be native speakers of English; (b) only 

native speakers know "real,"  "proper," "Canadian," English; and (c) only white people are 

"real Canadians"” (p. 580).  These assumptions are worrisome because, as Norton (1997) 

states, there is no intrinsic connection between race and language ability. 

 Unlike racial profiling, which is based simply on visual cues, linguistic othering is 

based upon auditory cues. In academia, teachers and students use these auditory cues to 

identify a student as belonging to a linguistic subgroup and to draw linguistic inferences 

(Chin, 2009). A student, however, does not need to speak English as a second language to 

encounter linguistic othering. It is sufficient for a student to speak English with an accent 

that is not close to the “standard” to encounter linguistic othering. Linguistic othering 

exists and affects both native speakers of English and non-native speaker English. For 

instance, Sterzuk (2008) talks about how some First Nations students are linguistically 

othered in schools in Canada because they have a different dialect of English; and how 

assumptions, based on students’ different dialect, are made. Although, in most cases, First 

Nations have the right to be considered native speakers of English, their “accents” or their 

physical appearance denies them the “title” of being native speakers. Sterzuk’s findings 

align to Chin’s argument (2009). Chin argues that teachers may be strongly influenced by 

the speech patterns of their students since teachers could be less focused on what students 

said and more on how the student said it. And as mentioned before, some ESL students 
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think that English belongs to white people, and that white people are the only ones who 

speak “proper” or “real” English because they are the only “real Canadians”. It becomes 

evident, then, that accent and race are connected in some students’ and teachers’ 

perceptions. This type of discrimination in university may also affect the students of this 

study.  

Another type of discrimination that may affect ESL university students and that 

relates to the native speakerism discussion is linguicism. Linguicism is the domination of 

one language at the expenses of others. For linguicism, societal multilingualism is divisive 

and should not be a goal; the majority language is the normal and desirable state. 

Countries that have developed more sophisticated culturally oriented forms of racism, 

typically exhibit more sophisticated form of linguicism by blaming the victims in subtle 

ways or by colonizing their consciousness (Skutnabb-Kangas, 1995).  

But what are some differences and similarities between linguicism and linguistic 

othering? Linguicism, for instance, acts as if minority mother tongues were of less value  

(cultural linguicism), (Skutnabb-Kangas, 1995). On the other hand, Linguistic othering 

focuses mostly on accent and race. Linguistic othering refers to how a speaker of a 

language (native or non-native speaker) is othered because of their accent and/or race, 

how certain accents have more validity than others, and/or how some accents are 

perceived as having more prestige. (Sterzuk; 2008, 2010 and 2015). For example, the 

accent of a native speaker of English who has a British accent from downtown London, 

England may or may not have more validity than the accent of a native speaker of English 

who has a First Nation accent from a reserve in Saskatchewan, Canada. In other words, 

Linguicism and linguistic othering are ideologies that describe how people are 
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discriminated based on their use of their language (similarities). However, and unlike 

linguistic othering, in countries or societies with linguicism, not all minorities are allowed 

to identify positively with their original mother tongues and cultures (Skutnabb-Kangas, 

1995).  

And why is it important for ESL teachers and university teachers, who teach 

ESL/international students, to consider native speakerism as well as its possible 

connection to race in higher education? I argue that university teachers need to be aware 

of the reinforcement of a “hidden curriculum” (native speakerism and white privilege) in 

order to avoid reinforcing these dominant images. ESL students are reinforced with 

dominant ideas that affect their perceptions of self and others from the start. ESL students 

and teachers will keep perpetuating assumptions like “only White native speakers are 

qualified to use English correctly” (Taylor, 2006; Amin, 2004; Braine, 1999). Indeed, 

Taylor (2006) argues:  

“White Anglophone TESOL (Teachers of English to Speakers of Other 

Languages) and ESL teachers need to recognize that our bodies are part of a 

hidden curriculum, that they reinforce dominant images of English as White 

language and of White native speakers as the most qualified” (p. 540)  

This argument is important to this study because it seems likely that the participants 

involved in this research would be affected by the racialization of English in this way. 

In addition, Taylor (2006), cited in Lee (2008), argues that “TESOL is permeated by 

racialized power relations that create hierarchies of speaker identities and resilient images 

of linguistic impurity and Otherness” (p. 519). These hierarchies of speakers’ identities 

may affect ESL students. ESL students, who are taught that English is a white people 
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language and that the native speakers are always the most qualified, might have problems 

overcoming the fear of the native speakers. These students, for instance, will feel less 

qualified to participate in class or to give their opinions because they may believe that 

English is the possession of the native speaker. Therefore, students’ grades may also be 

affected because participating in class is considered important in North America. On the 

other hand, Sung (2013) argues that English is no longer seen to be the possession of 

native English-speaking people, given that English is used among not native speakers. 

Sung also argues that English should be shared among all users of English since changes 

in attitudes and perceptions towards learning English has taken place internationally due 

to the fact that English has become a lingua franca. 

Adding to this discussion, Norton (1997) asks who owns English internationally 

then? How is race implicated in this relationship? How are ESL learners categorized? 

What is the relationship between standard and nonstandard speakers of English? Do 

TESOL educators perpetuate Western cultural hegemony in different parts of the world? 

The answer, according to Norton, is related to accents and the complex question of race. 

According to Jenkins (2006), ESL/EFL students are taught that correct English is either 

Standard British or Standard American English. Varieties of English that do not belong to 

these two, British or American, have less “prestige.”  Hence, ESL students’ accents can be 

perceived as less prestigious in university. Then the question remains, are the students 

involved in this study affected negatively by their accents and/or race? 

ESL students are “othered” and their learning is affected by this constructed view 

of native-speakerism. Kubota, et al., (2006) state “these global discourses (societal, 

institutional) are implicated in the ways that English language learners may be subjected 
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to othering with consequences for their learning” (p. 616). An example of this implication 

is when a teacher erroneously believes that this non-standard English or “accent” is a form 

of deficit language development and assumes their students are less capable of developing 

print literacy skills (Sterzuk, 2010). In the same article, Sterzuk also explains that she does 

not disagree with the idea of teaching standard writing English; she argues that what 

people believe to be “proper” English has little to do with the actual characteristics of a 

particular language variety and lots to do with when and where people live and their 

experience. In other words, accent is related to geography, where the person comes from, 

and to a person’s life experiences rather than to their intellectual capacity. Therefore, 

negative perceptions of international students’ accents could be perceived as form deficit 

thinking. 

Hence, understanding the significance of native speakerism and accents is a key 

element of understanding ESL students’ lived experiences. The discussion of the 

ownership of the language, native speakerism, is also important to this study since 

language and identity are always linked together. Norton (1997) uses the term identity to 

refer to how people understand their relationship to the world. According to Norton, a 

learner engages in identity construction every time a learner speaks. Let us not forget that 

speaking in class is quite important in North America; therefore, ESL students engage in 

identity construction every time they are in class and even outside class. In addition, 

Taylor (2006) claims that there is no neutral interaction; all interactions are linked to 

identity and construction through social power relations, which include race. Hence, 

identity and race keep being intertwined. Those arguments are aligned with Kubota, et al. 

(2006) who argues that race continues to have significance in terms of social organization 



 26 

as well as in identity construction. This means that ESL student identity can change 

depending on their understanding of their relationship to their peers, their professors and 

the institution they attend. 

Norton (2000, 2001) highlights how students’ identities are in constant construction 

via second language classroom discourses and practices. This finding is aligned with Lee, 

(2008) who claims that “[l]anguage learners are not only learning a linguistic system; they 

are learning a diverse set of sociocultural practices, often best understood in the context of 

wider relations of power” (p. 92). The diverse set of sociocultural practices ESL students 

learn may also affect them in university. ESL students may struggle in university because 

of some of the constructed views they have about themselves and others, and their 

identities. ESL student in university have to face discourses of themselves vs. others (ESL 

students vs. English native speakers).  

There is, however, a third line that is not self and other. With globalization, there is 

an increasing hybridity of language learners and teachers in today’s world context. The 

Self/Other binary is being replaced with presumably more productive notions such as “in-

between” so that both teachers and students can choose from multiple roles of their social 

identities in their own context (Kramsch, 1998). These language learners, the “in-

betweens” may have better changes to succeed in university since they can switch back 

and forward or choose from multiple roles. By understanding their social context, they 

may be able to interact and/or blend better. By understanding lived experiences of ESL 

students in university; we could also understand how they choose their multiple roles, 

and/or what makes (and what does not make) it possible for them to switch back and 

forward their roles. Being able to choose from multiple roles could be described as a 
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coping mechanism students develop in order to succeed in university. But what are some 

other mechanisms students need to have to cope with university? 

In conclusion, this section sought to explain how the English language may affect 

ESL students in university. English dominates research and scholarships; English affects 

policymaking and the work of individual students and scholars. English affects the 

learners because the language holds a place of supremacy in the academia. In order to 

understand how English affects the ESL students in this study, it is necessary to 

understand the debate over to whom English belongs. English belongs to the users of the 

language, yet there are some constructed views, such as native speakerism, that affect 

users of the language, in this case, non-native speakers. The literature suggests that the 

“right” or standard accent gives benefits to some native speakers in university, but not all 

of them because the “right” or standard accent is closely linked to some ideologies and 

race. In other words, white native speakers of English may benefit in university by using 

the right standard accent as long as they are white. This hierarchy suggests white 

Canadians are on the top on the pyramid, and it potentially suppresses ESL students 

because of their accent or race. Yet, these ideologies are better understood in the context 

of wider relations of power. In addition, this chapter discussed the importance for teachers 

to avoid reinforcing dominant images of native speakerism and white privilege since 

equality in education seems to be aspirational for students of color whether they speak 

English as a first language or second language. This section is relevant for this study 

because understanding what native speakerism is, and how native speakerism is linked to 

some ideologies and race; can help understand the lived experiences of the participants.  
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2.4 Chapter Summary  
 

In this chapter review, I focused on pertinent studies that discuss the 

internationalization of higher education and ESL students’ struggles in higher education. 

In the first section of this literature review, I covered the concept of internationalization of 

higher education, its objective, and how globalization discourse has affected higher 

education. In the second section of this literature review, I covered native speakerism and 

linguistic othering, which is the idea of how the language ability is related to some 

constructed views of “accent” and race. In this part of the literature review, the idea of 

“proper” English, and the notion of language hierarchy that suppresses ESL students and 

puts white Canadians on the top of this hierarchy were also discussed.  

After reviewing the literature, the question remains as to how international 

students are affected by their being international students who speak English as a Second 

Language, and how universities can help ESL students better. In other words, this 

literature demonstrates the need to understand lived experiences of ESL/international 

students.     
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Chapter 3: Research Design and Methodology 
 

3.1 Introduction 
 
 
 In this chapter, I explain the design and methodology of this study. I present the 

method used to contact the participants, to gather the data, and how the data was analyzed. 

My research questions are:  

1) What is it like to be an ESL Latino student at an undergraduate level at the 

 University of Regina?  

 2) And do ESL Latino students share common experiences that suppress their 

 success or failure?  

The goals of my study are to understand the participants’ experiences from their 

perspective so I used phenomenology. I was also influenced by reflexive auto 

ethnography as the methodology for this study. Even though I am influenced by critical 

applied linguistics as well (Norton, 1997 and Kubota et al., 2006) by discussing questions 

such as whose language, as a social practice, is or seems to be valued, the native’s – non-

native’s speaker?  I do not situate this study as critical because my interest is in the lived 

experiences of the participants, and phenomenology prevents this.  

According to Pollio & Thompson (1997), the position held by phenomenological 

researchers is that any experience can be described as a relationship between a person and 

his or her world. Heidegger (1962) uses the terms life world to express the idea that 

individuals’ realities are invariably influenced by the world in which they live. This 

qualitative approach, phenomenology, affords the researcher an opportunity to examine 

the interrelated dimensions of the human experience. Human beings lives/experiences 

comprise a phenomena. I also used phenomenology because my research focus was on the 
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content of conscious experience, such as the judgments, perceptions, and emotions (Balls, 

2009). Another reason to use this methodology was because I wanted to know what it is 

like to be an ESL Latino university student in the University of Regina, not just to hear 

the person’s reaction to the experience (Munhall, 2007). I find it important to mention that 

neither phenomenology nor this study intend to generalize the findings of this study to all 

Latino students or universities in North America, yet I strongly believe that the findings in 

this study can give directions for further studies.  

I used the interpretive approach to phenomenology instead of descriptive 

approach. Descriptive phenomenology tries to put aside presuppositions or biases so that 

they do not affect the study; however, interpretive phenomenology does not believe that 

these ideas can be put aside because researchers are aware of them and any effect they can 

have on the study. Interpretive phenomenology focuses on what the individual’s 

narratives imply about what they experience every day (Lopez and Wills, 2004). 

Interpretive phenomenology fits my research questions as well because my research 

focused on the participants’ similar and different experiences as ESL Latino students at 

University of Regina. In the words of Lopez and Will (2004), I used interpretive 

phenomenology because I wondered: 

“How does the lifeworld inhabited by any particular individual in this group 

of participants contribute to the common-alities in and differences between 

their subjective experiences?” (Lopez & Will, 2004, p. 729). 

 For this study, I was also influenced by reflexive auto-ethnography for several 

reasons. When researchers do ethnography, they study a culture’s relational practices and 

common values and beliefs, and shared experiences (Ellis et al., 2011). Researchers such 
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as Atkinson (1997), Buzard (2003), and Delamont (2009) recognize that research cannot 

always be done from a neutral impersonal, and objective stance. The words, thought, and 

feelings of the researcher also are considered (Ellis, 2004). In this case, my motivation 

and personal experiences add layers to the interpretation of the data even though my 

experiences are not the main focus.  In addition, reflexive auto ethnography documents 

ways a researcher changes as a result of doing fieldwork (Ellis et al., 2011). 

Another reason why I was influenced by reflexive auto ethnography was writing. 

Writing is a way of knowing, a method of inquiry; consequently, writing can be 

therapeutic for the researchers as they write to make sense of themselves and their 

experiences (Ellis, 2004). In addition, writing while being influenced by reflexive auto-

ethnography, allows me to better testify on behalf of an event problem or experiences 

(Ellis, 2004). Auto-ethnography values the need to write and represent research in 

evocative and aesthetic ways, and auto-ethnography can be analytical, emotionally 

therapeutic, and inclusive of personal social phenomena.  

  

3.2 Context 
 

The university where this research was conducted is the University of Regina, in 

Saskatchewan, Canada. According to the Canada Census 2011, the city of Regina has a 

population of around 220 000 people, and where more than 80% are from white European 

ancestry, nearly 5% are First Nations, and the rest are from other ethnicities (Citizen and 

Immigration Canada 2011). These demographics have likely changed since 2011, though, 

as Saskatchewan continues to grow as the result of immigration. 
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The University of Regina has a division that advertises itself as being specialized 

in “everything international.” It aims to provide assistance for international students on 

campus. At the same time, they also support faculty members and staff with different 

internationalization initiatives. In addition, they provide international students with a 

Language and Academic Support center (LAS). Based on this division’s promotional 

material, not only do they provide academic support, but they also provide cultural 

awareness for international students. The existence of this division that advertises itself as 

being specialized in everything international indicates that the University of Regina is 

involved in the internationalization process that exist in all levels of education in Canada 

(Guardado, 2013). 

The initial step in the data gathering process was the selection of participants 

(Englander, 2012). In the last week of November 2013, I received approval to conduct this 

study, and I started the gathering of my participants. I used different means to contact the 

participants, which included: e-mail invitations to all students and posters on bulletin 

boards around campus (see appendix XI). I also contacted the Graduate Student 

Association of the University of Regina to have the invitations to participate in this 

research sent to students’ e-mail addresses. The instruments to contact participants clearly 

stated the required characteristics of the participants needed.  

I aimed to recruit a total of five participants (undergraduate or graduate students) 

interested in this study because the in-depth nature of qualitative data generally limits 

sample size, (O’Leary, 2004). The participants had to be ESL international students who 

had studied and completed at least two semesters in this university at a graduate or 

undergraduate level during the study. The participants were not enrolled in any ESL 
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classes during the study. Also, the participants had to be Latin American speakers of 

Spanish as a first language. For this study I excluded Spanish native speakers from 

Europe, Africa or any other continent since my focus was on people who come from the 

American Continent and/or the Caribbean.  

All the participants were full time students. Even though I tried to have a variety 

of participants in terms of gender, undergraduate and graduate level when possible; all the 

participants were undergraduate students: four participants were male students and only 

one participant was a female student. It is important to mention that any form of gender 

identity was accepted for this study. The participants were ESL international students 

registered in university with any considered legal status to stay and study in Canada; be 

this, study visa or study permit, landed immigrant status, permanent resident status, and/or 

citizenship. The participants were students who were registered in the fall/winter 

semesters. Even though there are five participants in this study, there were eight 

participants who volunteered to participate. I had to strategically select my participants in 

ways that best served the research’s goals (O’Leary 2004). These were the reasons why 

those three extra participants were not selected: the first participant who was not selected, 

a female participant, had finished high school in Canada. I aimed for participants who had 

finished high school in their countries of origin.  The second participant who was not 

selected either, a male participant, had finished university one semester before this study 

took place and was only waiting for the graduation ceremony. I aimed for participants 

who were studying in university while this research was being conducted. The third 

participant was not selected because this participant contacted me out of the time 

framework for this study.  
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3.3 Procedure 
 

The data collection for this study was conducted over the first three weeks of 

December 2013. I was granted permission for interviewing, audio recording, and using the 

data gathered from the interviews, the researcher, by the university on November 26, 

2013; and the participants gave me consent before the interviews took place. The 

interviews were conducted in my office on campus. Englander (2012) states 

“[p]henomenological, human scientific researchers tend to choose the interview due to 

their interest in the meaning of a phenomenon as it is lived by other subjects” (p. 14). 

Emails, text messages, and telephone conversation were used to set time and dates for the 

interviews and to clarify doubts about the interview in a later stage. The participants and I 

shared a 60-minute, face-to-face and semi-structured interview (Fontana and Frey, 2000). 

All the interviews were conducted in person, using a set of open-ended 

questions/conversational interviews (see Appendix A) as initial probes on a variety of 

topics related to their experience (Smith, Flowers, & Larkin, 2009). These topics were 

about their application process, their classes, their language skills, their professors, their 

classmates, and their university lives on and outside campus. The questions focused on the 

participants’ experiences with each of the topics mentioned above: what the experiences 

meant for them (Somekh & Lewin, 2011), how the experiences affected them, and what 

opportunities and obstacles were encountered while being ESL international students in 

university. The conversation continued if a specific question and/or their answers were 

particularly unclear or revealing.  

The interviews were conducted in Spanish, and the parts used in this study were 

translated into English. The interviews were also tape-recorded and transcribed for further 
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analysis. Each participant received his or her own transcripts. All the participants had the 

opportunity to see their transcripts, make changes, and/or clarify any point of the 

interview during and after the interviews.  The participants had the opportunity to see their 

transcripts of their interviews before the data analysis started.  

 

3.4 Data Analysis 
 
 I used a reductionist phenomenological approach to analyze the data collected in 

the interviews. Phenomenological studies are qualitative types of research that use 

linguistic rather than statistical analysis. There are three basic steps that have been 

established to analyze data from phenomenological interviews: 1) dividing the original 

interview transcripts into units, 2) discerning and communications the essential meaning 

of each unit, and 3) clustering the meaning units into themes that constitute a general 

description of the phenomenon (Creswell & Miller, 2000)  

I followed the three steps to analyze my interview data. Data analysis includes 

reading the transcripts of the interviews to identify meaningful pieces of information that 

can help answer the research question. Initial observations were noted and highlighted. 

After reading the transcripts multiple times, similarities and differences were noticed. 

Then I took some more steps to analyze the data. First, I divided the original interview 

transcripts into several units or themes. In order to better divide the data, I numbered the 

different themes that came up in the transcripts. I wrote the number of the themes in the 

left hand of the highlighted sections of the transcripts, and I wrote notes related to my 

observations on the right sight of the same sections. Afterwards, I entered those themes 

into an Excel spread sheet. The Excel document had the same themes’ names and 

numbers I used to divide the data originally. Second, I discerned the essential meaning of 
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each unit for my research interest. The data was coded and analyzed for recurring themes 

and patterns. I noticed that some topics overlapped, and I also noticed some similarities 

and differences in the data (the participants’ answers). Then, I grouped the data into three 

different categories: 1) coming to Canada, 2) interactions and reactions with different 

cultures, and 3) academic life. Finally, the data gathered was crosschecked with my 

supervisor during the study for directions or suggestions.  

I added my comments and responses after having analyzed the participants’ 

interviews. As suggested by my committee members and supervisor, I added responses to 

the participants experiences based on my own experience and interpretation of the 

interview. My voice was added at the end of the process, which allowed me to compare 

my experiences with the participants’ and not the participants’ experiences my mine.   

 

3.5 Summary 
 

This chapter presented and explained the design and methodology used for this 

study. Since the goal of this study is to understand the lived experiences of the 

participants, I used phenomenology as the methodology for this study, influenced by 

reflexive auto ethnography. This chapter also presented the reasons why I used the 

interpretive approach to phenomenology for this study, and it also explained how my 

personal motivation for doing this study contributed to use reflexive auto ethnography as 

an influence. In addition, this chapter presented the context for this study. Last, this 

chapter sought to explain the procedure to contact the participants, to collect and analyze 

the data.  
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Chapter 4: On Your Marks, Get Set and Go 

4.1 Introduction 
 

Being an ESL/international student implies having different background from the 

majority of students enrolled at University of Regina; so understanding a student’s 

background is important to better understand his/her lived experiences. In this chapter, I 

introduce the five participants by using pseudonymous to protect the participants’ identity. 

In addition, I will give relevant information about their reasons for coming to Canada and 

choosing University of Regina, their educational background, and how they felt during 

their first semester. Even though the five participants are from Latin America, they do not 

necessarily share the same backgrounds. The five participants’ background information 

presented is in the same order the interviews took place, so I shall start with Roberto’s 

background. 

 

4.2 Roberto: 
 

 Roberto is from Mexico and arrived as an exchange student in the winter semester 

of 2009. According to him, he was very nervous when he came. He was very worried 

about the weather. When he arrived, it was -27 degrees Celsius, which is a quite an 

average winter day in Saskatchewan, where it can go down to -35, -45 or even -50 some 

days. This temperature was drastically different for Roberto because in his country, 

Mexico, the lowest temperature he had heard of was 2 degrees Celsius. He also 

remembers that during the first week before his classes started, he needed to sleep lots. At 

first, he thought it was because he had to speak in English all the time. Now, he thinks it 

was the lack of sunlight. 
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He decided to study in Canada because of “suerte” (good luck), as he described it. 

In his country, he was studying Spanish literature in university when he was given the 

opportunity to study a semester abroad. In fact, as a university student in Mexico, he 

published a book in Spanish. It is because of his outstanding performance as a student that 

his university told him that he could choose from a list of universities that was given to 

him. He applied to the only two universities in Canada that had a similar program to the 

one he was studying in Mexico, and he also applied to one university in Spain with a 

similar program. Since the University of Regina accepted him, he decided to study in 

Canada. 

At first, he intended to study in Canada for only six months, but then he decided to 

stay to finish his studies. In order to stay in Canada, he had to start his university studies 

over again. Since Roberto was a very good student in Mexico and had already published a 

book, he decided to study English literature as a major in Canada. Later, he changed his 

major because he found writing in English too difficult for him. This decision is 

interesting because Roberto was able to notice that there are different rules in both 

languages in regards to writing. For instance, Roberto noticed that English sentences have 

to be shorter than Spanish. Being aware of the differences helped Roberto realize that he 

was a good writer in Spanish because he mastered the rules that are related to his first 

language and culture. Yet, writing in English would be different. The following is an 

excerpt of our oral interview.  

Roberto: Apliqué para mis Visas y todo eso.  
Ricardo: Ajá 
Roberto: Y me llegó todo eso, pues tuve mucha suerte, no, no tuve ni un 
problema y me quedé y de hecho empecé a estudiar una “major” en inglés -
“English”, porque era como Literatura al final de cuentas.  
Ricardo: Ajá 
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Roberto: Pero me pareció muy difícil cambiar de escribir en Español al 
escribir en Inglés se me hizo muy, muy difícil  
Ricardo: Qué parte se te hizo difícil? 
Roberto: Pues sobre todo en español uno “ensalza” la, el habla o el este 
escritura. Siempre hay oraciones muy, muy largas; este muchas comas, y aquí 
en inglés, es una oración muy concisa y punto y otra oración muy concisa y 
punto; y pues, no me gustaba y tuve muchos problemas pues con una 
profesora sobre todo, que yo escribía como escribo en español y de hecho, yo 
publiqué un libro en español,  una novela en español. 
 
Roberto: I applied to get my Visa and all of that. 
Ricardo: Right 
Roberto: And I got all my documents approved, so I was very lucky, I had no 
problem and I stayed here, and I started studying my English Major – 
“English”, because it was like literature anyways.  
Ricardo: Right 
Roberto: But changing from writing in Spanish to writing in English was 
difficult for me. It was very, very difficult.  
Ricardo: What part was difficult? 
Roberto: Well, mostly because in Spanish one “excels” speaking or there are 
always very very long sentences and many commas, and here in English a 
sentences is very pithy (brief) and period and another very pithy sentence and 
period; and well, I did not like that, and especially because I had many 
problems with a professor, that I would write like I write in Spanish, and in 
fact, I had published a book, a novel in Spanish.  
 
What is also interesting about this excerpt is that Roberto had problems with writing 

even though he was a good writer in his first language. In Roberto’s case, his pre-college 

characteristics were not accurate to determine his success (during his first semester) in 

writing in his second language. Roberto had some problems with his writing, thus he 

decided to change his major because he felt as a basic writer. These findings seem to 

agree with Harris (1997). As Harris (1997) states, ESL students whose written language 

does not fit the standard are typically linked to groups called "basic writers" and are 

labeled as deficient, incompetent or even lacking in cognitive ability. Roberto needed to 

develop his writing skill while studying in university, and he accepted that judgment of 
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one of his teachers in particular because his writing did not fit the standard. Now, 

Roberto, who is a senior student, studies Political Science with a double major in French 

and Sociology.  In the next chapter, I will explain how Roberto came to the conclusion to 

change his major, and how the culture and language played a role in his decision.  

 

4.3 Isabel:  

  
 Isabel is a Colombian undergraduate student in university.  Isabel had already 

finished her university studies in Colombia before coming to Canada to study her 

undergraduate again. However, Isabel only needed to take two years out of the four-year 

program since University of Regina accepted half of the total credits she got in Colombia. 

When the interview took place, Isabel was studying her second, therefore and last year in 

university.  

When Isabel was twenty-six years old, she left her country and her job as a lawyer 

to study in Canada. At first, she wanted to study for a masters degree in Canada since, as 

it was mentioned before, she had finished her undergraduate studies in Colombia. 

However, she had to choose to study an undergraduate degree in University of Regina or 

to study her masters in another university because University of Regina had stopped 

offering the specific masters degree she wanted to study. According to our interview, she 

ended up choosing University of Regina, and obviously her second undergraduate degree, 

mostly because she was “enamorada de la ciudad” (in love with the city) that she had seen 

through her brother’s pictures who already was a student at University of Regina.  

 Even though she found unexpected struggles in university, Isabel still feels happy 

at having come to Canada to study. Isabel was very happy when she was accepted to study 
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at the University of Regina, and the weather was actually a bonus for her. As she said in 

our interview, “soy una persona de clima frio” (“I like cold weather”); therefore, studying 

in Canada was a good idea. At first, having been accepted to the University of Regina 

gave her confidence that she could reach her goals at first. Her confidence may come from 

her having been “una alumna excelente” (an excellent student) in Colombia. During the 

first semester, however, her confidence level changed. 

Isabel: El primer semestre que es como el primer encontronazo que un tiene, 
me sentía muy insegura y eso es algo como muy raro en mí. 
 
Isabel: The first semester kind of hits you. I felt very insecure, and very rarely 
do I feel like that. 
 

 What is interesting about Isabel is that her confidence changed during the first 

semester. These findings, how Isabel’s confidence changed, also aligned with Ferris and 

Tagg (1996).  They found that professors wanted their ESL students to overcome shyness 

and participate in class. Because Isabel felt insecure, she did not participate much in class. 

Yet, the reasons why Isabel confidence changed are related to the fact that she is an 

international student and not due to intellectual capacity.  But what challenges did Isabel 

have to face? And how did Isabel feel? Isabel is aware that her being an international 

student has given her some challenges that she did not expect to have. This can be seen in 

the following excerpt of our interview: 

Isabel: Porque yo sabía que el problema no era de conocimiento, como le dije, 
muchas de las cosas que estoy viendo, yo ya las sé, las he estudiado en algún 
momento. Entonces, no es el hecho de estudiar más o menos, yo sabía que 
todo se definía en el examen. Muchas veces ni siquiera estudiaba para el 
examen porque ya con ir a clases era suficiente en mucho de los casos porque 
el libro o eso es repetición de lo que dice el profesor  
Ricardo: Aja 



 42 

Isabel: Y yo iba a clase, y yo iba totalmente preparada, y yo me sentaba en el 
examen totalmente preparada y yo entendía toda las preguntas y yo sabia que 
si estudiaba un mes entero o si estudiaba la noche anterior, no iba ser ni una 
diferencia y que mi nota iba ser exactamente la misma. Eso es tanto, que 
muchas veces lo probé. En la misma materia para el primer examen,  me mate 
estudiando y obtuve “esa” nota. 
Ricardo: Aja 
 Isabel: Yo para  el segundo, me desmotivé; para el segundo yo no estudié  
Ricardo: Aja 
Isabel: Y obtuve dos puntos por encima de la nota anterior. 
 
Isabel: Because I knew that the problem was not about my knowledge. As I 
said to you, I already know many of the things I am studying here; I studied 
them at any moment in the past. Then, it is not about studying hard or not, I 
knew that everything would be defined in the exam. Many times, I did not 
study for the exams because going to classes was enough in many cases 
because the book or that is repetition of what the professor says. 
Ricardo: Right. 
Isabel: And I would go to class, and I would go totally prepared, and I would 
take the exam totally prepared, and I would understand all the questions, and I 
knew that if I had studied a whole month or just the night before, it was not 
going to make any difference, and that my score was going to be exactly the 
same. In fact, many times I tried it out. In the same course, I studied hard for 
the first exam and I got “that” score. 
Ricardo: Right 
Isabel: It was demotivating, so I did not study for the second exam. 
Ricardo: Right. 
Isabel: And I got two more points than before.  

 
 It is interesting to see in the excerpt above that Isabel was aware that her 

knowledge in the subject was not a problem. It seemed obvious that some possible 

external factors affected Isabel, but she did not know which they were.  

Why do some students seek, while others avoid, second language communication? 

According to MacIntyre, Dörnyei, Clément and Noels (1998), the answer is related to the 

students’ willingness to communicate (WTC). And what is WTC? WTC is conceptualized 

as the probability of engaging in communication when free to choose to do so; WTC is 
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related to attributes such as communication apprehension, perceived communication 

competence, introversion-extraversion, self-esteem, and so forth (McCroskey and Baer, 

1985). Even though WTC could be seen essentially as a personality trait, there seems to 

be different internal and external variables that affect students’ WTC, which include but 

are not limited to linguistic, communicative, social and individual context, affective-

cognitive context, motivational propensities, situated antecedents, behavioral intention, 

and social psychological (MacIntyre, Dörnyei, Clément and Noels, 1998). 

  

4.4 Gabriel:  
 

Gabriel is an industrial systems engineering student. He is originally from Mexico, 

and he has been in Canada for a little more than five years. Gabriel was already a 

university student in Mexico before coming to Canada. As he said in our interview, he 

came to Canada “por obra de la casualidad” (by chance). Gabriel was recommended by a 

professor in his university to study in Canada because he was an outstanding student. At 

first, he came to Canada and to the University of Regina to continue studying music (how 

to play the violin) with a Canadian professor and to study ESL. 

Gabriel feels very lucky to have the opportunity to study in Canada, even though 

he ran into some problems in his academic life. Since Gabriel was a very good student in 

Mexico, Gabriel was used to having “good” marks. One of the obstacles he had to 

overcome was getting used to the new “sistema” (system). In our interview, he mentioned 

how disappointed he used to feel every time he got a bad score. Even though his 

classmates and professors have always considered he has good marks at the University of 

Regina, he feels that his marks have been lower than what he used to have. He believes 
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that a “different grading system”, to which he had to get used to, could be the reason why 

his marks are lower, yet he does not understand why there is a “different grading system” 

in Canada.  

Ricardo: Oh , y este y como alumno cómo te sientes en la universidad  
Gabriel: Eee, yo creo que ha sido, fue difícil el cambio de de de sistema de 
“grades” de “grading”  
Ricardo: Aja 
Gabriel: En Mexico, yo creo que utilizamos un sistema similar pero, aaa, se… 
se como se llama?; las, las aa… las calificaciones son más altas, entonces aquí 
cuándo yo entre a la universidad después de ESL, bueno dentro de ESL 
también, tuve las calificaciones como de un poco más bajas y eran buenas 
aquí, osea eran jajaja.  
Ricardo: Aquí eran consideradas una buenas calificaciones?  
Gabriel: Aja. Jajajaja 
Ricardo: A pesar de que  
Gabriel: Era algo bajo para mi, entonces ahí fue algo medio difícil de 
acostumbrarse, como aa…  
Ricardo: Aja 
Gabriel: No sé, como “targeting”  
Ricardo: sí 
Gabriel: Estas tu pensando en un 10 o en un 100 y sacas un 80 y ya estas 
súper feliz y para mi antes un 80 era como un ..noo. 
 
Ricardo: and, erm, and how do you feel about being a student in university? 
Gabriel: Erm, I I think it has been, it was very difficutl the different grading 
system. 
Ricardo: Right. 
Gabriel. In Mexico, I think we use a very similar system, but erm how do I 
say this? Grades are higher, so when I started university after ESL, well even 
when I was in ESL; I kind of had lower grades, and they are good grades 
here, I mean they were – hahaha. 
Ricardo: Were they considered good marks here? 
Gabriel: Right. Hahaha. 
Ricardo: Even though … 
Gabriel: They were kind of low marks for me, so that was kind of difficult to 
get used to, like erm… 
Ricardo: Right 
Gabriel: I don’t know. It is like “targeting” 
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Ricardo: Yes. 
Gabriel: You are thinking about getting 10 or 100, and then you get 80 and 
you are very happy, and for me that would have been like an “ouch”.  
 

 Gabriel thinks that this new “grading system” was difficult to get used to, but it is 

a good system. Later in the interview, he said that he believes that this is a more 

“realistic” type of grading system. But how did he get to that conclusion? Gabriel’s 

background information provides a framework to better understand his lived experiences, 

and how he dealt with the frustration of his “lower” marks.  

 

4.5 Oscar:  
 
 Oscar is twenty-four years old, and he is originally from Venezuela. At 17, He 

came to Canada to study English (ESL), but with the goal in mind of staying in Canada to 

study at university. His father was the one who actually chose Canada instead of any other 

country. Oscar was only thirteen years old when his father talked to him about studying 

abroad for the first time, and when Oscar was 17, his father decided to send him to 

University of Regina because Oscar’s cousin was already a student there. It is evident that 

Oscar’s life as a student was affect by globalization. Oscar’s father wanted his son to 

study in a Global North university so that Oscar could have better job opportunities in the 

future. 

 Oscar has also had some unexpected problems with university. Currently, Oscar is 

in his last year of business administration. Due to the challenges he found in university, he 

changed programs, and he even took one year off, a sabbatical year as he calls it. The 

following is an excerpt of our interview.  
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Ricardo: ¿Cómo te sentiste después de tu primer semestre? 
Oscar: ¿Cómo me sentí después de mi primer semestre?  
Ricardo: haciendo memoria. 
Oscar: ya ni me acuerdo ya. En lo social, ya no me acuerdo mucho la verdad. 
Ricardo: ¿Y en lo personal, en lo académico? 
Oscar: pues si sabía que estaba saliendo mal y que … Sabía que estaba 
saliendo mal pero que, no se, no se porque; osea como que también estaba 
muy joven… y como que  no… yo creo que yo empecé a caer en cuenta de lo 
importante que es venir a estudiar a un país y … que no es mi país y de lo 
importante que es la inversión que está haciendo mi papá.  
Ricardo: aja 
Oscar: yo creo que me empecé a dar cuenta cuando yo me tome un, este… yo 
me tome un año sabático, este… entre después del segundo año, yo tome un 
año después empecé otro año, y después dije, no sabia si eso era en verdad lo 
que yo quería. Trabajé por un año y como que caí en cuenta de que, que de 
verdad que si yo quiero quedarme aquí, tengo que estudiar ¿si me entiendes? 
Ricardo: aja , ¿Y tu querías quedarte aquí? 
Oscar: sí 
Ricardo: ¿Por qué? 
Oscar: por la situación en Venezuela. Porque, osea, yo voy para allá y le 
pregunto a la gente ¿Cómo está la cosa , como está la cosa? Todo el mundo 
me dice que la cosa está mal, que todo mundo se quiere ir, nadie quiere vivir 
allá y entonces yo digo, yo estoy aquí y ¿Por qué arruinar esto? ¿sí me 
entiendes? 
 
Ricardo: How did you feel after your first semester? 
Oscar: How did I feel after my first semester? 
Ricardo: try to remember. 
Oscar: In the social aspect, I really don’t remember. To tell you the truth, I 
don’t remember very much. 
Ricardo: What about your personal life, and your academic life? 
Oscar: Well, I knew I was getting bad grades. I knew I was getting bad 
grades, but I don’t know, I don’t know why; Like I was very young… and 
like I was not … I believe I started to realize the importance of going to a 
country that is not yours and the importance of the investment my father is 
making (on me). 
Ricardo: right. And did you want to stay here? 
Oscar: Yes. 
Ricardo: why? 
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Oscar: because of the situation in Venezuela. Because when I go there and I 
ask people how things are? Everybody says to me that things are bad; 
everybody wants to leave the country, nobody wants to live there, and then I 
say (to myself) I am here and “why shouldn’t I take advantage of this 
opportunity?” Do you get me? 

 

Oscar had to make a decision for his future. By going back to his country and 

coming back to Canada, Oscar became aware of the opportunities he could have in his 

future if he would study in university. Oscar believes that he became more mature because 

he came to realize that the decision his father had made was in Oscar’s best interest. Oscar 

made the decision of going back to university and facing some problems with the 

language and the culture. Oscar was and is aware that even though he studied ESL in 

Canada, he had some problems with the language and the culture he needed to overcome 

in order to reach his goal.  

 

4.6 Jose:  
 
 Jose is a university student from Venezuela. Before coming to Canada, he was an 

engineering student in his country. Now, Jose is 20 years-old, and he is studying 

journalism at the University of Regina. He has been in Canada for one and a half years, 

and he has been a student since his arrival.  

 Jose chose Canada and the University of Regina mostly because of the political 

situation in in Venezuela, because Canada is very close to Venezuela, and because of his 

family. According to Jose, studying journalism or being a journalist in Venezuela is 

“riesgoso” (risky); the government is arresting people who do not agree with them.  In 

addition, Jose thinks that even thought the USA is closer to Venezuela, the relationships 
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between Canada and Venezuela is better. Jose was afraid that his family might not be able 

to get their visas to visit him if he had opted to study in the United States. Besides, his 

brother was already a student at the University of Regina and he states that the University 

of Regina has a good program for his major.  

 Unlike the first four participants, Jose has completely white European appearance. 

The other four participants have a more mestizo appearance (mixed races). I mention the 

racial descriptions of these participants because of the established connection between 

race and English (Amin, 1997; Chin, 2009; Jensen, 2011; Sterzuk, 2015). I explore this 

connection in relationship to the student’s lived experiences in the next chapter of this 

thesis. Another difference between Jose and the other four participants is that Jose has 

found that his professors and his classmates are usually interested in hearing his 

perspective. During our interview, Jose stated that as an international student, he feels that 

students and classmates find him interesting. He thinks that other students in university 

are interested in becoming his friend. The other participants had a different experience, as 

I will explain in more detail in the next chapter. Yet, there are some similarities found 

between the other four participants and Jose as well. Jose, like the first four participants, 

thinks that he is “better prepared” than domestic students because he is an international 

student who has a different perspective, and that gives him some advantages since, 

according to him, people are usually interested in different perspectives.  

José: … como estudiante (internacional) siento que la gente tiene un interés 
en conocer otras culturas o la gente que lo tiene eh…, tiene un interés en 
hacer amistad conmigo en particular. Los profesores sienten que los 
estudiantes internacionales, o por lo menos los que parecen estar interesados 
en la clase, pueden aportar otra perspectiva y hay mucha profesores que les 
interesa eso  
Ricardo: aja 
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José: entonces los profesores sienten interés en que tu participes en la clase y 
es así otro punto de vista. 
 
Jose: … as an (international) student, I feel people are interested in learning 
about other cultures or the people who are interested, they are interested in 
being friends me particularly. Teachers think that international students, or at 
least the students who seem to be interested in their classes, can bring a 
different perspective and there are many teachers who are interested in that. 
Ricardo: right.   
Jose: So, professors are interested in your participation in class and bring a 
different point of view.  

 

4.7 Summary 
 

This chapter sought to outline the participants’ background before coming to 

Canada. This chapter provided relevant information about their reasons why they came to 

Canada and chose the University of Regina. Their education background and how they 

felt during their first semester was also presented. They do not necessarily share the same 

background or experiences, but some similarities were found. The participants were 

considered good students in their countries of origins, and they chose University of 

Regina because they had a family member already studying there or because they were 

given opportunities to study abroad due to their outstanding performance in their country 

of origins. One difference found was that the only white student (Jose) felt that people 

were interested in hearing his perspective.  
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Chapter 5: Language And Culture 
 

5.1 Introduction 
 
 This chapter examines how the participants felt and dealt with both the English 

language and the different ways things are usually done at University of Regina. The 

rationale for this focus is that language and culture are rather important components in the 

participants’ lived experiences in university. Even though that language is more than just 

a skill, in this chapter, I will focus on language as a skill that ESL students need to master 

in order to study in a Canadian university. Not only do ESL students need the language to 

participate in class and talk to their professors, but they also need it to do daily activities 

on campus such as buying coffee or borrowing books. When discussing language skills 

for ESL students, the focus is usually on four skills: speaking, listening, reading, and/or 

writing. However, the focus of this chapter will be speaking and listening (oral 

communication with others). 

Culture and language are always intertwined; one cannot exist without the other. 

In this chapter, culture can be understood as a particular form of civilization in certain 

nations, a way of teaching and learning in certain nations, or simple the ways things are 

done in certain places. As I mentioned before, I use Kuh and Whitt’s (1988) definition of 

culture in American colleges for this study. As a reminder, these authors define culture in 

universities as  persistent patterns of norms, values, practices, beliefs, and assumptions. In 

turn, these patterns shape individual and group behavior. As Bodycott and Walke (2000) 

state, and as this chapter will portray, it is unfortunate that many university teachers and 

domestic students fail to appreciate the many adversities ESL students face in adapting to 
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studying in a foreign culture. The language problems ESL Latino international students 

face are accentuated by unfamiliar approaches to teaching or learning.    

Since the University of Regina has students from around the world, the 

participants’ perceptions and interactions with other non-Canadian international students 

will also be presented. This chapter will present evidence of what could be interpreted as 

cultural misunderstanding or different perceptions between the participants, their 

professors, and their classmates that have negatively impacted the participants’ lived 

experiences. As previously mentioned, culture is intertwined with the language. Culture is 

the way we interact with others, thus how culture affected the participants will be 

discussed throughout this chapter in each of the sub-division.  

This chapter is divided into two parts; the first part is the similarities or the similar 

experiences the participants had with regards to language, their professors, making friends 

and cultural preferences. The second part, the differences, presents data about how the 

participants’ lived experiences were different from each other in regards to the same 

topics mentioned in the Similarities part. 

 

5.2 Similarities: 
  
 This section discusses the similar experiences that participants had and helps us 

understand common experiences the participants had. Unlike the fourth chapter, this 

chapter will present the participants in groups. The fourth chapter introduced the five 

participants; therefore, separating the participants was needed. This section, however, will 

discuss the experiences the participants had in common. This section will group the 
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participants by similar experience, and it will leave out of the group the participant(s) who 

did not have a similar experience.  

 

5.2.1 Language  
 
 Roberto, Isabel, Gabriel, and Oscar ran into similar obstacles with language during 

their first semester. Although they had met the language requirement to enter the 

university program by either having achieved the grades required in the international 

exams they took (TOEFL) or by having passed the university ESL program, these four 

participants (Robert, Isabel, Gabriel, and Oscar) stated that they had problems 

understanding their professors during the first semester. For instance, according to 

Roberto, his TOEFL score was not a good indicator of his English level. He took the 

TOEFL exam, and he met the English entrance exam requirement. However, he believes 

that even though he met the English requirement, the language was “una de las cosas que 

más le afecto” (one of the things that affected him the most). He felt like he had to pay 

attention all the time in class. The following is an excerpt of my conversation with 

Roberto. 

Ricardo: y ¿Cuáles fueron los sentimientos con con tus clases? 
Roberto: con mis clases, una de las cosas que más me preocupó, que más… 
así que más me afectaba era que pues yo creía que hablaba inglés y sí 
hablaba, pero ya estando en clase era muy distinto. Osea, tenía que estar cien 
por ciento enfocado en la, en el profesor para poder realmente entender de 
que se trataba y si me perdía 10 segundos, se me iban 10 minutos de la clase 
porque ya no sabía que estaba pasando.  
Ricardo: aja 
 
Ricardo: and how did you feel about your classes? 
Roberto: with my classes, one of the things that worried me the most, that… 
kind of affected me was that I thought that I spoke English, and I really did, 
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but being in a class was totally different. I mean, I had to focus on my 
professor one hundred percent in order to be able to really understand what 
the class was about. If I got distracted for 10 seconds, I would lose 10 minutes 
of my class because I did not know what was going on. 
Ricardo: Uhm. 

 
 
 As mentioned in the literature review and based on four out of the five 

participants, the extract of the interview above reveals that even though the participants 

met the English language entry requirements of this particular university, they needed to 

develop their English language skills while studying for their degree. This finding aligns 

with O’Loughlin and Arkudis (2009) and Arkoudis and Tran (2010) who argue ESL 

students need to continue developing their language skills in university. Developing 

language skills through their studies in university does not mean that students should be 

accepted without any or with very limited language skills. On the contrary, developing the 

language skills means that a student needs to continue improving their language skill, but 

the development of the language will be ongoing while attending university.   

Interestingly, the four participants that struggled with the language and subsequently 

participating in class, were not of a white appearance. This is interesting because the 

literature suggest that for some students, there is, even though there ought not to be, an 

intrinsic connection between race and language (Norton, 1997 and Kubota, 2006). The 

fact that the four participants were afraid of participating in class because of their 

language skills makes it obvious that the English language gave certain advantages to the 

native speaker students in class (Altbach, 2004). What was not obvious yet, was why the 

participants were afraid of participating in class. Then the question remains as to whether 

the participants felt what the literature describes as “the fear of the native speaker.” This 

question will be addressed later. 
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Before continuing, I would like to point out that all the participants had had 

previous experiences in university settings, and they had met the English language 

requirements to study in at University of Regina. Therefore, their language skills should 

have been within the same level as their peers in class, with the difference, of course, of 

not being native speakers. It is true that the participants may lack technical vocabulary in 

the subjects they studied, as any other native speaker may have, but not cognitive ability 

so that they questioned themselves (their skills). In short, it could be argued that the 

participants’ familiarity with the language (English) and academic settings (university) 

should have helped them be more confident and participate more in class. Yet, the 

participants felt shy and had problems understanding their professors. 

According to the four participants, their “shyness” prevented them from 

participating in class. The four participants mentioned that although they knew they could 

speak English, they preferred to observe in silence and not to participate because they 

needed to know that their English level was good enough to participate in class. Unlike 

the four participants, I was an ESL teacher in my country of origin. However, and like the 

four participants, I also felt shy to participate in class during my first semester. This 

finding also aligns with Ferris and Tagg (1996) who found that professors want their 

students to overcome “shyness” to participate in class. Like in Ferris & Tagg’s (1996) 

study, it was not lack of interest that prevented the participants, or me, from speaking in 

class. Rather, it was the fear of being in front of the native speaker that created this 

shyness. The following is an excerpt of my conversation with Isabel where the fear of the 

native speaker comes to light.  

Isabel: el primer semestre, que es como el primer encontronazo que un tiene, 
me sentía muy insegura y eso es algo como muy raro en mi.  
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Ricardo: ohh 
Isabel: muy insegura porque uno no sabe el nivel de inglés que tiene  
Ricardo: aja 
Isabel: enfrentar a alguien que es nativo de acá que tiene el inglés como 
primera lengua y que tiene una experiencia muy grande en el idioma  
Ricardo: aja 
 
Isabel: the first semester, it is kind of the semester that hits you. I felt very 
shy, and that is very weird for me. 
Ricardo: oh 
Isabel: I was very shy because I did not know the English level I had. 
Ricardo: right 
Isabel: to argue with somebody who is a native speaker from here and who 
has English as a first language and who has a very big experience with the 
language.  
Ricardo: right 

 

Like Isabel, Roberto, Gabriel and Oscar felt “shy” and were afraid of participating 

in class because of having to face the native speaker. Similar to the other three 

participants mentioned above, Isabel felt that the language did not belong to her, and that 

she needed to “measure” her English with the native speaker before participating in class. 

The fear of the native speaker and her English level goes beyond the constructed view of 

native-speakerism, though. These four participants (Isabel, Roberto, Gabriel and Oscar) 

felt that the language did not belong to them, so we could argue that the participants fell 

into what Kubota et al., (2006) describe as constructed views of native-speakerism and 

race that puts white Canadians on the top of this hierarchy (Sterzuk 2010). As it was 

mentioned before (Chapter 4), these four participants are not white, and the only 

participant who had a totally different experience was Jose, the only white participant. 

Since this study only focused on lived experiences of some ESL Latinos in a Canadian 

university, this study cannot prove or deny that race was an important component that 
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made a difference in the participants’ lived experiences, yet there is evidence that suggests 

it could have been.  

In my case, my fear to speak was because of the constant reminder of my accent. 

Since I had been a teacher before starting my masters, I knew that all students would feel 

nervous or shy to speak or participate in class. I knew that the best way to overcome 

shyness (at least for me) was through participation in class. In other words, I had a very 

high level of willingness to communicate (MacIntyre, Dörnyei, Clément and Noels, 1998; 

McCroskey and Baer, 1985). Therefore, I decided to participate during my first classes 

thinking that my fear would decrease. Yet, my fear did not decrease; on the contrary, it 

became more difficult for me to speak in class. In fact, I clearly remember how my legs 

and hands would shake while trying to present in one of my classes. In fact, so great was 

my fear, and so obvious to my classmates, that one of my peers asked me if I were going 

to cry. That fear was unfamiliar to me because I had been so used to presenting as a 

student and English teacher in Peru.  

Now that I look back to try to find reasons why I felt like that and why my 

willingness to communicate changed, I noticed that the constant reminder of my accent 

made me think that I was not doing a good job. Suddenly my speaking, a daily regular and 

normal activity, was not good for people to understand me. I would make mistakes 

pronouncing words; I was usually corrected with a gentle and friendly reminder that made 

me feel as if I did not belong to the group. I felt “dumb”. Not only did this constant and 

subtle reminder make me insecure, but it also prevented me from participating. After 

trying to “fix” my problems, I decided to observe, try to learn by remaining in silence. I 
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got to a point where I consider dropping my masters. Now I know that I was being 

linguistically-othered but at the time I internalized the experiences as a personal defect.  

Continuing with the language section, the same four participants had problems 

speaking in class and outside class. As I mentioned before, the four participants were 

afraid that their English was not good enough to get their message across. They were 

worried that the native speakers, their classmates, might not understand them in class. Yet, 

this fear of speaking in English was not exclusively for interactions inside their 

classrooms. In fact, this fear of speaking in English went along with the four participants 

outside their classrooms, which presented new challenges for the four participants (again, 

Jose is the exception). Activities like buying coffee were challenges for the four 

participants. The following is an excerpt of my interview with Isabel. This excerpt is part 

of the title of this thesis, and here it is where Isabel shared with me one of the problems 

she had with the language and how her fear of not sounding as a native speaker prevented 

her from even buying coffee. 

Isabel: nunca compré un café porque yo no sabía como pedir un café en Tim 
Horton’s.  Lo que para alguien es normal decir un “double double”  
Ricardo: aja 
Isabel: para uno, no tiene sentido, doble doble de que?, ¿que significa eso? 
Entonces muchas veces yo decía, no, yo tan cerca de mi casa que prefiero ir a 
mi casa a almorzar, a comer que tener que enfrentarme a algo que era 
diferente para mi.  
 
Isabel: I never bought coffee because I did not know how to ask for coffee in 
Tim Horton’s (a famous coffee chain in Canada).  While it is normal for 
people to say a “double double” 
Ricardo: right 
Isabel: to us, it doesn’t make sense, a double-double of what? What does it 
mean? That is why many times I said to myself, no, I live so close that I 
prefer to go home to eat lunch than to have to face something that was 
different for me. 
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In the excerpt above, not only was Isabel afraid of not sounding like a native 

speaker, but she also had some difficulties with the culture, which, as it was previously 

mentioned, is intertwined with the language. The fear of the native speaker, in addition to 

the lack of familiarity, seem to have played an important role on the participants’ 

struggles in university. It becomes evident that the participants faced obstacles they were 

not prepared for. Neither was I. Like my participants, I was not prepared for some of the 

obstacles I needed to overcome. Before moving to Canada, I had never thought that my 

“accent” would be a problem. I still believe that I was academically prepared to deal with 

university and participate in class, yet I was not prepared for being othered.   

 

5.2.2 Professors 
 

The five participants shared several similar opinions and experiences in regards to 

their professors. It is interesting that all participants seemed to agree that their professors 

were very “profesionales” (professionals) but were not very “fraternales” (friendly). What 

it is even more interesting is that the same four participants in the previous chapter, the 

non-white participants, claimed that they found it difficult to deal with a culture where the 

relationship professor-student ends in the classroom. The only participant who claimed 

not to have had problems with this more “professional” culture was Jose. In fact, he felt 

that even though his professors were less “fraternales”, they were mostly interested in 

helping him succeed. Again, Jose, who is the only white participant, had a different 

experience to the rest of the participants. In my case, I also noticed a difference between 

the professors here and in my country.  I totally agree that professors here are more 

professional. But what do I mean by more professionals? In my country of origin, I felt 
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that my professors and I would try to become friends and make sure that the relationship 

we built in the classrooms would continue outside the classrooms. I did not find my 

professors here would aim for developing friendships outside the classroom.  

The five participants found it difficult to deal with a more “professional” culture. 

According to all the participants, it was a little difficult for them to deal with some of their 

professors in Canada because professors in their countries of origin are less 

“professional”. The participants quickly realized that the difference between their 

professors in their countries of origin and their professors at University of Regina was a 

cultural difference between the two groups of professors.  In fact, all the participants 

agreed that this “professional” difference in the interaction with their professors did not 

mean that their professors in their countries of origin were unprofessional. The difference 

only meant that the two groups of professors were both different from each other.  

Being aware of this cultural difference could be a coping mechanism that the 

participants developed to understand their experiences. It is interesting to see that a) either 

the participants did not want to position their professors in their countries of origin as less 

professional, or b) the participants had learnt to see their culture as a different set of social 

rules in Canada. Either way, it seems that the participants developed a coping mechanism 

to deal with the difference. To better understand one of the differences the participants 

pointed as a more professional culture, an example is provided: The participants learnt 

that they needed to book an appointment if they wanted to talk to their professors at 

University of Regina, and that they had to book an appointment days in advance. Booking 

an appointment does not seem to be part of the norm in the participants’ countries of 

origin when needing to talk to their professor. Thus, this booking of appointments or 
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setting time to talk to their professors was something that the participants needed to get 

used to. 

In fact, all the participants agreed that in their country of origin, setting an 

appointment to talk to their professors is not customary. According to the participants, 

students can usually talk to their professor before or after class, or go to see their professor 

without an appointment. It seems as if the participants considered their being able to see 

their professors without booking appointments as one of the reasons why the participants 

found that their professors at University of Regina were not very friendly. Even though 

we cannot generalize or put all professors in the same group, there are some shared 

characteristics between professors and students who share the same culture. What is 

interesting about this point is that their not being prepared for “more professional” 

professors, in comparison with their countries of origin, made four out of the five 

participants (again Jose is the exception) feel that their professors wanted them to learn 

because it was their job, rather than because their professors were interested in the 

participants’ learning.  

Another interesting observation to make about these findings is that they aligned 

with the literature review for this study. Chin (2009) states that a close teacher-student 

relationship helps students excel. The four participants were above average in their 

countries of origins, and they all had a close relationship with their teachers. Chin also 

states that a possible reason why accented students can’t form a close relationship with 

their teachers is because of possible biases against them. In my case, I did develop a 

“closer” relationship with a couple of professors. This closer relationship was a source of 

support. I felt that I could share how I felt and what my struggles were. I felt that these 
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professors care about my learning and my personal struggles with the culture and the 

language. Interestingly enough, these professors speak more than one language. I wonder 

how the fact that they speak more than one language helped them be more culturally 

aware, open and sensitive. 

Another good example of what could be described as a cultural difference between 

professors is found in an excerpt from my interview with Roberto. During our interview, 

Roberto, as the other participants also did, stated that it was quite common for him to be 

“amigos” (friends) with his professors in his country of origin. Roberto also stated that he 

could talk to his professors before or after class. In fact, they could even have “drinks” 

together (the other participants only stated that they could eat with their professors). Yet, 

culturally that does not seem to be the norm at University of Regina. Like most 

universities in Canada, University of Regina has policies that forbid this type of 

“fraternization”. In fact, fraternizing with students in the same manner that Roberto did in 

his country of origin, could be seen as problematic since it creates conflict of interest for 

evaluation purposes. Then, Roberto found this cultural difference to be both a problem 

and a valuable lesson after he asked for help (directions on how to improve his grades). 

When Roberto went to talk to his professors, he did not except to receive an “unfriendly” 

response from this professor. The following excerpt portraits a cultural misunderstanding 

between Roberto and one of his professors.  

Ricardo: y cuál fue tu relación con el profesor en la segunda clase? 
Roberto: muy distinta. Con esa profesora no me lleve muy bien. Estaba en ese 
tiempo, yo estaba trabajando mucho y entonces a veces me quedaba dormido 
en la clase. Estaba trabajando 40 horas la semana prácticamente y tomando 
cuatro clases y entonces… era una clase a las 8:30 de la mañana y yo iba y a 
veces no podía nada más, me quedaba dormido y pues también algo que pasó 
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es que el México yo estaba acostumbrado a ser muy amigo de todos mis 
profesores.  
Ricardo: uhm 
Roberto: y entonces hablaba y iba sus  oficinas y hablábamos nos íbamos a 
tomar una cerveza o algo así y con ella yo intenté acercarme, pero lo tomo 
como una ofensa.  
Ricardo: oohh 
Roberto: y pues ahora entiendo porque es una cultura distinta pero  
Ricardo: en su momento? 
Roberto: en su momento, pues yo estaba haciendo lo mismo que hacia en 
México.  
Ricardo: aja 
Roberto: porque fui le hable y le dije que si me ayudaba que si pues la verdad 
yo estaba haciendo todo lo que podía . 
Ricardo: aja  
Roberto: fui a ver tutores, fui a hablar con, con este, con “academic advisers” 
con varias personas y pues de todos modos yo seguía reprobando y me dijo 
que, que pues que no, que era una ofensa que como me atrevía a decir que,… 
que yo le fuera a pedir eso, que me ayudara,  que había ido gente que con 
SIDA que iba a pedirle ayuda  
Ricardo: aja 
Roberto: y que de todos modos no ayuda a nadie. Entonces le dije bueno lo 
siento mucho es así como es en mi cultura y  
Ricardo: aja 
Roberto: yo vengo de corazón, no necesito que me de una calificación; sino, 
que me diga que puedo hacer para mejorar pero pues lo siento mucho y ya. 
 
Ricardo: So, what was the relationship between you your second professor? 
Roberto: Very different. We did not get along. At that time, I was working a 
lot, and sometimes I would fall asleep in her class. I worked about 40 hours 
per week, and I took four classes, and then … her class was at 8:30 in the 
morning and I would go and I could not keep up with it, I would fall asleep, 
and something that also happened was that I was used to being very good 
friends with my professors in Mexico. 
Ricardo: Ohm 
Roberto: Then I would talk to them and I would go to their offices, and we 
would talk and we would drink a beer or something like that. And I tried to be 
friendly with her (the Canadian professor), but she took it as offensive. 
Ricardo: ohhh 
Roberto: and well, now I understand it is a different culture, but … 
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Ricardo: at that time? 
 
Roberto: at that time, I was doing what I would do in Mexico 
Ricardo: right. 
Roberto: because I had gone and asked her if she could help me, and yes well, 
the truth is that I was doing all I could. 
Ricardo: right 
Roberto: I saw tutors; I talked to academic advisers, talk to different people, 
and well, I kept failing anyways, and she told me not, that it was offensive 
that how I dared to say… to ask her that, to ask her for help, that there have 
been people with AIDS to ask her for help. 
Ricardo: right 
Roberto: and that she does not help anybody anyways. Then I told her well “I 
am sorry, that is how it is done in my culture and” 
Ricardo: ohm 
Roberto: I had good intention, I do not need that you give me a score, rather I 
need you to tell me what I can do to improve, but I am very sorry, and that’s 
it.  
 

 
The excerpt above is interesting for three reasons. To start, Roberto’s intention was 

to show his professor that he wanted to improve, and that he cared about his professor’s 

class. Roberto thought that by talking to his professor, he would be able to get some 

directions to improve. However, and here is the second reason, the professor was not 

ready to interpret that Roberto was trying to ask for directions or “tips” to improve his 

score in a different way from what the professor was used to. It seems that at that moment, 

the professor was not ready to contemplate the idea that there may have been a cultural 

misunderstanding. It could even be argued that the professor made an assumption, a bad 

assumption. There are, of course, two sides of this story, but as Arkoudis and Tran (2010) 

state, universities and their professors need to be aware of the new challenges that dealing 

with students from different countries may bring. In this case, Roberto and his professor 

are a good example of these challenges. The third reason why the excerpt above was 
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interesting is quite connected to the next excerpt of my interview with Roberto. The 

following excerpt describes how Roberto felt and how this cultural misunderstanding 

could have changed Roberto’s academic life.  

Ricardo: y ¿cómo… cómo te sentiste después, si recuerdas, que la profesora 
te dijo que era una ofensa  que tu quisieras pedir ayuda de esa forma?  
Roberto: pues triste, preocupado, decepcionado.  Esteee, me acuerdo que casi 
tenia lagrimas en los ojos. Osea, si, si me molesto bastante. Osea, me sentí 
como un delincuente, me hizo sentir como un delincuente más que… pues si 
como un delincuente 
 
Ricardo: and if you remember, how did you feel after the professor told you 
that it was offensive that you wanted to ask for help in that way? 
Roberto: well, sad, worried, disappointed. Erm, I remember that I kind of had 
tears in my eyes. I mean, it did bother me a lot. I mean, I mean, I felt like as if 
I were a delinquent, she made me feel like as if I were a delinquent, more than 
… well yes, as if I were a delinquent.  
 
The third reason why this excerpt was interesting is how the interaction with his 

professors could have changed Roberto’s life. Roberto told me that after that incident, he 

looked for tickets to go back to his country. Roberto thought that maybe he did not have 

what it takes to study in Canada. He looked for plane tickets to go back to his country, but 

he did not make a decision until after he received his final mark. Since he passed that 

course (with a very low mark), he decided to stay, but he also decided to change his 

major. Roberto understood then that he was studying in a different culture, so he needed 

to adjust to this new culture. Roberto, in part, struggled in university because of the 

constructed view he had of himself vs. others, and the constructed view he felt his 

professors had of him (Norton 2000, 2001). Roberto learnt a very valuable lesson; there is 

a different set of sociocultural practices in his university. 



 65 

Another interesting finding in this section was that because of cultural 

misunderstandings with their professors, the five participants made similar decisions, to 

quickly adjust to the new culture, so that they could better deal with their professors. 

Interestingly enough, all the participants developed the same coping mechanisms to avoid 

running into problems with their professors. One of these strategies the participants 

developed in order to avoid running into “misunderstandings” was that all the participants 

started being very careful when choosing what classes to take.  

After the first or second semester, the participants separated their professors into 

two groups: “fraternales” and not friendly. This separation of professors may indicate that 

the participants learnt that not all professors are used to teaching students from their 

cultures or that some professors are more culturally aware than others. Since the 

participants are required to take elective courses, the five participants made sure that they 

chose their classes with professors they already knew. With required courses, there was 

not much they could do, thus they took the course with the professor who was available if 

they could not choose.  However, all the participants agreed that elective courses can be 

very useful, so they chose courses that would help them for their future goals.  In other 

words, the participants would aim to take elective courses with a professor they already 

knew either because he or she has taught them before or a classmate recommends.  

These findings are interesting for two reasons. First, it seems that successful 

students need to develop coping mechanisms to adapt to studying in a new country. There 

are two coping mechanisms that came up from this section. a) ESL students need to be 

aware that the struggles may be related to cultural adaption and not to their capacity to 

study in North America. ESL students need to learn that some professors may not be 
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culturally aware of the differences, and that this lack of awareness can affect their 

learning. b) Making friends is important. Students can get information from friends to 

make decisions about what classes to take and what not. The second reason why these 

findings are important is the lack of cultural awareness some professors seem to have. 

Universities may need to promote cultural awareness and/or provide formal training 

among their professors and staffs in order to better serve international students. 

 

5.2.3 Making Friends 
 

Making friends is important for university students because friends can help them 

cope with university struggles (Sherry & et al., 2010). However, making friends is not 

always easy, and it can even be more difficult when stereotypes and/or racism are 

involved. In this section, I will present data about how the participants struggled to make 

friends. All the participants stated that they like studying at University of Regina because 

it has given them the opportunity to make friends from different countries. However, 

according to the five participants, it was a little more difficult to make friends with 

students from China and Canada than with students from other countries (note that only 

four out of the five participants had problems with making friends with Canadian 

students; Jose is the exception again). The participants also claimed that they believed that 

the fact that all international students were under similar circumstances made it easier for 

them to relate with international students at the University of Regina.  

For the five participants, it was difficult to interact with Chinese students. During all 

the interviews, the participants stated that never was it difficult to interact with students 

from Asian countries in general nor was it to interact with students from European or 
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African countries, yet it was difficult to interact with Chinese students. They were presto 

(quick) to point out that interacting with students from other countries near China like 

Japan and Korea was not a problem.  

All the participants agreed on two reasons why they thought they had some 

difficulties with interacting with Chinese students. According to the participants, it was 

difficult for them to relate or make friends with Chinese students because of their accent 

and culture. All the participants seemed to agree that the Chinese accent in English was 

difficult for them to understand at first. There are different possible reasons why this may 

happen. It may be that the five participants may have found their own accent in English as 

more legitimate or better positioned than their Chinese peers. It could also be that the 

Chinese language differs from Spanish so much that the participants are not used to 

hearing different tones.  

Apart from the accent, the five participants believed that they were culturally very 

different from Chinese students as well. The participants argued that whereas the Latino 

culture is very open and friendly, the Chinese culture was not. In this case, whether it is 

true or not that the Latino culture(s) is/are more open than the Chinese culture cannot be 

demonstrated in this study. Yet, from the data collected, there seems to be evidence that 

suggests that there are some cultural preferences for the Latino participants, or there is 

othering from the participants against Chinese students.  

The difficulties with interacting with Chinese students could be tied to how racism 

operates in Latin America. Dulitzky (2005) argues that there are three different types of 

denial of racism in Latin America. The first is the literal denial. This could be seen when 

the participants said that there was no discrimination against Chinese students, yet they 
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had problems with interacting with them. The participants are literally denying possible 

discrimination. The second type is interpretive denial. This type of discrimination could 

be seen when the participants argued that the difficulties with interacting with Chinese 

students came from the different culture or the Chinese accent in English. The third type 

of discrimination that Dulitzky (2005) points that exists in Latin America is the 

justificatory denial. This could be seen when the participants justified that they had 

problems with Chinese students because they do not want to open themselves to other 

cultures such as the Latino culture, so the participants did not make an effort to keep 

opening to the Chinese culture.   

I wonder if the problems the participants had with the Chinese students go in both 

directions. Do Chinese students have problems with interacting with Latino students as 

well? In a personal level, I had also noticed that the culture I had more problems 

interacting with was the Chinese culture. I had some bad experiences with some Chinese 

students on campus while working as a language coach for international students. We 

were three language coaches, one student from Nigeria, one from Canada, and me. I was 

the only coach with ESL training. Yet Chinese students would rarely book appointments 

with me; they would prefer the white Canadian coach even though she would ask me to 

help her (explain grammar to her) in front of them. In fact, in one occasion, one Chinese 

student who had booked an appointment with the Canadian coach had serious problems 

with me. This student had to see me because the Canadian coach had changed her 

schedule. After the initial greeting, I noticed that the Chinese student was very anxious. I 

welcomed him and asked him to sit down and tell me how I could help him. He told me 

he had problems with listening. Then he asked me if I was from India. I told him I was 



 69 

not. He immediately stood up and, raising his voice, emphatically stated, “go back to your 

country; you can’t teach me; you are brown; you are from India; I must have a real 

teacher, no brown teacher”. After asking him to calm down and after reminding him that 

he could not shout on campus, I told him that I would get him another person to help him. 

I immediately informed my superior who called security. The student was removed from 

the room, and I was informed that he had shouted at people before for the same reasons. 

As a side note to this anecdote, my contract was not renewed. I was told that I did a good 

job, and later I found out that Chinese students would want to have “real Canadian” 

coaches only. 

 I can see that I was discriminated against and othered by Chinese students. The 

Chinese student I mentioned above was not the only student who did that. My experience 

aligns with Amin’s (1997) study which found that students believe that only white people 

know “real” English and are capable to teach it.  However, I wonder if my bad 

experiences with Chinese students are just justification of my own bias. When my 

supervisor and members of my committee asked me to deeply analyze why the 

participants had problems with Chinese students, I initially refused to accept that there 

was any sort of discrimination coming from Latino students against Chinese students. In 

fact, I committed the three types of denials that Dulitzky (2005) presents. This study, 

however, cannot give responses to the questions “why did the five ESL Latino 

participants find it difficult to understand Chinese accent or culture? Do Chinese and 

Latino students linguistically, culturally and/or racially discriminate each other? 

Nevertheless, it seems clear, based on the participants’ experiences, that the five 

participants othered Chinese students. 
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In regards to making friends with Canadian students, there are three things that 

emerged. First, all the participants, including Jose, agreed that Canadians are usually very 

polite; however, they do not seem to be as “abiertos” (open) to other cultures as the 

participants are. Note that in the previous paragraph, the same reason was given to explain 

why it was difficult to make friends with Chinese students. Second, all the participants, 

except for Jose, had a reason in common why they found it difficult to make Canadian 

friends. They all claimed that their Canadian classmates had friends from high school, so 

their Canadian classmates did not need to make new friends; therefore, the participants 

invested their time in making friends with international students instead. It is important to 

mention that the University of Regina is a small university if compared with other 

universities. Most of the domestic (Canadians) students are originally from the same city 

in which the University of Regina is located or from rural areas in the province, so 

interacting with other students whether they are domestic or international students may 

not be their priority. Most of these students may prefer to “stick” with their high schools 

friends. Third, all the participants agreed that group work assignments usually helped 

them make friends with their Canadian classmates.  

However, group work assignments can lead to difficult experiences as well. For 

instance, Oscar experienced some sort of xenophobia when forming groups for 

assignments. The following is an excerpt of my interview with Oscar who mentioned that 

even though he still thinks that Canadians are very polite, he has been in situations where 

people did not want to work with him because, according to him, he is an international 

student. 

Ricardo: perfecto este aa ..¿te sientes... te sientes que encajas aquí en la 
universidad? 
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Oscar: sí, siento que encajo pero no siento que encajo con todas las personas, 
¿sí me entiendes? Hay personas que son más abiertas a los internacional y hay 
personas que son más…, no son tan abiertas a los internacionales. 
Ricardo: ¿Cómo así? 
Oscar: bueno, por lo menos tú vas, intentas hacer un grupo con, vamos a ver, 
una clase que yo no conozco a nadie y tenemos que hacer grupo y hay un 
grupo en que me va decir ¿quieres venir a estar con nuestro grupo?  ¿verdad? 
Ricardo: aja 
Oscar: o hay gente, por lo menos yo voy y pregunto, pregunto a alguien, esa 
persona como que así se va a… como que así, rechazando un poquito  
Ricardo: mm 
Oscar: no es todo el mundo  
Ricardo: ¿no es todo el mundo? 
Oscar: no, no es todo el mundo pero, pero sí hay, sí hay (xenofobia), osea, yo 
no lo tomo personal pero si hay ¿me entiendes? 
Ricardo: y ¿generalmente que grupo o que personas? si lo puedes agrupar … 
Oscar: ¿tú dices de nacionalidad? 
Ricardo: sí  
Oscar: generalmente –blancos, ósea Canadienses pues Canadienses 
 
Ricardo: perfect, erm … Do you feel like you fit (belong) here in university? 
Oscar: Yes, I do. I feel I fit in here, but I do not feel everybody likes me, do 
you get me? There are people who are more open to international students, 
and there are people who are more …, they are not very open to international 
students. 
Ricardo: What do you mean? 
Oscar: well, at least you go, try to make a group with, let’s see, with a class 
that I do not know anybody, and we have to make groups, and there is a group 
who is going to tell me, do you want to be in a member of our group? Right? 
Ricardo: right 
Oscar: or there are people, at least I go and ask, ask somebody and that person 
kind of goes … kind of like reject you a little bit. 
Ricardo: uhm 
Oscar: it is not everybody 
Ricardo: it isn’t? 
Oscar: no, it is not everybody, but there is, there is (mean xenophobia), I 
mean, I do not take it personal, but there is, do you know what I mean? 
Ricardo: and generally speaking if you could group them, what group of 
people is that? 
Oscar: Do you mean what nationality? 
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Ricardo: yes 
Oscar: generally – they’re White, I mean white Canadians. Canadians. 
 

The excerpt above shows that Oscar was aware that there was a sort of discrimination 

against him. What happened against Oscar was because he is an international student, 

according to him. Yet, according to our literature review, there are different possible 

reasons to try to explain what happened to Oscar and why it happened. To give a few 

examples, it could be that domestic students may have had bad experiences with 

international students. In this case, there is a generalization and an assumption being 

made by domestic students about international students (Kimmel & Volet, 2010). Another 

reason or example could be that domestic students are not used to dealing or interacting 

with international students (the fear of the unknown). In any case, it seems that language 

barriers, common stereotypes, and poor intercultural relational skills were some of the 

reasons why Oscar had problems interacting with his Canadian classmates.  

 

5.3 Differences 
 
 Three different experiences were found among the participants. These different 

experiences were in the Language, Making Friends, and Professors categories. Here 

again, I share interview excerpts that allow us to understand the lived experiences of the 

participants. In these discussions, I do not include my personal experiences mostly 

because these were not experiences that I shared with the participants. 
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5.3.1 Language 
 

Jose was the only participant who stated that had no problems with the language. 

Before I continue describing Jose’s different experience with the language, I would like to 

bring back a fact I mentioned before. Jose is the only participant who has a completely 

white European appearance. Even though Jose himself volunteered that he had language 

problems in his English 100 class with his use of vocabulary, Jose also claims that his 

English is very good and that his classmates and professors rarely notice that he has an 

accent. By accent, the participant means that he sounds like a native speaker of English, 

more specifically, he sounds like a local (from the prairies). In addition, Jose states that he 

was not shy during his first semester, unlike the other participants, and that his classmates 

and professors are usually surprised when he says that he is not Canadian and that English 

is not his first language. According to Jose, not having an accent and being from 

Venezuela sparks his classmates and professors’ interests in getting to know him more 

and in listening to his opinion. The following is an excerpt of my conversation with Jose. 

Ricardo: mm aa y ¿con tus compañeros de clase? Tu dijiste que eres percibido 
como una persona interesante por tus profesores y por tus compañeros de 
clase  
José: aja 
Ricardo: explícame sobre tus compañeros de clase 
José: pues al momento de en mi caso por ejemplo yo me siento muy fuerte en 
el inglés ósea la gente no lo nota mucho 
Ricardo: aja 
José: pero cuando yo digo que soy Venezolano, la gente se sorprende y 
supongo que a la gente tiene un interés en conocer un poco más tu país, tu 
cultura o entender un poco más la perspectiva de el … tu punto de vista 
digamos 
 
Ricardo: mmm erm and what about your classmates? You told me that you 
are percived as an interesting person by your professors and classmates. 
Jose: correct 
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Ricardo: Talk to me about your classmates 
Jose: well, at least in my case, for instance, I feel my English is very good; I 
mean people do not notice (my accent) very much 
Ricardo: right 
Jose: but when I say that I am Venezuelan, it surprises people and I guess that 
people have interest in learning more about your country, your culture, or in 
understanding a little more your perspective of… let’s say your point of view. 

 

What is interesting about this excerpt is that Jose was the only participant in this study 

who felt confident to speak out in class and participate in class discussions. Jose is aware 

that he is perceived as a local (because he has no accent), and he is not afraid of 

participating. Being perceived as a local may allow Jose to feel more confident in class. 

Jose’s perception of himself is interesting because it could be an image of himself that he 

built after receiving his teachers’ and classmates’ feedback or comments (such as when 

they thought he was a native speaker of English or a local from the prairies).  

These findings, however, support Amin (1997), Kubota (2001, 2002), Norton 

(1995), and Sterzuk (2008, 2014) studies because it became evident that accent and race 

may also be connected to Jose’s experiences and his teachers’ perceptions. Based on the 

data collected, two main assumptions could have been made that could have benefited 

Jose. These assumptions are that Jose has no accent or is a native speaker, and that Jose’s 

teacher expected a greater overall academic achievement from him because he speaks 

“standard” English. Both assumptions benefit Jose, and both assumptions could explain 

why the other participants had a different experience from Jose. The data collected also 

suggests that Jose benefited from being perceived as a native speaker. Jose did not face 

obstacles such as accent bias. It’s possible to argue that Jose benefited because discourses 
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of setter societies that are founded on racial/ethnic and gender hierarchies (Chin, 2009; 

Thobani, 2007; Sterzuk, 2011, 2015).  

It is important to mention that this study cannot prove or deny the fact that Jose 

may or may not have an accent for different reasons. First, this study only focused on 

lived experiences of the participants. This study was not designed to see how white Latino 

people’s English/accent is perceived. Another reason is that the interview was conducted 

in Spanish. Even though there were a couple of words, phrases, or sentences that came up 

in English, the interview was mostly conducted in Spanish. Furthermore, even though in 

my opinion Jose does have a Spanish accent while speaking English (based on the few 

words, phrases, or sentences he uttered in our interview), this accent could be a result of 

switching language back and forward (Spanish to English). Last but not least, even if Jose 

had no Spanish accent when speaking in English, it seems likely that Jose may have an 

English accent different from the prairies since a person’s accent is related to where a 

person comes from. For instance, a Canadian from Newfoundland would be perceived as 

having an accent when speaking in English in the Prairies.  

 

5.3.2 Professors 
 

There are two participants who had different lived experiences in this part as well, 

Gabriel and Jose. Again, Gabriel and Jose’s experiences are different from each other and 

different from the rest of the participants. The different experiences will be presented in 

the same order that interview took place. Therefore, Gabriel different experience is 

presented first.  
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5.3.2.1 Gabriel 
 

Gabriel claims that he is among the top students in his class, and that he has not 

needed to talk to his professors about assignments or low marks. Gabriel has not run into 

cultural misunderstanding with his professors because of the same reason, which is not 

needing his professors to explain to him assignments or low marks. Gabriel, however, 

needed to talk to one professor during his first year as an undergraduate student. He only 

needed to ask his professor for permission to miss some classes because Gabriel plays for 

the university orchestra and some rehearsals were at the same time of this professor’s 

class. Gabriel thought that he needed to attend those rehearsals since playing the violin is 

the primary reason why he studies at the University of Regina. The permission was 

granted after the mid-term exam in which Gabriel had a high score. He, Gabriel, believes 

that this high score allowed the professor to realize that Gabriel was a good student. 

Gabriel does not think that the professor did Gabriel a favor, rather than the professor 

realized that Gabriel is a good student. Gabriel does not believe that the professor did 

something wrong by not having given him permission in the first place, either. Gabriel is 

aware that the professor had to be “professional” and not give him permission unless 

Gabriel demonstrated being a good student. A part from that, Gabriel has not had any 

problem with any of his professors.  

 

5.3.2.2 Jose 
 

Again, Jose had a totally different experience from the other participants. Like the 

other participants, Jose stated he noticed that there is a cultural difference between his 

professors here and the professors he had in his country. Similarly, Jose claimed that 
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professors in his country of origin are more “fraternales” than his professors in Canada. 

However, unlike the other participants, Jose noticed that his professors here treat him and 

his classmates equally. In Canada, according to Jose, his professors give him and his 

classmates equal chances to participate in class. Jose is aware that there is a different 

treatment for him here, and he claims that he does not feel being treated unfairly. In fact, 

Jose stated that his professors are very respectful and encourage him to participate. In 

other words, Jose feels that he is better treated here because he is treated equally, and the 

other participants have not felt any difference in treatment a part from having more 

professional and less friendly professors. 

 

5.3.3 Making Friends 
 
 Isabel and Jose have different experiences from the rest of the participants. Before 

continuing, it is important to clarify that Isabel and Jose have different experiences from 

each other as well. In other words, Isabel’s experience is totally different from all the 

participants in regards making friends, and Jose’s experience is totally different from all 

the participants as well. In this section, I present their different experiences in the same 

order the interviews took place; thus, I will start with Isabel.  

 

5.3.3.1 Isabel: 
 

Isabel is the only participant who is not interested in making Latino friends. 

According to Isabel, she is not interested in making Latino friends in university because 

she wants to only speak in English. However, there seem to be other reasons such as 

Isabel’s investment in English (Norton 1997) that could explain why Isabel does not want 
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to speak in Spanish. Isabel’s investment and assimilation process can be seen in the 

following excerpt. 

 

Isabel: puedo decir que la mayoría de mis conocidos y gente con quien 
comparto son internacionales sin ser latinos  
Ricardo: ¿sin ser latinos? 
Isabel: exactamente , por alguna razón yo llegue a Canadá yo dije no quiero 
un contacto latino porque voy a hablar español  
Ricardo: aja 
Isabel: ¿Cuál es el punto de hablar español? Para eso me quedo en mi país  
Ricardo: aja 
Isabel: entonces, sean chinos sean iraníes ee cualquier variedad, africanos , 
europeos o incluso brasileros pero que no hablen español. Entonces me… 
ellos son la mayoría de gente que conozco.  
 
Isabel: I can say that most of my acquaintances and people I share moments 
with are international student but not Latino students 
Ricardo: They are not Latinos? 
Isabel: Exactly, I do not know why, but when I came to Canada, I told myself 
that I did not want to have contact with Latino people because I am going to 
speak in Spanish. 
Ricardo: right 
Isabel: What is the point of speaking Spanish? Should I want to speak in 
Spanish, I would not have left my country. 
Ricardo: right 
Isabel: be these people from China, Iran, Africa, Europe, or even from Brazil; 
but Brazilians who do not speak Spanish. Therefore, those are most of the 
people I have met. 
 

 In the excerpt above, Isabel’s investment in English might explain why she does 

not want to have Latino friends. To begin with, Isabel makes sure to highlight that she has 

acquaintances and not friends. Isabel makes that distention, in part, to explain that she is 

not breaking her own rule, which is not having Latino Spanish-speaker friends. She has no 

problem with speaking in English with people from any country as long as they do not 

speak in Spanish. Isabel does not want to use Spanish because she is interested in 
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improving her English. She is aware that improving her English will benefit her in class 

and will help her overcome her “shyness” or fear of talking to the English native speaker.  

What is even more interesting is that even though Isabel could use English to 

communicate with Latino Spanish-speaking students, she is not interested in taking the 

risk. Isabel is convinced that in order to achieve her goals, she needs to speak English 

even though that means that she will need to avoid people from her own culture. Isabel is 

moved by instrumental motivation because she hopes to drive specific benefits from her 

English use. Isabel’s instrumental motivation can be seen when she refuses interaction 

with her own culture because interacting with Spanish speakers might defeat her goal.  

 

5.3.3.2 Jose  
 
 Jose was the second participant who had a different experience in regarding 

making friends. While the other four participants stated that making Canadian friends was 

difficult during the first semester, Jose had no problems with this aspect of adapting to a 

new place. There are different possible reasons that could explain why Jose did not have 

problems making friends. One of them could be that Jose is the only one participant who 

may or may not be perceived as a local based on his accent. His whiteness may be one 

aspect of his identity that provides him with greater access or comfort in relationship 

building. A second reason that could explain why Jose had no problems with making 

Canadians friends comes from the following excerpt.  

Ricardo: ¿Cuáles son esas diferencias que notas? 
José: amm digamos los latinos en mi parecer son personas mas abiertas ¿no? 
Osea yo puedo hacer un chiste con un latino  que no podría hacer con un 
compañero de clase, Canadiense, en el caso porque son personas mas 
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“centradas” a mi parecer, entonces siento que con el compañero de clase 
latino yo podría estar mas distintivo mas abierto. 
 
Ricardo: What are the differences that you have observed? 
Jose: mmm, let’s say that Latinos, in my opinion, are more open, aren’t they? 
I mean, I can make a joke with a Latino that I could never make with a 
Canadian classmate, in this case it is because they (Canadians) are more 
“reserved” in my opinion, so I feel that with a Latino classmate, I could be 
more different, more open. 

 

The excerpt above could be what Kramsch (1998) describes as an “in-between”. 

Jose is aware that he behaves differently when interacting with Canadians. Jose states that 

he feels that it is true that he never had problems making friends, especially Canadian 

friends, but he is also aware that there are cultural jokes that he could make with his 

Latino friends that he could not make with his Canadian friends. Based on the excerpt 

above, it seems that Jose is culturally aware that there are some differences between his 

Latino friends and his Canadian friends, so he “switches cultural codes” when gathering 

with any of them.  

 

5.4 Summary 
 
 The focus on this chapter was how English as a second language, and the 

participants’ culture played an important role in the participants’ lived experiences at the 

University of Regina. This chapter was divided into two main parts: 1) Similarities and 2) 

Differences. Then each part was divided into four sub-categories: a) Language, b) 

Professors, and c) Making Friends. Each of these parts described the experiences the 

participants had while highlighting the participants’ perception, when relevant, in regards 

to culture. This chapter provided evidence that suggests that: a) Language: international 
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students are afraid of talking to native speakers of English and have problems 

understanding their professors during the first semester. In addition, there seems to exist 

evidence that supports Amin (1997), Kubota et al., (2006), Norton (1995), and Sterzuk 

(2008, 2015) in regards to the intrinsic connection between language and race. b) 

Professors: the participants (Latino students) are aware of cultural differences between 

their professors in their countries of origin and their professors at the University of 

Regina. For the most part, the participants claim that their professors in Canada are more 

professional but less friendly than their professors in their countries of origin. This 

cultural difference may affect students when interacting with their professors. c) Making 

friends: based on the data gathered from the interviews, all the participants had problems 

making friends when interacting with Chinese students, but only four out of the five 

participants had problems making friends with domestic (Canadian) students during the 

first semester. There seems to be cultural preference interaction between the participants 

and other cultures as well. Interestingly, Jose was the participant who had the most 

different experiences in comparison with the other participants.   



 82 

Chapter 6: Conclusions & Recommendations 
 

6.1 Introduction  
   
 This chapter presents a synthesis of this thesis. This chapter will also present the 

answers to my research questions, which are: what is it like to be an ESL Latino student at 

an undergraduate level at the University of Regina? Do ESL Latino students share 

common experiences that suppress their success or failure? In addition, this final chapter 

will also give some recommendations, present the research limitations and future research 

suggestions.  

 

6.2 Synthesis:  
 
 The data presented in previous chapters aligns with the literature review in 

different ways. To begin with, the internationalization of higher education seems to have 

brought obstacles to both the universities and their students. In addition, the data 

presented suggests that the ownership of English is related to language and race. Based on 

the data presented, native-speakerism seems to have affected the participants in different 

ways. Furthermore, the data presented in previews chapters also suggests that Canadian 

students could benefit more from having international students in order to become more 

competent in today’s world as long as there were more interaction between international 

students and domestic students. In this section, I present a synthesis regarding language 

and culture, and the plethora of obstacles that universities and students may need to 

address. 

 One of the obstacles ESL Latino students and universities need to address is 

language. The data presented suggests that ESL students have problems with language 
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while studying in university; however, these problems are not only related to lack of 

proficiency in the language. One of the obstacles the participants needed to overcome was 

their shyness about using English and/or participating in class (or willingness to 

communicate). What seems to be perceived as shyness by the participants and their 

professors seems to align with the arguments made by Ferris and Tagg (1996). However, I 

argue that all the participants may have linguistically othered themselves or may have 

been linguistically othered by their classmates and/or professors. Four out of the five 

participants described themselves as being shy and being afraid of participating in class 

because of the fear of their classmates, the native English speakers. This finding also 

aligns with Taylor, L (2006); Amin, N (2004); and Braine, G (1999). In other words, the 

four participants may have been afraid that their accent could denote a lack of knowledge 

in the subject matters discussed in their class, and their lack of vocabulary to defend their 

possible arguments may have prevented them from participating. 

 In regards to intercultural interactions, the participants faced some obstacles when 

interacting with their professors. The five participants noticed that there are some 

differences between their professors in Canada and their professors in their countries of 

origin. The participants claimed that there were two basic differences between these two 

groups of professors. The first difference was that their professors in Canada were not as 

friendly as their professors in their countries of origin. The second difference was that 

their professors in Canada were “more professional”. These two apparent insignificant 

differences caused problems that could have affected the participants’ life choices, as it 

was in Roberto’s case. Roberto almost dropped out university because of cultural 

misunderstanding. This finding supports Arkoudis and Tran (2010) who claimed that 
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international students bring new challenges to universities, and universities administrators, 

professors and staff need address these challenges.  

 The answers to my original questions vary for some of the participants, yet the 

answers could be summarized in five points. First, the participants felt afraid of speaking 

(using their English) in front of a native speaker of English. Second, the participants felt 

that Canadian are reluctant to join culturally diverse groups, so they felt it was difficult for 

them to make friends with Canadians. In the same regard, the participants felt it was a 

little more difficult to make friends with Chinese students than with students from other 

nationalities. Third, the participants felt frustrated with the language and felt that the 

language academic programs the university provided did not meet their needs. Finally, the 

participants felt that their professors are generally less “fraternales” than professors in 

their country of origin.  

 

6.3 Recommendation  
 

University administrators should address this problem, the fear of the native 

speaker in classes. There are different reasons why I argue that it is important for 

universities to address this problem. To begin with, the more a graduate needs to compete 

with people from other markets, the more this graduate needs to work in an intercultural 

environment (Knight & de Wit, 1995). The data collected showed that not only the 

participants were afraid of the native speakers, but also Canadian students were reluctant 

to join culturally diverse groups. Four of the five participants had problems interacting 

with Canadians, and this lack of interaction limits Canadian students as well. A good 

example of this is Oscar’s experience. In his case, there is evidence that suggests that 
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common stereotypes and poor intercultural relational skills prevented his white Canadian 

classmates from interacting in academic settings.  This finding also aligns with Vita 

(2002) and the findings of Kimmel and Volet (2010) as well. 

 Another reason why universities should address the native speakerism problem is 

because of the importance of promoting more international education. As discussed in the 

literature review chapter, one of the main reasons why universities accept international 

students is that by promoting international education, universities and their students gain 

understanding of the world. However, the lack of interaction between domestic and 

international students may defeat this purpose. Based on the participants’ experiences as 

well as my own, Canadians and the participants could benefit from more interaction 

among them. By helping international students overcome their “shyness” (or not be 

othered), the university community will benefit from more positive interactions, which 

may facilitate more intercultural interactions.   

Universities can help international students overcome some of their obstacles. For 

instance, universities could hire native speakers and non-native speakers of English for 

their Language Academic Support programs (LAS). It is true that having a native speaker 

in these programs has some advantages for ESL students such as demystifying the native 

speaker. Yet, as Liu (1999) argues, having a non-native speaker has some advantages as 

well. It is not just the experience as a language learner, but the experience of sharing the 

struggles as a new student that is critical.  

The experience of sharing the struggle could be beneficial for students like Isabel. 

Isabel needed to know why her writing was not good in order to avoid making the same 

mistakes, but she also needed to know that she was not the only one. In other words, 
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Isabel needed an expert on English that could help her improve her English as an English 

user that is a non-native speaker. In addition, universities could promote programs that 

encourage international students to volunteer during the orientation week. Interactional 

students will have more chances to interact and help new groups of international students 

by sharing their experiences on campuses. By doing so, international students will be 

more likely to make more/new friends, and the new international students might benefit 

from experiences shared during these interactions.  

 New approaches to teaching need to emerge because international students bring 

new challenges. As discussed before, this study does not intend to blame universities for 

students’ success or failure, yet this study brought to light a couple of suggestions that 

universities could follow to better help their international students. The first suggestion is 

to train university staff to be more culturally aware. Ideally, professors and staff should 

receive cultural awareness workshops, as part of their training, in order to better interact 

with socially diverse groups. By becoming facilitators, professors and staff will be better 

prepared to interact with their diverse students.   

Similar workshops should be given to international students before their first 

semester and on regular basis to help them understand the dos and don’ts as they begin 

their new lives in a strange land. These workshops could include information about how 

stereotypes might influence their students’ opportunities to interact with each other, and 

how they can benefit from interacting from people from different cultural backgrounds. 

Based on the data collected, the culture that was most difficult for the five participants to 

interact with was the Chinese culture; therefore, the Latino participants could benefit more 

from interacting with Chinese students and vice versa.  
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Workshops that focus on cultural awareness could help all students (international 

and Canadians) to interact and learn from each other.  These workshops could also give 

international students who come from warm weather countries, relevant and important 

information needed to deal with winter in Saskatchewan. For instance, the international 

students may need to learn about the importance of taking vitamin D in winter. Canadian 

students can also benefit from these workshops. As shown in Jose’s experience, some 

students are reluctant to join culturally diverse groups for assignments. This finding aligns 

with Vita (2002) and Kimmel and Volet (2010) who argue that language barriers, 

common stereotypes and/or poor intercultural relational skills are some of the obstacles 

that prevent intercultural interactions. Canadians could benefit more from interacting 

more with international students. Essentially, Canadians and international students will 

benefit from workshops that promote intercultural interactions and understanding.  

These cultural awareness workshops are not long-term solutions either, but they 

are a good starting point. The idea of these workshops is to start addressing the new 

problems Global North universities are facing. Yet, it is important to ensure universities 

and their faculties that these workshops are not “limpia conciencias” (to clear our 

conscience). The idea is not to create workshops to make faculty, staff and students 

believe they are not perpetuating the hidden curricula just because they attend workshops. 

Ideally, professors who are experts in education, discrimination, sociology, 

internationalization, linguistic, and administration (to name a few) should design these 

cultural awareness workshops that address how the hidden curricula is being perpetuated.   

In addition, universities need to evaluate if new degree structures are needed. 

Universities need to continue the discussion as to whether new or different kinds of 
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harmonization courses are needed. These courses may include cultural awareness courses 

and dealing with diversity as mandatory courses for entry-level students. My argument is 

not to make these courses mandatory, to ignore or deny that these courses are already 

available in universities or not. My argument is that university need to discuss how they 

can better use their resources to add/implement these courses to help address how 

language barriers, common stereotypes and poor intercultural relational skills are 

preventing intercultural interaction from happening in academic stings.  

 

6.4 Research Limitations & Future Research 
 
 This study focused on lived experiences of five Latino ESL students in a Canadian 

university. This study has brought to light that ESL Latino students face a plethora of 

problems as they being to build their new lives in a Canadian university. As Miller and 

Endo (2004) state, the problems stem primarily form linguistic and cultural differences. 

This study has also brought to light the need for future research in regards to how 

language and race play a role in university settings. In this section, I present some of the 

questions that came up in this study, and that this study could not answer.  

 Based on the data collected, Jose’s accent was not perceived by his professors or 

classmates even though it can be argued that Jose has at least a different accent from 

people in the Prairie. Further study to see how race and accent is perceived in university is 

recommended. Going in the same direction, further study is suggested to see how race and 

accent affect students’ success and failure in university. Based on the data collected, there 

is evidence that can indicate that white Latino students have a sort of privilege over non-

white Latino students in university in settler societies such as Canada. 
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 This study cannot explain why the five Latino students had problems interacting 

with Chinese students. Based on the data collected, the five participants found it more 

difficult to interact with this particular culture, the Chinese culture. Further study is 

recommended to see if there are cultural preferences among the different cultures. If so, 

what are these? Last but not least, this study cannot answer why some Canadian students 

prefer not to interact with international students. As discussed before, Canadian students 

can benefit from interacting with international students. However, based on the data 

collected, some Canadian students seem reluctant to interact with some international 

students. It is important to mention that since Jose had a different experience, another 

question to ask is if Canadian students feel more comfortable interacting with 

international students who are white.  

In today’s world, the internationalization of higher education has brought forward 

new and old challenges to universities. Some of the new challenges are related to the 

increasing number of international students who speak English as a second language. 

Some of the old challenges are related to native speakerism and racism. Constructed 

views continue to affect minority groups such as ESL students. These ideologies are best 

understood in the context of wider relations of power, and they create a hierarchy that 

suggests white Canadians are on the top on the pyramid. Universities need to address this 

problem because these ideologies suppress ESL students because of their accent or race. 

Finally, I want to conclude this thesis by stating that this study has changed me as 

a person and as teacher. Never before had I questioned my position or role in society. I 

always knew that my actions affected other people, but I never knew how. I thought that 

by being kind, honest, and friendly, I would be “doing my part”. Now, I am aware of the 
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privilege I had in my own country. I am more aware of how my actions can affect others. 

My research has allowed me to see myself as world citizen as well. I am not trying to get 

rid of my accent or try to fit in. I learned to appreciate the beauty of my job by helping 

people to communicate with other people. Not only can I help my students to learn 

English, but I can also help them understand how native speakerism and racism can 

dominate in higher education. Perhaps in doing so, I can help my students to find ways to 

resist these discourses and to see themselves as competent students with the right to speak 

and learn, whatever their accent or colour. This research has made me become aware that 

not only are my students exchanging information with their interlocutor in and out the 

classroom, but also they are constantly engaged in identity constructions (Norton, 1997). 

By sharing my experience as an international student in a Canadian university, as an ESL 

teacher, and as a user of English; I aim to help my student recognize and resist some of 

the negative “icism” (racism, linguicism, and etc) discourses that may affect their 

learning.  
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Appendix A 
Questionnaire 

 
 
1. Can you tell me about yourself: name, age, and nationality. 

2. When did you come to Canada? / How do you like it? 

3. What are you studying? 

4. Why did you decide to study in this university? 

5. How would you describe your experience as an international student? What does 

it feel to be an international student? 

6. Can you tell me about your registration process (applying to university) before being 

accepted to study in this university? 

7. What was your first day/week/semester like? 

8. What classes do you like and why? 

9. What classes do you have problem with? And what are those problems? 

10. What do you do to deal with those problems? 

11. What do you do when you need help or you do not understand what you have to do? 

12. What is difficult for you to do in university? 
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Appendix B 
 

Greeting ESL international students.  

My name is Ricardo Arisnabarreta, and I am conducting a study on the lived experiences 

of ESL international students in university. The participants must be ESL international 

students who will have studied and completed at least two semesters in this university in 

graduate or undergraduate level during the fall semester. Also, the participants must be 

Spanish speakers from any country from Latin America. The participants can be part time 

or full time students. The participants will be students who are registered in the fall 

semester. 

Best regards, 
 
Ricardo Enrique 
Arisnabarreta Montejo  
Masters Student in Education 
Office: (001) - 306 - 337 - 2559 
ricardo.arisnabarretta-montejo@uregina.ca 
ricardo_arisnabarreta@hotmail.com 
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