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commentary about those questions to reveal the fomd%n which
analysis—and close reading—is built. P

These three examples come from the kinds f;?sé writers in English
classes might face (though not all of the tutors expertise as writers of
these sorts of tasks). In the writing center youH work with writers who are
reading many more sorts of texts, some of which you might be familiar with
and many with which you won't. If yoprare familiar with the specific disci-
pline, as in our third example, you'lJHave opportunity to model and discuss
the ways your discipline organigés and presents knowledge (for example,
the presentation of primary pésearch in the sciences). But if you and the
writer do not share disciplip€s, no matter. As tutor, your goal is for the writer
to teach you the content of the reading material. And you can help the writer
do that by sharing wiat you know about successful reading and by helping
writers become gjaategic readers—in control of specific reading strategies
and flexible ab6ut when and how to use those strategies. There’s a good
chance thajfour sessions might not even address the writer’s paper itself,
hat subsequent appointments can be for. Your immediate concern,
ewhat ironic sense, is the writer’s long-term development. The strat-

s, habits, and thought processes of successful readers are all a vital part
t that development.
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WORKING WITH ESL WRITERS

We have often found that a large source of anxiety for new tutors surroupds
the work they will do with ESL writers. “Will my knowledge .Of grammatical
terms and rules be adequate?” they wonder. “Will my session "get bogged
down into line-by-line identification and correction o‘f' error?‘ they fear.
“Will I emerge from a session spent and bleary eyec%, hoping to‘ﬁmil’ someone
to talk about ‘big ideas’ and not the minutia of Enghsh. mechamcs'{’ they ask.
“Will I be pushed into the role of editor instead of being a tutor?” they fear.
Certainly, these concerns are understandable; after all, many of you have
had little contact up to this point with ESL writers. '

In this chapter we want to address your concerns by confronting several
misguided ideas surrounding ESL writers. One of the first comes from the lapel :
“ESL” or “English as a Second Language.” More like}y, many (?f the non-native
English speaking writers you'll work with have English as a third or fourth lan-
guage or grew up in bilingual (or trilingual) households: Thus, f9r the purposes
of this chapter we'll use the acronym NNS for non-native Enghsl} speakers.

Along with countering some persistent myths, we want to give you prac-
tical advice for working with NNS writers, and call on the though‘ts and won;ls
of Marquette’s tutor trainees to help you on your patl'_l to becgm.mg secure in
your abilities as a tutor. In many ways it's odd to dedicate a smgle chapter to
NNS writers—a student population whom you'll generally tutor just as you do
native English writers! Nevertheless, the worries that you might have are ones
shared by many beginning tutors, and we’ll attempt to address those concerns.

MYTH #1—NNS WRITERS HAVE WEAK COMMAND
OF STANDARD WRITTEN ENGLISH

Like many generalizations, this one doesn’t hold up well in the face of con-
crete evidence. As classroom teachers we know that some of our strongest







