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1	

Chapter	One:	Talking	Story	about	Hawaii	Students	at	Oregon	State	University		

My	thesis	project	is	about	students	at	Oregon	State	University	(OSU)	who	

speak	Pidgin,	so	I	would	like	to	start	by	using	a	common	cultural	practice	in	Hawaii	

called	“talking	story.”	I	was	born	and	raised	in	Hawaii,	where	I	was	exposed	to	

multiple	languages	and	cultures,	one	of	which	was	Pidgin.	I	cannot,	however,	claim	

that	I	am	a	speaker	of	Pidgin,	and	I	attribute	this	to	my	mother’s	tireless	efforts	to	

ensure	that	my	brother	and	I	had	the	best	education	possible.	(Good	education	is	

often	equated	with	instruction	and	proficiency	in	English).	She	worked	hard	to	get	

us	a	geographical	exception	so	we	could	attend	the	public	schools	on	the	East	side	of	

the	island,	where	the	better	schools	were.	My	earliest	memories	of	Pidgin	were	

when	I	would	come	home	from	elementary	school	and	start	correcting	my	parents	

for	what	they	said	in	Pidgin.	For	example,	sometimes	my	father	would	say,	“Eh,	Try	

crhow	da	toilet	pepah,”	and	rather	than	doing	as	he	asked,	I	would	correct	him.	“It’s	

‘Please	give	me	the	toilet	paper,’”	I	would	reply.	A	little	later,	my	mother	took	me	

aside	and	admonished	me	for	incessantly	correcting	her	and	my	father.	She	told	me	

that	they	were	not	speaking	English	but	a	different	language	called	Pidgin.	

Unfortunately,	my	memory	does	not	extend	far	enough	to	know	if	my	attempt	to	

correct	my	parents’	speech	was	because	of	others	correcting	my	speech	or	if	I	was	

simply	mimicking	what	I	saw	at	school.			

As	I	grew	older,	the	distinction	between	Pidgin	and	English	was	not	directly	

discussed	in	classrooms,	and	the	issue	of	Pidgin’s	stigmatization	was	never	brought	

up.	There	were	a	few	times	that	I	was	assigned	local	literature	of	Hawaii	for	English	

classes,	but	the	teachers	usually	discussed	the	local	issues	presented	by	the	content,	
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not	the	Pidgin	language	it	was	written	in.	The	only	time	that	I	was	explicitly	taught	

about	Pidgin	and	the	issue	of	its	linguistic	status	was	at	the	University	of	Hawaii	at	

Manoa.	At	that	time,	I	was	taking	a	composition	class	and	worked	in	the	writing	

center	concurrently.	My	professor,	Dr.	Georganne	Nordstrom,	talked	to	my	class	

about	how	to	tutor	students	in	the	writing	center	who	spoke	Pidgin.		

When	I	started	working	at	an	elementary	school	in	Honolulu	a	few	years	later,	

I	began	to	see	the	problem	of	Pidgin	avoidance	first	hand.	I	was	a	part-time	English	

Language	Learner	(ELL)	Teacher	and	taught	English	as	a	second	language	to	

students	of	different	grades.	Aside	from	working	with	students	in	small	groups,	I	

would	also	sit	with	some	of	them	in	the	classroom	to	provide	support	for	ELL	

students	while	they	were	in	class.	Oftentimes,	I	would	see	the	teachers	telling	their	

students	to	not	write	in	Pidgin	without	calling	it	Pidgin.	Instead,	Pidgin	was	

conflated	with	incorrect	English	or	bad	grammar.	Ironically	enough,	some	teachers	

would	use	Pidgin	when	telling	their	students	that	they	were	writing	“bad	English”	or	

“improper	English.”	Oftentimes	students	were	confused	because	they	were	writing	

the	way	they	(and	sometimes	the	teachers)	spoke	–	in	Pidgin.	The	problem	was	that	

explicit	discussion	of	Pidgin	was	avoided.	As	such,	conversation	about	writing	

revolved	around	good	or	bad	English,	never	Pidgin.		

		 In	the	fall	of	2016,	I	moved	to	Oregon	to	pursue	my	Master’s	Degree	in	

English	at	OSU.	I	was	fortunate	enough	to	be	offered	a	Graduate	Teaching	Assistant	

position	and	taught	four	sections	of	the	introductory	composition	course	called	

Writing	121	(WR	121).	Since	the	student	population	at	OSU	is	primarily	composed	

of	Oregon	students,	I	did	not	expect	to	have	many	students	from	Hawaii	in	my	class.	
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However,	I	ended	up	teaching	six	Hawaii	students	that	year.	When	I	researched	the	

population	of	Hawaii	students	at	OSU,	I	found	that	Hawaii	has	consistently	been	one	

of	the	top	states	for	out-of	state	enrollments	since	1997	(OSU	Office	of	Institutional	

Research).	Additionally,	OSU	has	its	own	recruitment	website	for	Hawaii	students	as	

well	as	established	transfer	credit	equivalences	with	Hawaii’s	community	college	

systems	(OSU	Office	of	Admissions).	Since	the	college	actively	recruits	from	Hawaii,	I	

was	curious	about	how	aware	the	institution	was	of	Hawaii	students’	background,	

especially	for	those	students	who	identified	as	Pidgin-speakers.		

At	OSU,	Hawaii	students	are	considered	domestic	students	because	they	are	

American	citizens	and	educated	under	an	American	school	system.	However,	these	

students	grew	up	in	a	very	different	educational,	racial,	cultural,	and	linguistic	

environment	from	mainland	domestic	students.	One	significant	difference	between	

Hawaii	students	and	other	domestic	students	from	the	mainland	is	knowledge	of	

Hawaii	Creole	English		(HCE),	which	is	commonly	referred	to	as	“Pidgin.”	Pidgin	was	

formed	in	Hawaii	plantations	because	many	laborers	from	different	countries	did	

not	speak	the	same	language.	The	original	languages	that	formed	Pidgin	are	Chinese,	

Hawaiian,	English,	Portuguese,	and	Japanese	(UHM	Department	of	SLS).	The	term	

pidgin	(lowercase	‘p’)	in	linguistics	refers	to	a	“simplified	[language]	that	develop[s]	

as	a	means	of	communication	between	two	or	more	groups	that	do	not	have	a	

language	in	common	…	People	who	speak	pidgin	also	speak	another	language	as	

their	mother	tongue,”	whereas	Pidgin	(uppercase	‘p’)	is	the	nickname	that	speakers	

use	for	Hawaii	Creole	English	(UHM	Department	of	SLS).	A	creole	language	is	

developed	by	the	children	of	pidgin-speakers.	The	vocabularies,	grammatical	
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patterns,	and	pronunciation	are	expanded	so	that	it	can	be	used	as	“a	main	language	

of	communication,”	(UHM	Department	of	SLS).	In	other	words,	pidgin	languages	

become	creole	languages	when	another	generation	starts	using	it	as	their	native	

language.		

	 My	final	story	comes	from	a	situation	that	occurred	after	I	started	my	thesis	

research	on	Hawaii	students	at	OSU.	I	was	in	Hawaii	for	the	summer,	and	a	few	of	

my	friends	from	the	mainland	were	visiting	the	islands.	My	local	friend,	who	I	will	

call	Ally,	was	with	me	at	the	time,	so	I	invited	her	to	come	along.	At	first,	she	was	

quiet	before	saying	“I	don’t	know.	I’m	not	good	with	mainlanders.”	I	asked	her	why	

and	she	replied	“Cuz	I	don’t	speak	proper.”	By	‘proper’	she	was	referring	to	SE.	(It	is	

common	to	refer	to	Pidgin	as	“broken”	or	“improper”	English.)	I	tried	reassuring	her	

that	my	friends	would	not	mind	how	she	spoke	and	thought	that	would	be	sufficient.	

It	was	not.	I	have	known	Ally	for	eleven	years	and	would	describe	her	personality	as	

outgoing,	friendly,	and	talkative.	The	one	word	that	I	would	not	associate	with	her	

would	be	silent.	But	that	day,	she	did	something	that	I	had	never	seen	her	do	before:	

she	remained	mostly	silent	for	about	six	hours.		

	 I	went	home	deeply	troubled.	I	could	probably	count	the	sentences	that	Ally	

had	said	on	my	two	hands,	and	even	then,	she	had	whispered	those	words	to	me.	I	

had	known	that	Ally	was	insecure	with	her	writing.	She	would	often	send	me	drafts	

of	papers,	letters,	resumes,	and	even	emails	to	ask	if	her	grammar	was	okay.	I	did	

not	see	this	as	troubling	because	a	few	of	my	other	friends	would	do	the	same	thing	

since	I	was	majoring	in	English.	What	I	had	failed	to	realize	was	that	Ally’s	insecurity	

was	not	specific	to	her	writing.	She	was	insecure	about	her	language	in	general.	
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Switching	to	English	and	maintaining	that	language	was	difficult	for	her,	and	she	felt	

uncomfortable	if	she	thought	her	audience	would	judge	her.		

Ally’s	obsession	with	being	able	to	speak	“proper”	is	not	an	isolated	incident.	

Other,	smaller	events	with	my	parents,	close	friends,	and	Hawaii	students	all	

pointed	to	the	fact	that	Standard	English	(SE)	was	the	language	that	they,	as	Pidgin	

speakers,	had	a	difficult	relationship	with.	To	be	sure,	there	are	benefits	to	speaking	

Pidgin	in	the	islands,	but	that	is	not	a	topic	brought	up	very	often.	Pidgin	speakers	

like	Ally	still	see	their	language	a	flawed	form	of	English.	Education	is	then	seen	as	a	

way	to	overcome	imperfections,	to	speak	proper	English.		

Thus,	OSU	may	be	enrolling	Pidgin-speaking	students	who	have	a	more	

complex	linguistic	background	than	most	domestic	students.	One	example	is	Marvin	

Yonamine,	an	OSU	Hawaii	student	alumnus	of	1987,	who	wrote	the	following	on	his	

OSU	alumni	webpage:	“Never	give	up.	If	I	can	do	it	anyone	can	because	I	spoke	

[Pidgin]	English	before	attending	OSU.	Now	I	can	speak	standard	English.”	

Yonamine	clearly	sees	his	education	at	OSU	as	a	successful	journey	in	overcoming	a	

linguistic	disadvantage	because	he	was	able	to	change	his	language	habits	and	speak	

a	more	accepted	variation	of	English.	If	OSU	is	actively	recruiting	from	Hawaii,	then	

they	should	be	aware	of	the	characteristics	of	those	students	–	namely,	their	

complex	linguistic	background.	As	such,	my	thesis	project	attempts	to	identify	and	

raise	awareness	of	characteristics	specific	to	the	Hawaii	student	population	at	OSU.		

At	the	beginning	of	this	chapter,	I	enacted	the	cultural	practice	of	“talking	

story”	to	show	how	I	arrived	at	my	thesis	topic.	To	me,	“talk	story”	is	somewhat	

synonymous	with	engaging	in	casual	conversation,	but	it	is	also	more	than	that.	
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When	I	talk	story	with	others,	it	connotes	the	establishment	of	connections	or	

relationships	through	the	sharing	of	information	through	stories.	It	is	not	limited	to	

certain	familiarity	with	audience	members.	Oftentimes,	one	ends	up	talking	story	

with	strangers	in	the	store	or	on	the	bus.	The	stories	I	told	are	by	no	means	a	

comprehensive	record	of	my	encounters	and	experience	with	the	Pidgin	language,	

but	that	is	also	the	beauty	of	talking	story;	when	one	talks	story,	she	starts	off	with	

the	most	relevant	and/or	important	stories	based	on	their	audience.			

Other	terms	that	I	use	throughout	my	thesis	are	“Hawaii	student”	and	

“Hawaii	writer.”	They	are	used	interchangeably,	but	“Hawaii	writer”	is	based	on	a	

term	coined	by	Morris	Young	in	his	book	Minor	Re/Visions:	Asian	American	Literacy	

Narratives	as	a	Rhetoric	of	Citizenship	to	refer	to	a	writer	who	“locates	himself	or	

herself	in	Hawaii	but	whose	background	is	not	Native	Hawaiian”	(xiii).	Similarly,	

when	I	use	Hawaii	student	or	Hawaii	writer,	“Hawaii”	refers	to	a	location	marker,	

not	a	racial	one.	These	students	may	or	may	not	be	Native	Hawaiian,	but	they	grew	

up	and	were	educated	in	Hawaii.	The	use	of	this	descriptor	aligns	with	common	

practices	in	Hawaii	in	which	“Hawaii”	refers	to	things	associated	to	the	location,	

whereas	the	word	“Hawaiian”	refers	to	Native	Hawaiian	culture	or	people.		

Lastly,	I	use	the	term	“Standard	English”	(SE)	to	refer	to	the	dominant	dialect	

of	English	rather	than	using	other	terms	that	describe	the	same	language	construct	

such	as	“Edited	American	English”	(EAE)	(Balester	63).	Even	though	EAE	is	a	more	

linguistically	inclusive	term	that	describes	the	English	dialect	reinforced	by	

American	education	system,	SE	aligns	with	the	topic	of	my	study.	In	Hawaii,	SE	is	
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used	to	describe	dominant	linguistic	practices	and,	as	a	result,	is	often	used	to	

marginalize	and	stigmatize	Pidgin	speakers.			

Thesis	Roadmap		

	 My	thesis	project	is	based	on	a	survey	and	interview	study	that	I	conducted	

at	OSU.	I	explore	the	implications	of	this	data	for	three	major	areas:	the	Hawaii	

education	system,	translingualism,	and	OSU.	In	chapter	2,	I	provide	a	general	

background	of	Hawaii	writers	and	Pidgin	followed	by	a	review	of	literature	on	

translingualism.	The	first	portion	of	this	chapter	draws	on	literature	from	

prominent	Hawaii	and	Pidgin	scholars	such	as	Lee	Tonouchi,	Kent	Sakoda,	and	Jeff	

Siegel	to	describe	the	pre-college	experiences	of	Hawaii	writers.	This	scholarship	

shows	how	Hawaii	writers	might	differ	from	mainland	domestic	students,	

particularly	in	their	Pidgin-speaking	abilities.	In	the	section	on	translingualism,	I	

question	what	happens	to	Hawaii	writers	who	leave	Hawaii	for	college	on	the	

mainland.	Specifically,	I	look	at	how	translingualism,	as	a	recent	composition	theory	

movement	promoting	linguistic	inclusivity,	might	apply	to	Hawaii	writers.	To	do	so,	

I	examine	scholarship	from	several	prominent	language	scholars	in	composition	

such	as	Paul	Kei	Matsuda,	Suresh	Canagarajah,	Bruce	Horner,	and	Min-Zhan	Lu.		

	 Chapter	3	is	a	presentation	of	the	two-part	study	I	conducted	at	OSU.	My	

study	design	is	centered	on	the	research	question	of	“What	kind	of	linguistic,	

educational,	and	cultural	background	do	Hawaii	writers	have,	and	how	do	those	

elements	factor	into	their	writing	experiences	at	OSU?”	The	survey	was	designed	to	

identify	major	characteristic	trends	in	OSU’s	Hawaii	student	population,	whereas	

the	interview	portion	was	designed	to	better	understand	the	experience	of	Hawaii	
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students	who	self-identify	as	Pidgin	speakers.	I	describe	the	implementation	of	my	

study	and	my	methodology,	which	is	based	on	the	General	Inductive	Approach	(GIA)	

as	described	by	David	Thomas.	As	per	GIA	methods,	I	coded	and	categorized	data	

into	five	major	themes.	At	the	end	of	this	chapter,	I	discuss	each	major	theme	in	

detail	and	discuss	implications.		

	 Chapter	4	concludes	my	thesis	by	connecting	the	five	themes	in	Chapter	3	to	

the	scholarship	I	presented	in	chapter	2.	I	start	by	using	the	themes	to	critique	the	

Hawaii	education	system	and	its	tendency	to	avoid	educating	students	about	Pidgin.	

Then,	I	use	certain	thematic	data	to	reinforce	critiques	of	translingualism	and	make	

suggestions	of	translingualism’s	future	approaches.	Lastly,	I	apply	the	study	data	to	

writing	instruction	at	OSU,	culminating	with	a	call	for	heightened	awareness	of	

creole-speaking	students	like	Pidgin-speaking	Hawaii	writers.		
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Chapter	Two:	Background	and	Literature	Review	

	 Telling	the	story	of	OSU’s	Hawaii	students	requires	a	careful	exploration	of	

their	backgrounds.	In	the	following	section,	I	provide	a	background	of	multiple	

cultural,	linguistic,	and	educational	factors	that	may	influence	Hawaii	students	in	

their	pre-college	years.	This	background	provides	a	general	picture	of	what	Hawaii	

students	bring	with	them	when	they	come	to	OSU.	Then,	I	review	literature	on	the	

composition’s	popular	translingualism	movement	to	see	how	useful	its	theories	can	

be	in	designing	more	inclusive	practices	for	Hawaii	students.	Since	one	of	

translingualism’s	goals	is	to	cultivate	more	linguistically	inclusive	attitudes	towards	

language	difference,	translingualism	could	be	useful	for	addressing	the	needs	of	

Hawaii	students	who	attend	college	on	the	mainland.		

Hawaii	

		 Hawaii	is	often	touted	as	a	successful	melting	pot	where	people	from	different	

cultures	and	races	thrive	because	of	the	state’s	diverse	demographics.	To	be	fair,	

Hawaii	is	a	fairly	liberal	state,	but	it	is	far	from	a	paragon	of	inclusivity.	Its	past	and	

present	are	filled	with	problematic	stories	of	racism	and	discrimination	against	

multiple	groups	of	people	that	began	with	the	original	colonization	of	the	Native	

Hawaiians.	The	complex	linguistic	landscape	is	just	one	example	of	the	ways	that	the	

presence	of	diversity	does	not	necessarily	result	in	an	environment	that	values	such	

diversity,	and	the	language	politics	of	Hawaii	creates	a	unique	background	in	

literacy	acquisition	for	Hawaii	students.	

	 The	state	has	two	official	languages,	Hawaiian	and	English	(Polynesian	

Cultural	Center).	However,	a	5-year	language	study	conducted	by	the	U.S.	Census	
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Bureau,	indicates	that	there	are	only	18,610	people	who	speak	Hawaiian	compared	

to	960,182	English-only	speakers	(Department	of	Business,	Economic	Development	

&	Tourism).	As	a	result,	there	has	been	controversy	about	the	neglect	in	cultivating	

the	language	of	the	kanaka	maoli	(Native	Hawaiian)	population.	Adam	Keawe	

Manolo-Camp	questions	the	government’s	responsibility	to	recognize	the	Hawaiian	

language	by	being	more	proactive	in	producing	English-Hawaiian	documents,	and	

insinuates	that	the	value	of	the	Hawaiian	language	is	measured	only	in	its	ability	to	

exoticize:	“The	visibility	of	the	Hawaiian	language	must	be	more	than	seeing	words	

like	‘aloha’	and	‘mahalo.’	It	must	become	a	matter	of	living	public	policy,	in	line	with	

the	state	constitution	and	our	history.”		

	 The	Hawaiian-English	controversy,	however,	is	just	one	of	the	many	debates	

that	arise	from	Hawaii’s	contentious	linguistic	landscape.	To	further	illustrate	the	

breadth	of	linguistic	diversity	in	Hawaii,	Table	1.1	is	a	chart	I’ve	taken	from	the	

Hawaii	Census	report	which	shows	the	statistics	of	the	21	most	common	languages	

spoken	at	home	aside	from	English.		
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Table	2.1:	“Top	21	Languages	Spoken	at	Home	in	Hawaii”		

Source:	Department	of	Business,	Economic	Development,	and	Tourism	(DBEDT)	
	
Although	the	full	report	lists	131	languages,	the	majority	of	which	are	legitimate	in	

their	place	of	origin,	this	particular	report	made	headline	news	across	the	state	and	

even	appeared	on	quite	a	few	of	the	nation’s	news	sources	such	as	CNN	and	Fox	

News	because	it	signified	the	legitimization	of	the	Pidgin	language.	According	to	the	

report,	1,275	people	said	that	Pidgin	was	their	home	language	instead	of	English,	

giving	Pidgin	the	rank	of	22	on	the	list	of	languages	spoken	at	home,	which,	
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strangely,	did	not	make	it	on	the	table	published	by	DBEDT.	Some	see	this	report	as	

a	more	accurate	representation	of	how	many	Pidgin-speakers	there	are	in	Hawaii	

because	scholarship	on	Pidgin	often	provides	only	an	estimation	of	how	many	speak	

Pidgin	(Wong);	the	most	common	statistic	cited	is	an	estimated	600,000	Pidgin	

speakers,	which	is	well	over	half	of	Hawaii’s	population.	This	data,	however,	comes	

from	Ethnologue,	which	is	defined	as	“a	comprehensive	reference	work	cataloging	

all	of	the	world’s	known	living	languages…[it]	has	been	an	active	research	project	

involving	hundreds	of	linguists	and	other	researchers	around	the	world”	(Lewis,	

Simons,	and	Fennig).	Unfortunately,	the	Census	results	and	the	information	cited	

from	Ethnologue	are	unlikely	to	provide	an	accurate	account	of	how	many	people	

speak	Pidgin	in	Hawaii.	While	the	Census	numbers	do	indicate	that	there	are	at	least	

1,275	self-identified	Pidgin	speakers	in	Hawaii,	the	census	survey	only	required	that	

people	list	other	languages	they	spoke	if	they	said	that	English	was	not	their	home	

language.	Pidgin	speakers	are	likely	to	have	grown	up	bilingual,	speaking	both	

English	and	Pidgin.	As	a	result,	they	might	have	said	English	was	their	home	

language	because	it	is	one	of	the	languages	that	they	speak	at	home.	Other	Pidgin	

speakers	might	consider	Pidgin	a	broken	or	improper	form	of	English	and	English	as	

their	home	language.	Relying	on	Ethnologue	data	for	accurate	data	of	Pidgin	

speakers	is	even	more	problematic	because	their	site	does	not	provide	information	

on	data	collection.	They	have	extensive	explanations	of	how	they	classify	languages,	

but	provide	no	information	of	how	they	determine	the	number	of	language	users	for	

each	language.			

	 The	complication	of	collecting	accurate	statistical	evidence	of	how	many	
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Pidgin	speakers	there	are	is	not	limited	to	faulty	data	collection.	There	are	a	few	

other	social	and	political	factors	that	influence	one’s	decision	to	identify	as	a	Pidgin	

speaker.	The	first	factor	is	uncertainty	about	what	Pidgin	is.	Since	certain	lighter	

forms	of	Pidgin	resemble	English,	it	is	difficult	to	discern	whether	a	person	is	

speaking	Pidgin	or	SE.	According	to	Kent	Sakoda	and	Jeff	Siegel	in	Pidgin	Grammar:	

An	Introduction	to	the	Creole	Language	of	Hawaii,	there	are	varying	degrees	to	which	

people	speak	Pidgin.		

Some	people	speak	“heavy”	or	“strong”	Pidgin,	which	is	very	different	from	
English.	(Linguists	call	this	form	the	‘basilect.”)	Other	people	speak	a	“lighter”	
form	of	Pidgin,	which	is	close	to	standard	English.	(This	is	called	the	“acrolect.”)	
The	majority	of	speakers	speak	varieties	in	between	(the	“mesolects”)	and	can	
switch	back	and	forth	between	lighter	or	heavier	forms	of	Pidgin	…	Many	
speakers	are	also	completely	bilingual	and	can	switch	between	Pidgin	and	a	
form	of	standard	English.	(20)		
	

Sakoda	and	Siegel	believe	that	this	spectrum	of	Pidgin	acrolect	to	basilect	is	the	

reason	why	defining	the	language	is	difficult	for	speakers,	concluding	that	“there	is	

no	general	agreement	about	what	really	constitutes	Pidgin	in	Hawaii”	(20).	In	other	

words,	Pidgin	speakers	have	different	ideas	of	what	constitutes	Pidgin.	Those	who	

speak	a	Pidgin	acrolect	may	consider	themselves	speakers	of	English.	Since	there	

are	no	widespread	prescriptive	language	rules	of	Pidgin	or	what	Bakhtin	would	call	

“centripetal	forces”	(e.g.	dictionaries,	workbooks,	and	language	rules),	Pidgin	

speakers	might	struggle	with	how	to	define	the	language	and	explain	how	it	differs	

from	English.				

Although	Pidgin	may	sound	similar	to	English,	Kent	Sakoda	and	Jeff	Siegel	

have	extensively	documented	the	characteristics	of	the	Pidgin	language	in	their	

book	Pidgin	Grammar:	An	Introduction	to	the	Creole	Language	of	Hawaii.	According	
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to	Sakoda	and	Siegel,	one	example	of	how	Pidgin	differs	from	English	is	in	its	use	of	

postmodifiers,	a	word	class	that	is	not	used	in	English.	Postmodifers	are	words	that	

“occur	after	a	single	word	or	a	group	of	words	and	modify	or	classify	the	preceding	

word	or	group	of	words	in	the	same	way”	(45).	The	postmodifier	example	that	they	

provide	is	the	word	taim	(time):		

A	word	or	group	of	words	followed	by	taim	(time)	describes	a	particular	time	
or	acts	as	an	adverb	of	time,	telling	when	something	happened.	For	example,	
bifo	taim	(before	time)	means	‘in	the	past,’	and	smawl	kid	taim	(small	kid	time)	
means	‘when	we	were	little	kids.’	(45)	
	

Aside	from	a	distinct	word	class,	the	speech	patterns	of	Pidgin	are	very	distinct	from	

English.	Pidgin’s	speech	rhythm	tends	to	be	closer	to	syllable-timed	speech	rather	

than	stress-timed,	meaning	that	“all	syllables	tend	to	occur	at	approximately	equal	

intervals	of	time.”	(Sakoda	and	Siegel	29).	Additionally,	the	vocal	pitch	range	of	

Pidgin	speaker	is	wider	than	English	and,	as	a	result,	intonation	is	also	very	different	

from	SE	(Sakoda	and	Siegel	30).	

The	second	factor	that	complicates	Pidgin-speaker	identification	is	the	

stigmatizing	of	the	language,	which	can	affect	whether	or	not	one	wishes	to	identify	

as	a	Pidgin	speaker.	The	prejudice	against	the	language	has	been	well-documented	

in	scholarship	and	the	local	literature	of	Hawaii.	Since	Pidgin	originated	from	the	

lower,	working-class	population	in	Hawaii,	those	who	spoke	it	were	systematically	

disenfranchised	especially	when	the	English	speaking	populations,	mostly	

consisting	of	Caucasians	from	North	America,	created	“English	Standard	Schools”	in	

the	1920s	because	they	did	not	want	their	children	influenced	by	languages	other	

than	English	(Hughes	70).	Only	students	who	were	able	to	pass	a	certain	test	were	
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granted	admission	to	the	English	Standard	schools.	These	discriminatory	tests,	

however,	highlight	the	very	issue	with	the	English	Standard	schools	-	that	they	were	

designed	to	segregate	students	who	had	a	heavy	accent	or	appeared	to	speak	a	

“broken	form	of	English”	like	as	Pidgin	from	those	who	spoke	SE.	Morris	Young	

notes	that	the	English	Standard	schools	concretized	the	already	unequal	linguistic	

power	structure:	

English	became	the	language	of	instruction	and	government;	Pidgin	became	
the	language	of	the	(nonwhite)	community;	and	Hawaiian	was	actively	
discouraged,	even	forbidden	to	the	point	that	Native	Hawaiian	children	who	
spoke	Hawaiian	faced	corporal	punishment	and	laws	were	established	that	
made	the	use	of	Hawaiian	in	school	illegal.	(Minor	Re/Visions	118)	
	

The	linguistic	division	that	Young	outlines	is	also	closely	related	to	race	and	class;	

the	language	that	one	spoke	would	also	denote	their	social	class.		

	 In	1949,	the	legislature	passed	Act	227	–	a	law	that	banned	the	linguistic	

division	of	the	public	school	system	and	required	that	all	schools	be	brought	up	to	

the	English	Standard	school	level	(Hughes	79).	As	a	result,	the	last	graduating	class	

of	English	standard	students	were	part	of	Roosevelt	High	School’s	class	of	1960	

(Watanabe).	Even	though	all	the	English	Standard	schools	were	closed	or	

restructured	into	general	public	schools,	Young	argues	that	the	divided	school	

system	that	existed	before	1949	was	responsible	for	intensifying	the	negative	

attitudes	towards	Pidgin	-	attitudes	which	he	claims	are	still	perpetuated	by	

education	institutions.	In	his	article	“Standard	English	and	Student	Bodies:	

Institutionalizing	Race	and	Literacy	in	Hawai‘i,”	Young	argues	that	the	conditions	of	

territorialized	Hawaii	still	have	far-reaching	consequences	that	manifest	in	modern	

attitudes	toward	Pidgin,	mainly	that	the	asymmetrical	power	structure	of	the	
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plantation	and	English	Standard	School	continues	to	de-legitimize	the	use	of	Pidgin	

in	any	sort	of	intellectual	circles	(423-7).		

	 Young’s	claim	that	heavy	discrimination	against	Pidgin	is	still	prevalent	in	the	

current	school	system	is	well	supported	by	studies	completed	after	the	last	English	

standard	students	graduated	in	1960.	A	study	conducted	in	1980	by	Richard	Day	

found	that	students	who	began	elementary	school	with	a	preference	for	Pidgin	

preferred	SE	after	just	one	year	of	being	in	an	academic	setting.	In	another	study	

conducted	in	1990	by	Carol	Fledman,	Addison	Stone,	and	Bobbi	Renderer,	the	

researchers	studied	Pidgin-speaking	students	on	the	island	of	Hawaii.	They	

attempted	to	figure	out	why	Pidgin-speaking	high	school	students	had	low	levels	of	

attainment	in	schools	even	though	they	had	demonstrated	satisfactory	critical	

thinking	skills.	Fledman	et	al.	found	that	these	students	“have	been	observed	to	be	

reluctant	to	talk	in	school	about	what	they	are	thinking,	and,	consequently,	have	less	

practice	in	actively	encoding	in	language	tasks	encountered	in	school”	(483).	These	

results	suggest	that	students	who	speak	Pidgin	might	be	uncomfortable	talking	in	

class	because	they	fear	how	they	will	be	perceived	or	that	their	ability	to	express	

themselves	in	SE	is	not	up	to	teacher	expectations.	As	Fledman	et	al.	note,	the	self-

silencing	that	some	students	practice	is	troubling	because	it	hinders	development	of	

the	communicative	transfer	skills	needed	to	excel	in	school	(483).	A	study	done	in	

2000	of	university	students	at	the	University	of	Hawaii	at	Manoa	by	Mary	Lynn	

Fiore	Ohama,	Carolyn	Gotay,	Ian	Pagano,	Larry	Boles,	and	Dorothy	Craven	found	

that	students	perceived	SE	speakers	as	more	educated,	intelligent,	and	upper	class	

than	Pidgin-speakers,	who	were	rated	below	SE	speakers	in	all	these	areas.	The	
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findings	of	these	three	studies	imply	that	the	effects	of	the	English	standard	schools	

may	still	continue	today,	and	that	there	are	negative	effects	on	a	student’s	academic	

performance	and	self-efficacy	when	school	systems	train	students	to	devalue	their	

language.	The	negative	attitudes	towards	Pidgin	in	education	may	also	explain	why	

policies	that	attempt	to	eliminate	the	language	problem	by	banning	Pidgin	from	

being	spoken	in	school	persist,	with	the	most	recent	organized	attempt	made	in	

1987	(Wong).	

	 Indeed,	the	effects	of	a	linguistic	power	apparatus	are	not	easily	destroyed,	

and	educators	and	working	professionals	are	not	the	only	ones	responsible	for	

perpetuating	the	prejudice	against	the	language.	Thomas	Yokota	points	at	parents	

who	contribute	to	the	perpetuation	of	language	hierarchies	established	by	English	

standard	schools:		

A	few	summers	ago	a	relative	of	mine	struck	his	six-year	old	child	because	the	
child	could	not	pronounce	‘three’	and	said	‘tree’	instead.	His	mispronunciation	
angered	the	father,	who	wanted	his	son	to	speak	‘proper	English.’	Ironically,	
the	father	also	spoke	Hawaii	Creole	(HC).	That	same	summer,	when	I	was	
shopping	at	a	convenience	store,	I	overheard	a	mother	scold	her	child	for	
speaking	Hawaii	Creole.	Again,	the	mother	spoke	Hawaii	Creole;	but	this	didn’t	
stop	her	from	warning	her	daughter	against	speaking	the	language.	(22)	
	 		

Ermile	Hargrove	and	Kent	Sakoda	refer	to	this	behavior	as	the	“schizophrenic	

attitude”	of	Pidgin	speakers	who	love	their	culture	and	language	but	also	say	that	

the	language	they	speak	is	“terrible”	(63).	The	parents	that	Yokota	observed	most	

likely	grew	up	at	the	time	of	the	English	Standard	schools.	Their	actions,	while	ironic,	

illustrate	how	other	members	of	society	internalize	the	ideology	produced	by	

English	standard	schools,	that	is,	they	believe	that	there	is	a	greater	chance	of	social	

mobility	and	academic	success	for	children	who	speak	SE.		
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	 By	unpacking	a	few	of	the	factors	that	influence	how	Pidgin	speakers	

perceive	themselves	and	their	relationship	with	the	Pidgin	language,	it	becomes	

evident	that	collecting	accurate	statistical	evidence	on	the	number	of	Pidgin	

speakers	in	the	islands	requires	much	more	than	a	Census	survey	asking	people	if	

they	speak	a	language	other	than	English	at	home.	Having	someone	identify	

themselves	as	a	Pidgin	speaker	would	require	that	they	1)	have	a	clear	idea	of	what	

the	Pidgin	language	is	and	2)	be	confident	and	comfortable	enough	to	identify	

themselves	as	a	speaker	of	a	socially	stigmatized	language.	

There	have,	of	course,	been	advancements	in	spreading	awareness	and	

acceptance	of	the	language.	One	such	advancement	is	the	establishment	of	the	

Bamboo	Ridge	Press,	which	publishes	local	literature	of	Hawaii.	Some	of	the	writing	

is	in	English,	some	in	Pidgin,	and	the	rest	is	a	mixture	of	the	two.	A	common	theme	

of	this	literature	is	the	discrimination	towards	the	Pidgin	language	in	school,	which	

is	often	based	on	the	author’s	own	experiences.	For	instance,	in	her	poem,	“Shame	

and	the	First	Day	of	College”	Darlene	M.	Javar	expresses	feelings	of	inadequacy	and	

shame	about	how	she	speaks	in	a	high-stakes	academic	environment	like	college:	

I	no	can	open	my	mouth.		
My	words,		
My	sentences,		
Not	going	make	sense.		
Too	much	pidgin.		
Pudgy,	Pilipino,	pidgin	speaking	pygmy.		
I	no	like	make	shame.		
	
Big	History	class		
Get	small	lab	class	
For	share,		
For	talk.		
I	still	shame.		
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I	raise	my	hand		
Only	for	share		
What	I	write.		
I	write	real	fine.		
I	spend	hours		
Writing		
To	make	up		
The	difference.		
	
In	this	poem,	the	student	identifies	language	difference	as	the	cause	of	her	exclusion.	

To	make	up	for	it,	she	spends	hours	writing	or	studying	to	make	up	for	“the	

difference.”	At	the	end	of	the	poem,	she	resolves	to	be	better	at	English,	stating	

“Cause	I	not	stupid.	/	I	just	no	can	talk	/	Good	English	/	Yet	(294).		

	 Perhaps	the	most	frequently	referenced	text	is	Lois-Ann	Yamanaka’s	novel	

Wild	Meat	and	the	Bully	Burgers.	The	main	character,	Lovey,	speaks	Pidgin	and	is	

consistently	scolded	by	her	teacher,	Mr.	Harvey,	for	speaking	“broken	English.”	After	

Mr.	Harvey	scolds	Lovey,	she	says	to	her	herself:			

But	I	can’t	talk	the	way	he	wants	me	to.	I	cannot	make	it	sound	his	way,	
unless	I’m	playing	pretend-talk-haole.	I	can	make	my	words	straight,	that’s	
pretty	easy	if	I	concentrate	real	hard.	But	the	sound,	the	sound	from	my	
mouth,	if	I	let	it	rip	right	out	the	lips,	my	words	will	always	come	out	like	
home.	(Yamanaka	14)		
	

Lovey	knows	that	she	can	speak	SE	the	way	her	teacher	wants	her	to	if	she	tries	

really	hard.	However,	she	frames	this	change	in	language	as	an	act	of	“pretend-talk-

haole”	(haole	in	this	context	refers	to	Caucasians)	rather	than	just	the	use	of	another	

language.	In	doing	so,	she	is	describing	the	identity	crisis	that	Hawaii	students	may	

experience	as	American	citizens	whose	language,	race,	and	culture	differ	from	the	

image	of	American	citizens	as	perpetuated	by	dominant	culture	of	the	United	States.		

Although	texts	like	Javar	and	Yamanaka	are	spreading	awareness	of	Pidgin	
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speakers	in	Hawaii,	they	still	represent	problematic	narratives	of	English	

assimilation.	In	Javar’s	poem,	the	student	ends	with	the	conclusion	that	she	has	not	

mastered	English	“yet,”	implying	that	she	will	work	until	she	can	obtain	mastery.	

Similarly,	Yamanaka’s	character	of	Mr.	Harvey	tells	all	of	his	students	that	they	will	

not	be	able	to	get	their	dream	jobs	if	they	continue	to	speak	Pidgin:	“All	of	you	were	

terrible	and	we	will	have	to	practice	and	practice	our	Standard	English	until	we	are	

perfect	little	Americans”	(13,	emphasis	in	original).	Mr.	Harvey’s	measure	of	success	

is	based	on	how	the	students	speak	rather	than	what	they	are	saying,	and	he	makes	

it	clear	that	the	only	way	that	they	will	get	the	jobs	that	they	want	is	if	they	are	able	

to	speak	SE.		

Equating	a	particular	language	to	citizenship	is	not	a	case	specific	to	the	

Pidgin	language.	In	Borderlands/La	frontera,	Gloria	Anzaldua	writes	about	her	own	

experiences	as	a	multilingual	speaker	of	English	and	Spanish	dialects	gaining	

literacy	under	the	English-only	assimilationist	practices:	“’If	you	want	to	be	

American,	speak	‘American,’	If	you	don’t	like	it,	go	back	to	Mexico	where	you	belong’”	

(1585).	Anzaldua’s	experience	provides	evidence	that	SE	is	equated	with	being	

American,	even	for	speakers	of	languages	that	are	recognized	as	legitimate	in	other	

nations.	Perhaps	this	is	why	the	logic	of	anti-Pidgin	practices	and	rhetoric	have	been	

so	successful;	if	speaking	SE	is	connected	to	one’s	perceived	citizenship,	then	Pidgin	

is	not	only	hindering	one’s	ability	to	speak	SE,	but	also	hindering	their	ability	to	

claim	American	citizenship	and	the	benefits	that	come	with	it.			

Since	Pidgin	was	a	product	of	colonial	plantations,	the	language	has	

indicators	of	race	and	social	class	that	differ	from	dominant	culture.	According	to	
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the	University	of	Hawaii	at	Manoa’s	Department	of	Second	Language	Studies’	

website,	“Pidgin	was	the	first	pidgin	to	develop	on	plantations	in	the	19th	century.”	

When	the	plantation	owners	could	not	find	enough	Native	Hawaiians	to	work	for	

them	in	their	sugar	plantations,	they	recruited	workers	from	other	nations	as	

indentured	workers.	These	workers	were	subject	to	a	strict	Master	and	Servants	

Law	under	which	“absenteeism	or	refusal	to	work	could	cause	a	contract	laborer	to	

be	apprehended	by	the	district	magistrate	or	police	officer	and	…	sentenced	to	work	

for	the	employer	and	extra	amount	of	time	after	the	contract	expired”	(University	of	

Hawaii	West	Oahu	Center	for	Labor	Education	&	Research).	The	plantation	workers’	

working	conditions	were	similar	to	that	of	slave	labor	until	they	finished	working	

for	the	time	period	that	their	contract	specified.	Those	who	attempted	to	stay	in	

Hawaii	after	their	contracts	were	up	and	work	outside	of	the	plantation	initially	met	

resistance	from	those	of	the	white,	upper	class:	

When	the	Chinese	laborer	was	needed	he	was	praised	as	quiet,	skillful,	
obedient,	patient	and	quick	to	learn.	When	he	left	the	plantation	and	entered	
the	open	labor	market,	or	went	into	business,	he	was	condemned	as	a	
murderer,	cutthroat,	thief,	selfish	and	cunning.	(University	of	Hawaii	West	
Oahu	Center	for	Labor	Education	&	Research)	
	

The	upper-class	Caucasians	worked	hard	to	keep	ethnic	minorities	in	the	lower	

social	class	by	perpetuating	racist	epithets	like	ones	about	the	Chinese	laborer.	

Pidgin	was	created	under	these	highly	racist	and	classist	conditions,	and,	in	some	

ways,	it	maintains	the	stigma	of	being	a	“low-class	form	of	Standard	English”	

(Yamanaka	10).	As	a	result,	those	Pidgin	speakers	who	stop	speaking	Pidgin	in	favor	

of	SE	may	see	it	as	an	indicator	of	reaching	a	higher	social	class	and/or	citizenship	

status.			
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	 One	example	of	language	signifying	social	class	is	the	politician	Ben	Cayetano.	

A	former	governor	and	prominent	figure	in	political	circles,	Cayetano	is	often	cited	

for	his	negative	opinion	on	Pidgin.	Cayetano	is	quoted	as	saying:		

For	the	kids	who	have	a	difficult	time	articulating	proper	English,	it’s	a	
tremendous	handicap	as	they	go	to	school	and	are	trying	to	get	a	job	in	the	
real	world	...	It	didn’t	make	any	sense	to	me	when	I	heard	that	some	public	
schools	teachers	were	using	Pidgin	to	teach	some	classes	...	If	you	use	Pidgin,	
it	can	really	affect	your	grammar	...	I	think	it	does	kids	a	disservice	if	you	
allow	them	to	continue	to	speak	Pidgin.	(Wong)		
	

Cayetano	often	cites	his	ability	to	speak	SE	as	a	reason	for	his	success.	As	Eric	Pape	

notes,	Cayetano	grew	up	speaking	Pidgin	when	he	lived	in	a	lower	socio-economic	

district.	It	is	likely	that	he	attributes	part	of	his	success	to	his	ability	to	speak	SE.	

Now	that	he	has	succeeded	in	placing	himself	in	a	higher	social	class,	where	mastery	

in	SE	is	valued,	he	no	longer	sees	the	benefit	of	speaking	Pidgin.	However,	Cayetano,	

like	other	Pidgin	speakers,	fails	to	recognize	how	Pidgin	can	contribute	to	one’s	

success.	As	Cayetano	says	himself,	“I	am	as	local	as	they	come”	meaning	that	he	

identifies	with	the	local	culture	of	Hawaii	(Pape).		

Although	the	topic	of	what	it	means	to	be	“local”	is	contentious,	usually	it	is	

characterized	by	living	in	Hawaii	for	an	extended	period	of	time	and	having	adopted	

local	cultural	practices.	Speaking	Pidgin	is	an	easy	way	of	identifying	who	is	local	

and	understands	local	culture.	Part	of	Cayetano’s	appeal	as	a	politician	comes	from	

his	local	identity.	Even	if	Cayetano	does	not	acknowledge	it,	Pidgin	is	a	language	that	

gave	him	an	advantage	–	a	way	to	connect	to	his	voters.		

Less	is	documented	about	the	benefits	of	speaking	Pidgin	because	anti-Pidgin	

sentiments	like	Cayetano’s	are	usually	the	topic	of	study.	One	scholar	who	writes	on	
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Pidgin’s	benefits	is	Georganne	Nordstrom.	In	her	article	“Pidgin	as	Rhetorical	

Sovereignty:	Articulating	Indigenous	and	Minority	Rhetorical	Practices	with	the	

Language	Politics	of	Place,”	Nordstrom	positions	Pidgin	as	an	empowering	language	

for	two	distinct,	marginalized	populations:	

For	Pidgin	speakers	in	the	settler	Local	community,	claiming	Pidgin	often	
corresponds	to	claiming	an	identity	and	corresponding	experiences	tied	to	
the	islands,	a	relationship	beginning	with	the	plantation	era.	For	Hawaiians,	
however,	speaking	Pidgin	…	is	better	understood	as	a	display	of	cultural	
perseverance	–	a	site	of	linguistic	adaptation	when	their	Native	language	was	
silenced.	(335)	
	

The	‘settler	Local	community’	includes	the	descendants	of	the	plantation	workers,	

and	Nordstrom	posits	that	these	Pidgin	speakers	use	Pidgin	to	cement	their	

relationship	to	the	islands,	whereas	Native	Hawaiians	employ	Pidgin	as	a	means	of	

resistance	towards	colonizing	forces.	Unfortunately,	this	empowered	view	of	Pidgin	

is	not	common,	and	it	is	unlikely	that	most	Pidgin-speakers	are	of	the	same	opinion.		

Translingualism	

	 What	I	have	attempted	to	capture	in	the	first	part	of	this	chapter	reflects	just	

a	fraction	of	the	complexity	that	language	politics,	identity,	and	education	form	in	

Hawaii.	Hawaii	students	bring	these	complexities	with	them	when	they	attend	OSU,	

so	the	question	becomes	how	can	OSU	teachers	understand	and	meet	the	writing	

and	educational	needs	of	the	Hawaii	students	in	their	classrooms?	In	order	to	

understand	Pidgin-speaking	Hawaii	students’	multilingualism	and	their	writing	

experiences	at	OSU,	I	had	to	find	composition	theories	appropriate	to	the	

characteristics	of	this	population.	Since	Hawaii	students	usually	count	English	as	

their	native	language,	Second	language	or	L2	writing	theory	is	not	sufficient	for	
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addressing	their	needs.	Then	I	discovered	translingualism,	which	is	a	theory	for	

multilingual	students	like	Hawaii	writers	at	OSU.	Translingualism	or	the	translingual	

approach	is	a	relatively	recent	and	emerging	field	of	study	in	composition.	It	is	

concerned	with	creating	linguistically	inclusive	approaches	to	language	for	students	

who	are	multilingual.	What	follows	is	not	an	extensive	review	of	translingual	

literature.	I	mainly	examine	the	general	concept	of	translingualism	as	well	as	the	

areas	of	translingual	theory	that	connect	to	my	study.	In	2011,	Bruce	Horner,	Min-

Zhan	Lu,	Jacqueline	Jones	Royster,	and	John	Trimbur	published	an	opinion	

statement	in	College	English	titled	“Language	Difference	in	Writing:	Toward	a	

Translingual	Approach	for	College	English.”	Horner	et	al.	boldly	call	for	a	“new	

paradigm”	called	the	“translingual	approach”	(303).	They	claim	that	this	new	

approach	“sees	difference	in	language	not	as	a	barrier	to	overcome	or	as	a	problem	

to	manage,	but	as	a	resource	for	producing	meaning	in	writing,	speaking,	reading,	

and	listening”	(303).	In	translingualism,	this	variation	in	language	is	not	seen	as	an	

error,	but	as	an	opportunity	to	negotiate	meaning	across	languages	and	writing	

contexts.		

The	definitions	of	translingualism	vary	but	seem	to	be	centered	on	valuing	

linguistic	variation	and	negotiation.	Ellen	Cushman	defines	translingualism	as	

“those	meaning	making	processes	that	involve	students	and	scholars	in	

translanguaging,	translating,	and	dwelling	in	borders”	(235).	Suresh	Canagarajah	in	

“Translingual	Writing	and	Teacher	Development	in	Composition,”	defines	what	he	

calls	the	“translingual	orientation”:	“a	perspective	on	languages	as	always	in	contact	

and	generating	new	grammars	and	meanings	out	of	their	synergy…	language	as	a	
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semiotic	system,	integrated	with	other	visual,	aural,	and	tactile	modalities,	to	

communicate	meaning”	(266).	Canagarajah’s	conception	of	translingualism	sees	

language	as	a	fluid	communicative	construct	that	is	constantly	changing	and	

developing.	Both	Cushman	and	Canagarajah’s	definitions	seem	to	express	

translingualism	as	an	approach	that	is	deeply	rooted	in	the	negotiation	between	

languages,	which	is	related	to	Horner	et	al.’s	original	description	of	translingualism	

as	“[seeing]	difference	in	language	not	as	a	barrier	to	overcome	or	as	a	problem	to	

manage,	but	as	a	resource	for	producing	meaning	in	writing,	speaking,	reading,	and	

listening”	(303).	Although	the	definitions	of	translingualism	in	scholarship	are	

linked	in	their	value	of	linguistic	negotiation,	definitions	vary	and	each	description	

seems	to	extend	the	scope	of	translingualism	rather	than	solidify	its	stance.		

Horner	et	al.	also	indicate	that	the	translingual	approach	is	specifically	

positioned	against	the	concept	of	monolingualism:		

[A]	translingual	approach	argues	for	(1)	honoring	the	power	for	all	language	
users	to	shape	language	to	specific	ends;	(2)	recognizing	the	linguistic	
heterogeneity	of	all	users	of	language	both	within	the	United	States	and	
globally;	and	(3)	directly	confronting	English	monolingualist	expectations	by	
researching	and	teaching	how	writers	can	work	with	and	against,	not	simply	
within,	those	expectations.	(305)	
	

The	goal	of	monolinguistic	concepts	of	writing	instruction	is	to	have	students	

conform	to	SE.	Translingualism’s	stance	on	language	sees	all	classrooms	as	

linguistically	diverse,	a	stance	that	is	similar	to	claims	that	Paul	Kei	Matsuda	makes	

in	“The	Myth	of	Linguistic	Homogeneity	in	US	College	Composition.”	Even	though	

teachers	may	say	that	their	classroom	demographics	are	changing	because	of	a	

larger	number	of	international	students	enrolling	in	American	universities,	Matsuda	
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maintains	that	linguistic	diversity,	to	a	certain	extent,	has	always	been	present	(648).	

In	addition	to	acknowledging	linguistic	diversity	and	variations	within	languages,	

Horner	et	al.’s	description	of	the	translingual	approach	hints	at	its	potential	to	

validate	and	legitimize	languages	that	are	not	considered	SE.	In	doing	so,	it	aligns	

translingualism	with	a	decolonizing	politic.		

	 In	“Translingual	and	Decolonial	Approaches	to	Meaning	Making,”	Cushman	

draws	a	direct	connection	between	translingualism	and	decolonization.	Cushman	

foresees	translingualism	as	a	door	to	accessing	untapped	potential	that	was	lost	

from	presuming	that	English	is	the	“only	language	of	knowledge	making	and	

learning”	(234,	emphasis	in	original).	She	claims,	“If	languages	are	something	

human	beings	are,	then	it	behooves	scholars	and	teachers	to	consider	seriously	

what	methodological	and	pedagogical	possibilities	for	decolonizing	knowledge	

translingualism	can	potentially	offer”	(234).	Cushman	sees	translingualism	as	

another	way	of	meaning-making	that	also	has	the	power	to	decolonize	ideological	

paradigms,	potentially	giving	us	a	better	access	to	different	sources	of	knowledge.	

These	are	large	claims,	though,	and	it	is	difficult	to	say	if	Cushman’s	vision	for	

linguistic	decolonization	through	translingualism	is	possible	because	she	does	not	

provide	model	pedagogies.		

	 The	most	common	pedagogical	application	of	translingualism	is	codemeshing,	

for	which	Canagarajah	is	a	well	known	scholar.	Canagarajah	defines	codemeshing	as	

a	practice	that	“treats	the	[multiple]	languages	as	part	of	a	single	integrated	system	

[and]	accommodates	the	possibility	of	mixing	communicative	modes	and	diverse	

symbol	systems	(other	than	language)”	(“Codemeshing”	403).	Canagarajah	sees	
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codemeshing	as	a	naturally	occurring	phenomenon	among	multilinguals	that	should	

be	incorporated	in	the	classroom:	“practice	is	necessary	for	the	development	of	

competence	and	proficiency”	(“Codemeshing”	402).	One	example	of	Canagarajah’s	

codemeshing	pedagogy	is	a	codemeshed	literacy	narrative	produced	by	a	graduate	

student	named	Buthainah.	The	literacy	narrative	is	primarily	written	in	English	with	

some	Arabic	and	French	mixed	in.	Additionally,	Buthainah	includes	visual	“codes”	

like	a	smiley	face.	Canagarajah’s	pedagogical	approach	to	codemeshing	primarily	

relies	on	a	feedback	and	revision	cycle	in	which	he	critiques	Buthainah’s	writing	and	

negotiates	the	meaning	of	codemeshed	text	(“Codemeshing”	403).	However,	as	

scholars	like	Juan	Guerra	note,	it	can	be	difficult	to	implement	codemeshing	

pedagogy	across	classrooms	and	assignments.		

In	“Cultivating	a	Rhetorical	Sensibility	in	the	Translingual	Writing	Classroom,”	

Guerra	had	his	students	write	self-reflective	codemeshed	essays	that	display	their	

multilingualism.	Since	he	was	successful	in	having	students	practice	translingualism	

through	codemeshing	in	personal	essays,	he	encouraged	students	to	also	codemesh	

on	their	midterms	and	finals.	Students,	however,	chose	not	to	codemesh	in	those	

contexts:		

Mina	and	her	classmates	balked,	not	because	they	are	incapable	of	calling	on	
their	rich	repertoires	of	multilingual	practices,	but	because	the	school	
context	lacked	the	social,	personal,	and	inter-relational	stakes	–	as	well	as	
intimate,	rhetorical	familiarity	that	they	readily	found	at	home	with	their	
friends	and	families	…	I	failed	to	acknowledge	that	I	was	asking	students	to	
do	the	same	thing	with	language	in	two	rhetorically	different	and	highly	
situated	settings.	(231)	
	

Guerra	acknowledges	that	codemeshing	does	not	easily	transfer	to	formal	writing	

situations,	especially	high-stakes	writing	like	midterms	or	finals.	He	says	that	
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teaching	codemeshing	can	result	in	students	just	mimicking	a	style	of	writing	and	

not	truly	understanding	how	to	employ	the	“rhetorical	sensibilities”	that	

codemeshing	is	supposed	to	promote	(231-2).	In	other	words,	teaching	

translingualism	through	codemeshing	can	result	in	the	inadvertent	teaching	of	a	

certain	writing	style	rather	than	truly	helping	students	understand	how	to	use	the	

codes	in	their	linguistic	repertoire.	Guerra	implies	that	the	transfer	of	codemeshing	

skills	is	the	main	problem,	but	Matsuda	sees	the	use	of	codemeshing	to	teach	

translingual	writing	as	problematic	for	other	reasons,	questioning	whether	the	

process	of	translingual	writing	can	truly	be	captured	in	writing	examples	Matsuda	

says,			

in	translingual	writing	the	process	of	negotiation	assumptions	about	
language	is	more	important	than	the	product.	Restricting	the	scope	of	
translingual	writing	to	the	end	result	can	obscure	more	subtle	manifestations	
of	the	negotiation	as	well	as	situations	where	writers	make	the	rhetorical	
choice	not	to	deviate	from	the	dominant	practices.	(“Lure”	481)		
	

In	other	words,	the	act	of	language	negotiation	is	at	the	core	of	translingualism	but	

not	every	negotiation	will	be	noticeable	on	the	final	document.	Even	those	

documents	that	seem	to	adhere	to	dominant	practices	might	have	been	produced	

from	a	translingual	approach	with	the	writer	ultimately	deciding	to	make	

conventional	language	choices.	Matsuda’s	critique	is	important	because	it	shows	

how	translingualism,	an	approach	that	is	supposedly	focused	on	the	process	of	

language	negotiation	is	nevertheless	focused	on	the	product	of	a	codemeshed	text	as	

visual	evidence	of	translingual	writing.		
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	 Matsuda	is	not	the	only	one	who	is	skeptical	of	translingualism.	In	his	article	

“The	Rhetoric	of	Translingualism,”	Keith	Gilyard	cautions	against	translingualism’s	

tendency	to	see	all	language	difference	as	equal	and	the	same.		

My	current	impression,	though,	is	that	the	translanguaging	subject	generally	
comes	off	in	the	scholarly	literature	as	a	sort	of	linguistic	everyperson,	which	
makes	it	hard	to	see	the	suffering	as	the	political	imperative	as	clearly	as	in	
the	heyday	of	SRTOL	[Student’s	Right	to	Their	Own	Language].	(285)	
	

Gilyard	is	referring	to	the	less	favorable	language	variations,	and	his	unease	is	

justifiable.	The	speakers	of	stigmatized	languages	and	language	variations	served	as	

the	impetus	for	developing	more	linguistically	inclusive	practices	in	the	composition	

field.	However,	those	same	speakers	could	be	sidelined	by	the	theories	that	attempt	

to	be	more	accepting	of	language	difference	(i.e.	translingualism).	Gilyard	reminds	

us	that	theories	that	validate	language	difference	must	also	validate	the	histories	of	

stigmatized	differences	(286).	Although	Gilyard	believes	that	translingualists	do	not	

intentionally	or	actively	promote	ignorance	of	stigmatized	language	difference,	his	

critique	is	applicable	to	some	translingual	scholarship,	including	Horner	et	al.’s	

opinion	article	by	advocates	of	translingualism.	Horner	et	al.	imply	that	all	language	

difference	is	normal	and	therefore	everyone	will	benefit	from	exploring	and	

negotiating	the	various	languages	or	dialects	in	their	communicative	repertoire:	

“virtually	all	students	who	are	monolingual	in	the	sense	that	they	speak	only	English	

are	nonetheless	multilingual	in	the	varieties	of	English	they	use	and	in	their	ability	

to	adapt	English	to	their	needs	and	desires”	(311).	It	may	be	that	those	who	

consider	themselves	monolingual	speak	a	variation	of	English	with	others,	but	the	

“mulitlingulalism”	that	Horner	et	al.	refer	to	is	very	different	from	the	
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multilingualism	that	speakers	of	marginalized	languages	experience.	As	Gilyard	says,	

“A	person	purportedly	two	pounds	overweight	does	not	have	the	same	relationship	

to	a	standard	of	trimness	as	a	person	considered	two	hundred	pounds	overweight”	

(286).	Even	if	translingualism	attempts	to	value	all	difference,	it	cannot	change	the	

fact	that	certain	variations	are	more	valued	than	others.	Linguistic	variations	that	

are	closer	to	SE	are	still	more	likely	to	be	preferred	over	marginalized	dialects.	

As	Gilyard	and	Matsuda	emphasize,	the	translingual	movement	still	has	its	

problems,	particularly	in	the	assumptions	it	makes	about	linguistic	negotiation	and	

how	it	views	language	difference.	Even	though	the	tolerance	toward	language	

variation	that	translingualists	exhort	might	prove	to	be	a	viable	theory	for	

producing	more	linguistically	sensitive	pedagogies	for	students	like	Pidgin-speaking	

Hawaii	students,	the	same	theory	could	potentially	contribute	to	skewed	

representations	of	linguistic	diversity	that	dissolves	the	unique	multilingual	

characteristics	of	Hawaii	students	into	America’s	multilingualism.			
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Chapter	Three:	A	Study	of	Hawaii	Writers	at	OSU	

Along	with	Dr.	Vicki	Tolar	Burton,	I	designed	a	two-part	study	to	identify	

certain	characteristics	of	the	Hawaii	writer	population	at	OSU.	The	first	part	is	a	

survey	and	the	second	is	an	interview.	The	overall	study	was	submitted	to	OSU’s	

Institutional	Review	Board	(IRB)	and	received	approval.	The	following	sections	

reflect	the	chronological	order	of	this	study’s	design,	implementation,	methodology,	

and	results.	In	the	first	section,	I	describe	the	design,	implementation,	results,	and	

discussion	for	the	survey	portion	of	my	study.	The	purpose	of	the	survey	was	to	

collect	quantitative	data	about	the	linguistic,	educational,	and	cultural	aspects	of	this	

student	population.	In	particular,	we	were	interested	to	see	how	many	of	these	

Hawaii	students	identified	themselves	as	Pidgin	speakers.	The	survey	was	designed	

to	be	sent	out	en	masse	to	all	students	from	Hawaii	at	OSU.	Since	OSU’s	Fall	2014	

enrollment	data	reported	378	students	who	identified	Hawaii	as	their	state	of	origin	

when	they	first	enrolled	at	OSU,	our	conservative	target	was	50	student	participants	

(OSU	Office	of	Institutional	Research).	

In	the	second	section,	I	describe	the	design,	implementation,	methodology,	

and	results	for	my	interview	section.	The	interview	was	intended	to	help	us	better	

understand	the	views	and	experiences	of	Pidgin-speaking	Hawaii	students	at	OSU	

and	to	identify	common	themes	within	those	views	and	experiences.	Following	the	

survey,	we	planned	to	redesign	the	interview	questions	depending	on	the	results	we	

collected	from	the	survey.	For	instance,	if	the	survey	data	suggested	correlations	

between	two	aspects,	we	would	modify	the	interview	questions	to	gain	a	better	

understanding	of	why	such	a	correlation	occurred.	Our	target	number	of	interviews	
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was	10	and	only	those	who	self-identified	as	Pidgin	speakers	were	invited	to	

participate	in	the	interview	section.		

Unfortunately,	due	to	the	time	constraints	and	our	limited	access	to	contact	

information	of	Hawaii	students,	the	survey	received	only	two	responses.	As	such,	

the	interview	questions	remained	similar	to	the	survey	questions,	and	the	major	

part	of	our	study	data	came	from	the	interview	portion	of	our	study.		

Survey	

In	the	following	section,	I	discuss	the	details	of	the	survey	portion	of	my	

study,	starting	at	the	design	phase	and	ending	with	a	conclusion.	The	survey	was	

designed	to	tell	us	the	what	about	Hawaii	students	–	what	kind	of	linguistic,	cultural,	

and	educational	background	did	Hawaii	students	at	OSU	have?	As	such,	I	explain	

how	the	study	questions	relate	to	our	research	goals	as	well	as	some	of	the	research	

that	informed	certain	questions.	Then,	I	explain	the	implementation	of	the	survey	

and	its	limitations.	Since	aggregate	analysis	could	not	be	performed	on	such	a	small	

response	size,	the	conclusion	section	focuses	on	recommendations	for	future	survey	

research	on	this	population.		

Design	

The	survey	questions	were	informed	by	several	previous	studies	on	student	

writing	and	diversity	in	composition	(Balester;	Jordan;	Judy	Fowler	and	Robert	

Ochsner).	The	complete	survey	can	be	seen	in	Appendix	A.	Since	the	survey’s	

purpose	was	to	identify	significant	commonalities,	questions	1-10	collected	data	on	

the	students’	cultural,	linguistic,	educational,	and	geographical	backgrounds.	The	

language	options	were	based	on	the	U.S.	Census	Bureau’s	language	data	on	Hawaii	
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as	well	as	my	own	knowledge	of	the	Hawaii	student	population	at	OSU.	We	hoped	

that	data	trends	in	the	Hawaii	writers’	backgrounds	would	give	us	a	better	

understanding	of	the	experiences	Hawaii	writers	had	prior	to	coming	to	OSU.	In	

particular,	we	were	interested	to	see	how	many	Hawaii	writers	identified	

themselves	as	Pidgin	speakers	and	displayed	knowledge	of	the	language.		

Questions	11-19	were	questions	that	directly	addressed	Pidgin	and	asked	

participants	to	identify	whether	or	not	they	spoke	the	language,	the	frequency	with	

which	they	spoke	the	language,	and	the	ways	they	used	the	language	(e.g.	writing	or	

speaking).	In	addition,	it	asked	participants	to	describe	how	they	thought	their	

Pidgin	speaking	ability	influenced	their	written	English.	We	were	interested	to	see	

what	these	students	would	say	because	of	the	negative	stigma	that	Pidgin	receives.		

Question	20	and	23-24	were	informed	by	the	“Writer’s	Personal	Profile”	

questionnaire	designed	by	Tracy	Ann	Robinson	and	Dr.	Vicki	Tolar	Burton.	

Robinson	and	Tolar	Burton	designed	a	study	about	goal	setting,	and	these	questions	

were	included	in	a	pre-assessment	questionnaire	that	students	may	take	in	order	to	

help	the	instructor	get	a	better	idea	of	the	writing	background	and	experience	of	

students	in	a	particular	Writing	Intensive	course.	For	instance,	if	a	large	number	of	

students	indicated	that	they	had	not	taken	WR	121	at	OSU,	then	the	teacher	would	

not	assume	student	knowledge	of	what	was	covered	in	OSU’s	WR	121	curriculum.	

Since	the	main	purpose	of	our	study	was	to	see	how	these	Hawaii	writers	fared	in	

writing	at	an	Oregon	college,	we	wanted	to	know	if	they	fulfilled	the	first-year	

writing	requirement	at	OSU	and	to	have	them	reflect	on	their	own	strengths	and	

weaknesses	as	a	writer.	We	came	up	with	questions	21	and	22	because	we	wanted	
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to	find	out	if	Hawaii	writers	thought	they	were	well	prepared	for	college	writing	

demands	and	to	make	an	assessment	of	the	writing	instruction	that	they	had	

received	prior	to	attending	OSU.		

Lastly,	question	25	was	inspired	by	an	educational	story	that	went	viral.	Kyle	

Schwartz,	a	third-grade	teacher	in	Denver	created	an	activity	in	which	she	had	her	

students	respond	the	prompt	of	“I	wish	my	teacher	knew.”	The	story	made	

headlines	because	her	students,	many	of	whom	came	from	low	income	backgrounds,	

responded	with	a	candid	honesty	that	reflected	the	struggle	that	these	students	

went	through	(Strauss).	We	modified	the	question	and	included	it	in	our	survey	with	

the	intent	of	giving	a	voice	to	this	understudied	population	of	Hawaii	writers.		

Methods	

After	we	received	IRB	approval,	the	survey	questions	were	uploaded	to	

Qualtrics,	and	a	link	was	made	available	to	potential	participants.	Recruitment	for	

the	survey	was	primarily	done	through	snowball	sampling.	After	key	contacts	were	

identified,	we	distributed	the	information	and	also	recruited	via	OSU’s	Hawaii	Club	

which	is	also	known	as	Hui	O	Hawaii.	All	those	who	met	the	following	criteria	were	

eligible	to	take	the	survey:	have	attended	4	years	of	high	school	in	Hawaii,	be	at	least	

18	years	old,	and	be	a	current	OSU	student.		

Limitations	

	 As	stated	before,	the	strength	of	the	survey	results	is	severely	limited	by	the	

sample	size.	The	purpose	of	conducting	a	survey	was	to	identify	trends	within	a	

large	sample,	so	while	the	two	responses	to	the	survey	do	provide	a	rich	profile	of	

the	respective	individual’s	background	and	Pidgin	multilingualism,	it	does	not	allow	
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us	to	measure	what	we	intended.	Thus,	we	decided	to	not	to	perform	an	analysis	of	

the	survey	results.	

There	were	several	limitations	that	contributed	to	participation.	The	first	

was	our	access	to	contact	information.	Unfortunately,	the	connection	networks	that	

we	thought	we	had	established	were	not	as	effective	as	we	predicted	for	snowball	

sampling.	Traditionally,	snowball	sampling	is	used	for	small	populations	that	are	

deemed	“hard	to	reach.”	The	researcher	finds	someone	from	that	population	and	

asks	them	to	identify	other	people	that	fit	the	research	criteria	(Crossman).	For	the	

purposes	of	the	survey,	I	had	identified	a	few	key	people	who	would	have	access	to	

Hawaii	writers,	such	as	leadership	in	the	OSU	Hawaii	Club,	the	OSU	Asian	&	Pacific	

Cultural	Center,	and	the	OSU	Native	American	Longhouse	(cultural	center	for	

indigenous	peoples	of	North	America).	In	addition	to	this,	we	used	the	OSU	Hawaii	

Club’s	Facebook	network	to	try	and	recruit	participants.		

We	also	attempted	to	obtain	the	email	addresses	of	students	who	had	listed	

Hawaii	as	their	state	of	origin	upon	enrollment.	However,	this	request	was	denied	

by	the	registrar	because	releasing	email	addresses	of	students	based	on	state	of	

origin	is	in	violation	of	Family	Education	Rights	and	Privacy	Act.	We	then	had	to	

revise	our	request	to	the	registrar	so	we	could	receive	student	emails	that	listed	a	

current	mailing	address	in	Hawaii	which,	subsequently,	delayed	the	process	and	led	

to	our	second	major	limitation:	timing.	Due	to	time	constraints,	we	had	to	stop	the	

survey	phase	so	that	we	could	begin	the	interview	phase.	Doing	so	meant	we	had	to	

stop	recruiting	for	our	survey	before	we	received	the	email	addresses	from	the	



	

 

36	

registrar.	Under	different	circumstances,	it	might	be	possible	to	collect	the	survey	

data	that	we	wanted	to,	and	it	is	our	hope	that	future	studies	attempt	to	do	so.		

Another	possible	reason	for	the	lack	of	response	would	be	cultural.	It	is	

possible	that	some	of	these	students	from	Hawaii	are	uncomfortable	talking	about	a	

background	that	they	feel	puts	them	at	a	disadvantage.	As	evidenced	in	the	

background	and	literature	review	section,	there	is	a	strong	negative	stigma	

associated	with	speakers	of	Pidgin,	and	participating	in	a	study	about	Pidgin	use	

might	have	been	uncomfortable	for	some	Hawaii	students.		

Conclusion	

	 Substantive	claims	cannot	be	made	from	these	results,	and	further	discussion	

of	some	of	these	aspects	of	writing	and	language	experience	will	be	revisited	in	the	

interview	portion	of	the	study	where	a	more	complete	set	of	data	is	available	to	

support	claims.	However,	based	on	the	information	that	was	provided	from	the	

survey	design	and	implementation,	it	is	advisable	that	future	surveying	of	this	

population	be	done	with	either	better	snowball	sampling	or	more	direct	contact	

information	with	the	student	population.		

Interview	

In	the	following	section,	I	discuss	the	details	of	the	interview	portion	of	my	

study,	starting	at	the	design	phase	and	ending	at	a	conclusion.	The	interview	was	

designed	to	tell	us	the	how	or	why	for	Pidgin-speaking	Hawaii	students	at	OSU.		As	

such,	I	explain	the	reasoning	behind	the	study	question	design	and	the	theories	that	

informed	certain	questions.	Then,	I	discuss	the	methodology	I	used	to	analyze	my	

data.	The	results	and	discussion	sections	that	follow	present	a	detailed	description	
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of	the	five	major	themes	that	were	identified.	The	limitations	sections	lists	the	study	

limitations	and	makes	recommendations	for	future	research.	Lastly,	the	conclusion	

summarizes	the	main	points	of	my	study	and	discusses	their	implications.		

Design	

Following	the	failure	of	the	survey	portion	of	the	study,	we	received	IRB	

approval	for	changes	in	the	interview	questions.	Some	questions	were	adapted	to	be	

more	suitable	for	the	style	of	an	interview	and	others	were	added	as	a	result	of	

further	research.	On	the	whole,	each	participant	was	asked	fourteen	main	questions	

and	some	follow-up	questions	respectively.	A	list	of	the	interview	questions	without	

descriptions	can	be	found	in	Appendix	B.		

Questions	1-4	were	meant	to	establish	the	linguistic	background	of	the	

subject,	gauge	their	Pidgin	speaking	fluency,	and	discover	their	attitudes	towards	

the	language.		

1. What	languages	do	you	speak	and/or	understand	
2. How	would	you	describe	your	Pidgin	speaking	ability?			
3. Did	you	learn	about	Pidgin	in	school?	If	so,	what	were	you	taught?	

a. Possible	follow-up:	Do	you	think	it	would	have	made	a	difference	if	
you	had	learned	more	about	it?	

4. The	U.S.	Census	Bureau	recently	acknowledge	Pidgin	as	a	legitimate	language	
by	listing	it	as	one	of	the	languages	spoken	in	Hawaii.	What	are	your	thoughts	
about	this?	

a. Possible	follow-up:	Do	you	think	this	will	change	how	people	think	
about	the	language?		

Questions	5-8	were	an	attempt	to	gauge	how	much	of	the	language	they	used	

at	OSU.		

5. In	what	situations	at	OSU	do	you	choose	to	write	Pidgin	instead	of	English?		
6. In	what	situations	at	OSU	do	you	choose	to	write	English	instead	of	Pidgin?		
7. In	what	situations	at	OSU	do	you	choose	to	speak	Pidgin	instead	of	English?	
8. In	what	situations	at	OSU	do	you	choose	to	speak	English	instead	of	Pidgin?		
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Similar	to	the	writing	profile	questions	asked	on	the	survey,	questions	9-11	

were	heavily	influenced	by	Robinson	and	Tolar	Burton’s	Writer’s	Personal	Profile.	

The	questions	asked	the	participants	to	give	a	description	of	their	writing	profile	–	

what	they	were	strong	in,	what	they	struggled	with,	and	what	kinds	of	writing	

classes	they	had	taken	so	far.	In	addition	to	this,	we	asked	them	to	reflect	on	the	

ways	that	their	Pidgin	multilingualism	might	have	affected	the	formal	writing	that	

they	were	asked	to	do	at	OSU.		

9. In	general,	what	would	you	say	are	your	writing	strength(s)?		
10. In	general,	what	are	some	of	the	struggles	that	you	have	had	with	writing?		
11. What	writing	classes	have	you	taken	at	OSU?		

o Questions	for	specific	classes:		
§ What	were	some	of	the	writing	assignments	that	you	had	to	do	

for	this	course?		
§ Was	there	anything	in	particular	that	you	struggled	with	in	

writing	for	this	course?		
• Is	there	anything	that	the	instructor	did	or	you	wish	the	

instructor	did	to	address	these	struggles	through	
writing	instruction	or	feedback?	

§ Do	you	think	that	Pidgin	affected	how	you	wrote	in	these	
formal	writing	situations	(e.g.	academic	papers)?	How	so?	

Question	12,	which	asked	if	the	student	ever	felt	uncomfortable	at	OSU	

because	of	language,	cultural	difference,	or	race,	was	a	question	formulated	

following	the	college	protests	that	broke	out	around	November	2015.	The	protests	

originated	from	the	University	of	Missouri,	where	a	series	of	racially-charged	

incidents	occurred	and	students	felt	that	the	administration	was	not	doing	enough	

to	combat	the	racism	on	campus.	It	escalated	to	the	point	that	the	President	of	the	

University,	Tom	Wolfe,	resigned	(Deutsch).	Protests	to	combat	racism	at	other	

universities	soon	followed.	Mother	Jones	reports	that	at	least	50	protests	were	held	

at	campuses	as	a	result	of	the	University	of	Missouri	protest	(Pauly	and	Andrews).	
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In	response	to	the	nation-wide	tension	of	university	campus	racism,	the	President	of	

OSU,	Ed	Ray,	organized	a	“Speak	Out”	in	order	to	give	students	of	color	a	chance	

‘speak	out’	against	the	racism	that	they	experienced	at	OSU.	From	the	Corvallis	

Gazette-Times	report	of	the	event,	it	is	clear	that	cultural	misunderstandings	and	

racism	are	definitely	present	OSU.	The	livestream	website	chat	associated	with	the	

OSU	event	was	filled	with	racial	slurs	and	there	were	moments	of	racial	tension	at	

the	event	as	well:	“Early	on	a	man,	who	appeared	to	be	white,	spoke	stating	that	he	

believed	all	people	are	of	color,	earning	a	chorus	of	groans	from	the	audience”	

(Rimel).		

Shortly	after	the	Speak-Out	event,	President	Ed	Ray	sent	out	an	email	to	the	

whole	campus	disavowing	the	racist	comments	about	the	event	that	occurred	on	

social	media	and	the	livestream	chat,	promising	to	implement	institutional	changes	

that	would	combat	racism	at	OSU.	Hawaii	students	are	usually	Asian	American	and	

have	a	mixed	heritage,	so	we	were	curious	to	see	if	there	were	times	that	Hawaii	

students	felt	uncomfortable	or	experienced	any	of	the	negative	social	reactions	that	

the	recent	college	movement	was	fighting	against.		

12. In	general,	were	there	ever	any	times	you	felt	uncomfortable	at	OSU	either	
because	of	language	use,	cultural	difference(s),	or	race?	If	so,	could	you	
describe	this	situation	to	me	without	using	specific	names	or	identifying	
information	because	I’m	more	interested	in	how	you	felt	in	the	situation.		
	
Question	13	asked	participants	to	evaluate	how	well	they	were	prepared	for	

the	college	writing	that	they	were	asked	to	do.	Our	intent	was	to	see	whether	or	not	

these	students	felt	ready	for	what	was	asked	of	them.	Lastly,	question	14	was	taken	

from	our	survey	because	we	wanted	more	data	on	the	Hawaii	students’	perspective.			
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13. Do	you	think	that	previous	writing	instruction	and	English	language	
education	has	prepared	you	for	writing	at	the	college	level?	

14. What	do	you	wish	OSU	instructors	knew	about	writers	like	you?	
	

Methods	

	 Our	target	number	of	interviews	was	ten	because	we	felt	that	it	would	give	us	

a	large	enough	sample	to	identify	significant	themes	in	the	data.	In	order	to	recruit,	

we	posted	recruitment	information	to	the	Hawaii	Club’s	Facebook	page.	By	the	time	

we	began	recruiting,	we	were	also	able	to	obtain	the	email	addresses	of	217	

students	whose	current	mailing	addresses	were	listed	in	Hawaii.	In	order	to	

participate,	they	had	to	meet	the	following	criteria:	self-identify	as	a	Pidgin	speaker,	

have	attended	4	years	of	high	school	in	Hawaii,	be	at	least	18	years	old,	and	be	a	

current	student	at	OSU.	In	exchange	for	completing	the	interview	portion,	these	

students	received	a	$25	gift	card	to	a	nearby	eatery.	We	had	about	25	eligible	

candidates	respond	to	our	requests	for	participants.	Of	those	25,	the	students	were	

then	selected	based	on	class	standing	and	gender.	In	the	end,	we	had	6	males	and	4	

females.	Unfortunately,	the	gender	sample	was	skewed	because	one	female	dropped	

out	and	we	were	unable	to	find	another	female	first-year	student.	We	replaced	her	

with	a	male	first-year	student	because	we	were	lacking	in	first	and	second	year	

representation	as	well.	Each	participant	was	interviewed	for	approximately	30	

minutes,	with	some	interviews	being	longer	if	the	participant	wished	to	continue.	All	

interviews	were	audio	recorded,	and	I	also	took	handwritten	notes.		

After	collecting	the	data,	we	used	the	General	Inductive	Approach	to	analyze	

the	data.	Out	of	all	the	methods	of	qualitative	data	analysis,	we	felt	that	the	inductive	

approach	fit	our	needs	best	because	this	approach,	according	to	David	Thomas,	
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produces	“the	development	of	categories	into	a	model	or	framework	that	

summarizes	the	raw	data	and	conveys	key	themes	and	process”	(240).	Unlike	other	

qualitative	approaches	like	phenomenology,	which	seeks	to	described	the	lived	

experiences	of	a	certain	group,	discourse	analysis,	which	is	concerned	with	the	

multiple	meanings	of	languages/texts,	or	grounded	theory,	which	seeks	to	create	a	

theory	framework	from	generalized	themes,	the	inductive	approach’s	goal	is	simply	

to	produce	a	list	of	themes	or	categories	that	satisfies	the	research	objective	of	the	

study	(241).	We	do	believe	that	there	is	value	in	these	other	qualitative	approaches,	

and	future	studies	using	those	methodologies	would	greatly	enhance	understanding	

of	Pidgin-speaking	Hawaii	students	at	OSU.	However,	since	there	have	been	no	prior	

studies	done	on	this	student	population,	we	wanted	to	focus	on	identifying	core	

themes	that	would	emerge	from	the	interviews	in	the	hopes	that	these	themes	could	

be	used	to	influence	more	inclusive	multicultural	and/or	multilingual	pedagogies.		

In	the	General	Inductive	Approach,	the	data	is	not	reliant	on	previous	

findings.	As	David	Thomas	states,	“Although	the	findings	are	influenced	by	the	

evaluation	objectives	or	questions	outlined	by	the	researcher,	the	findings	arise	

directly	from	the	analysis	of	the	raw	data,	not	from	a	priori	expectations	or	models”	

(239).	The	raw	data	is	then	analyzed	and	coded,	and	key	themes	or	categories	are	

identified.	As	such,	our	data	analysis	method	included	listening	to	the	audio	

recordings,	reading	notes,	and	transcribing	to	identify	key	themes.	In	order	to	gain	

reliability	in	identifying	themes,	we	both	listened	to	the	same	interview,	made	notes	

on	the	most	important	key	themes,	and	compared	our	notes.	After	that,	I	used	the	
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key	themes	as	a	guide,	transcribed	the	rest	of	the	interviews,	added	to	the	list	of	

themes	when	appropriate,	and	collected	evidence	to	support	themes.		

Results	

	 The	following	table	is	a	general	overview	of	the	students	who	were	

interviewed.	All	the	names	used	are	pseudonyms	in	order	to	protect	the	identity	of	

participants.	Even	though	these	pseudonyms	may	seem	odd	because	they	are	very	

common	names,	I	gave	the	students	names	that	would	be	similar	to	their	first	names.	

People	from	Hawaii	usually	have	common	first	names	with	their	last	names	

reflecting	a	nonwhite	race	or	ethnicity.		

Table	3.1:	Overview	of	Interview	Participants	

Name	 Class	Standing	 Major	Field	 Linguistic	
background		

Public/Private	
High	School	

Ashley		 Upper	Division	 STEM	field	 English	and	Pidgin	 Public	
	

David	 Upper	Division	 STEM	field	 English,	Pidgin,	
Japanese,	and	high	
school	Spanish		

Private	
	

Emily		 Upper	Division	 STEM	field		 English,	Pidgin,	and	
high	school	
Hawaiian	

Public		

Eric		 Upper	Division	 STEM	field	 English	and	Pidgin	 Public	
Ernest	 Upper	Division	 STEM	field	 English,	Pidgin,	and	

some	Ilocano		
Public	

Jenny	 Lower	Division	 STEM	field	 English	and	Pidgin		 Private	
Matt	 Lower	Division		 STEM	field	 English,	Pidgin,	and	

high	school	
Spanish		

Private	

Michelle	 Upper	Division	 STEM	field	 English,	Pidgin,	and	
high	school	
Japanese	

Public	

Nick	 Upper	Division	 Social	
Sciences/Humanities	

English,	Pidgin,	and	
high	school	
Japanese	

Private	

Shawn	 Lower	Division	 STEM	field	 English,	Pidgin,	and	
high	school	
Japanese	

Private	
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	Since	OSU	is	a	land	grant	institution,	the	high	number	of	students	in	STEM	fields	

was	to	be	expected.	Additionally,	the	rich	linguistic	background	was	expected	of	

students	coming	from	Hawaii,	a	highly	multilingual	state.	(The	U.S.	Census	Bureau’s	

Language	Report	shows	that	there	are	approximately	130	languages	spoken	in	

Hawaii	homes	beyond	English).	The	data	also	show	an	even	mix	of	public	and	

private	school	students.		

The	results	of	our	thematic	analysis	revealed	5	major	themes	with	various	

sub-themes.	These	themes	are:		

• Theme	1:	Negotiation	

• Theme	2:	Social	Implications	of	Pidgin		

• Theme	3:	Pidgin	Speakers	and	Formal	Writing		

• Theme	4:	Rhetorical	Strategies	of	Pidgin	Speakers	

• Theme	5:	Future	Wishes	for	Teachers	

Theme	1:	Negotiation	

	 The	first	major	theme	that	emerged	was	the	complex	patterns	of	negotiation	

that	participants	underwent	in	answering	these	questions	and	explaining	their	

experiences.	The	negotiation	that	was	revealed	when	they	spoke	about	Pidgin	were	

categorized	under	the	following	sub-categories:	Defining	Pidgin,	Language	

Boundaries,	Race	and	Culture,	and	Identity.			

Defining	Pidgin		

	 The	range	of	definitions	for	Pidgin	that	we	received	was	more	varied	than	

expected.	No	two	definitions	were	quite	the	same,	and	many	struggled	to	describe	



	

 

44	

their	Pidgin-speaking	ability	because	they	were	unsure	of	where	to	draw	the	line	

between	Pidgin	and	English.	Many	participants	tended	to	explicitly	categorize	

Pidgin	as	an	informal	and/or	incorrect	form	of	English	while	implicitly	challenging	

that	definition	with	what	they	said	later	in	the	interview.	For	instance,	Ashley’s	

interview	is	characteristic	of	many	of	the	other	interviews	because	during	the	

interview	her	definition	of	Pidgin	shifts,	changes,	and	contradicts	her	previous	

definitions:		

We	covered	[Pidgin]	a	little	bit	in	high	school	in	my	Modern	Hawaiian	History	
class	and	they	talked	about	how	it	formed	because	all	the	immigrants	came	
and	they	all	couldn’t	speak	English,	so	then	that’s	how	they	made	the	broken	
English.	
	
Even	though	it	is	a	form	of	English	there	are	a	lot	of	words	don’t	translate	too	
well	or	they	just	have	different	connotations.	It’s	hard	to	get	people	to	
understand	that	if	they	don’t	speak	Pidgin.	
	
Before	I	realized	it	was	a	language,	I	didn’t	even	realize	it	was	a	separate	
language.	

	
These	quotes	are	presented	in	chronological	order	as	they	occurred	in	the	interview.	

In	the	first	quote,	Ashley	recalls	what	she	learned	about	Pidgin	in	school,	and	

concludes	by	defining	Pidgin	as	a	“broken	English.”	Then,	she	refers	to	it	as	another	

“form	of	English,”	but	also	implies	that	there	are	aspects	of	Pidgin	that	make	it	

difficult	to	understand	if	you	do	not	speak	it,	which	could	be	said	of	a	foreign	

language.	Lastly,	she	uses	the	word	“language”	when	she	refers	to	Pidgin,	saying	that	

she	did	not	realize	that	it	was	a	separate	language	before	learning	about	it	in	her	

history	class.		

	 Similar	to	other	participants,	Matt	struggles	with	whether	or	not	to	call	

Pidgin	a	language.	Unlike	the	other	participants,	however,	he	spent	more	time	
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attempting	to	define	Pidgin	and	decide	whether	or	not	he	considered	it	a	language,	

eventually	becoming	one	of	the	few	to	say	that	he	considered	it	a	language.			

I	guess	cuz	it’s	new	and	I	guess	because	of	how	it’s	portrayed	…	I	guess	I	
haven’t	considered	it	a	language.	They’re	using	English	words	in	the	sentence.	
It’s	just	like	the	end	part	or	like	a	noun	or	a	adjective	is	switched	out	to	the	…	
it’s	just	…	I	don’t	know.	

	
Later	on	in	the	interview,	however,	when	the	question	of	whether	or	not	he	

considered	Pidgin	a	language	was	posed,	the	following	interaction	took	place:		

Kristina	Lum	(KL):	So,	do	you	consider	it	a	language?		
Matt:	Umm	…	I’m	not	sure	[long	pause]	I	guess	my	hesitation	might	give	you	
the	answer…	I	never…	It	was	never	taught	to	me	that	it	was	a	language,	so	I	
guess	maybe	I	don’t.	But	I	respect	it	just	as	much	as	any	other	language.		
	
KL:	…	so	you	respect	the	aspect	of	speaking	it,	but	having	to	define	it	as	
language	…	
	
Matt:	Yeah	I	guess	I	would	say	it’s	a	language	then.	Cuz	…	yeah.	I	would	say	
it’s	a	language.	
	

Matt’s	attempt	to	describe	Pidgin	is	filled	with	pauses	and	hedging	expressions	that	

characterize	uncertainty	such	as	“I	guess”	and	“maybe.”	At	first	he	says	he	was	never	

really	explicitly	taught	that	it	was	a	language,	which	is	the	reason	why	he	struggles	

with	calling	it	such.	However,	when	directly	questioned	about	it	and	given	some	

time	to	think,	he	says	that	he	does	think	it	is	a	language.		

	 In	addition	to	the	varied	definitions	for	Pidgin,	we	also	received	interesting	

responses	when	students	were	asked	to	describe	their	Pidgin-speaking	ability.	

When	asked	how	they	would	describe	their	Pidgin-speaking	ability,	the	participants	

did	not	use	words	typically	associated	with	describing	proficiency	in	a	certain	

language.	Most	struggled	to	find	words	to	describe	their	Pidgin	proficiency,	

ultimately	opting	to	use	phrases	like	pretty	good,	perfect,	all	right,	or	good.	The	use	
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of	these	phrases	suggests	that	students	place	their	assessment	of	Pidgin	speaking	

ability	along	the	spectrum	of	good	or	bad,	not	necessarily	one	of	fluent	or	not	fluent.	

Further	analysis	of	the	words	used	by	students	when	they	were	describing	Pidgin-

speaking	ability	revealed	that	many	of	the	phrases	were	closer	to	how	one	would	

describe	an	accent	rather	than	a	different	language.	The	words	students	chose	to	use	

were	thick,	straight,	heavy,	light,	full-on,	real,	and	strong,	with	the	most	common	

occurrence	being	the	use	of	heavy	or	light.	Since	these	words	do	not	describe	fluency,	

it	is	difficult	to	see	what	the	participants	meant	by	these	descriptors.	None	of	them	

chose	to	give	a	spoken	example	of	Pidgin	when	defining	it,	even	if	they	said	they	

were	capable	of	“Perfect	Pidgin,”	and	the	closest	thing	to	an	explanation	was	

provided	by	Eric:	“Like	if	you	see	the	Hawaiian	uncles	at	the	beach	and	then	they	

start	speaking	to	you	and	you	have	no	idea	what	they’re	saying.	That's	what	I	think	

of	as	full-on	Pidgin.”	

	 The	main	consistencies	about	Pidgin	in	the	student	responses	was	that,	at	

one	point,	most	of	them	had	learned	how	Pidgin	was	created	by	plantation	workers	

in	the	Modern	History	of	Hawaii	curriculum	and	that	they	were	aware	of	the	U.S.	

Census	Bureau’s	move	in	November	2015	to	officially	acknowledge	Pidgin	as	

another	language.	It	would	appear	that	the	participants’	definitions	and	conceptions	

of	Pidgin	differed	because	they	were	not	taught	the	same	things	about	Pidgin	aside	

from	how	it	was	created.	The	impact	of	the	U.S.	Census	report	was	evident	because		

participants	had	a	tendency	to	cite	whether	or	not	the	language	was	considered	

“official”	according	to	the	Census	Bureau	when	talking	about	Pidgin	as	a	language.		
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	 The	one	student	who	considered	Pidgin	as	a	language	regardless	of	the	

Census	Bureau	results	or	any	sort	of	caveat	was	Emily.	At	the	very	beginning	of	the	

interview	she	started	off	with,	“I	speak	Pidgin.	That	was	probably	my	first	language.”	

The	few	other	participants	who	listed	Pidgin	as	a	language	that	they	spoke	and/or	

understood	would	add	conditions	such	as	asking	if	I,	as	the	interviewer,	would	count	

Pidgin	as	a	language	(Jenny)	or	cite	the	Census	Bureau	when	calling	it	a	language	

(Nick).	

Language	Boundaries	

As	the	study	progressed,	an	interesting	phenomenon	emerged.	We	noticed	

that	students	had	difficulty	negotiating	the	boundaries	between	languages.	For	

instance,	even	though	Emily	was	confident	defining	Pidgin	as	a	language,	she	did	

have	trouble	figuring	out	the	parameters	between	Pidgin	and	non-creole	languages:	

“A	lot	of	times	I’ll	say	like	"Are	you	pau?"	I’m	not	sure	if	that’s	Pidgin	or	Hawaiian.”	

In	Hawaiian,	pau	means	done	or	finished,	but	the	phrase	“Are	you	pau”	strings	

together	English	and	Hawaiian,	which	is	characteristic	of	the	Pidgin	language.	

However,	Emily	is	hesitant	to	say	that	the	phrase	is	Pidgin	because	she	is	using	a	

Hawaiian	word.	She	is	not	the	only	one	who	is	uncertain	about	the	borders	between	

languages.	As	these	other	participants	explain,	the	difference	between	Pidgin	and	

English	is	just	as	nebulous:		

Jenny:	When	I	think	of	language,	I	think	of	entirely	different	so	when	I	think	
of	Pidgin	I	just	think	English	but	like	English	slang…I	don't	even	know	if	it’s	
Pidgin	but	I	think	Costco	is	supposed	to	be	Costco.	But	I	always	say	Costco’s	
or	L&L’s	or	I	don’t	know.	But	apparently	people	from	Hawaii	add	an	“S”	to	
everything.	I	didn't	notice	it	until	someone	said	it	…	McDonald’s.	Is	it	
McDonald’s?	See.	I	don’t	even	know.		
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Nick:	I	don’t	know	if	that’s	Pidgin	or	just	something	from	Hawaii.	Just	saying	
like	a	“parking	stall.”	And	using	the	word	“junk”	a	lot.	“Oh,	dat’s	junk”	That’s	
something	I	find	myself	doing.	

	
Nick	and	Jenny	point	out	regional	differences	in	English	such	as	“parking	stall”	or	

adding	a	possessive	“s”	to	certain	place	names.	They	might	consider	these	as	Pidgin	

rather	than	regional	English	forms	because	they	consider	it	to	be	“incorrect	English,”	

as	Pidgin	is	so	often	called.		

	 In	some	cases,	though,	physical	boundaries	seemed	to	determine	language	

boundaries.	A	few	participants	mentioned	that	their	classification	of	Pidgin	as	a	

language	was	contingent	on	their	physical	location	or	familiarity	with	a	physical	

location:			

Jenny:	When	I	think	of	language	I	think	of	entirely	different	so	when	I	think	of	
Pidgin	I	just	think	English	but	English	slang.	I	guess	I	could	[consider	it	a	
language]	if	I	was	back	home	and	I	was	someone	who	had	never	heard	it	
before	because	it	does	sound	different.	

	
Shawn:	If	I’m	back	home	it	would	be	more	of	a	slang	and	if	I	was	here	it’s	
more	a	language.	

	
Jenny	said	Pidgin	would	be	English	slang	for	those	who	are	familiar	with	it,	which	

would	arguably	be	anyone	who	has	spent	some	time	in	Hawaii.	However,	she	says	

she	can	see	it	being	a	different	language	if	she	were	someone	who	had	never	heard	it,	

which	would	likely	be	someone	who	is	visiting	Hawaii	for	the	first	time.	Similarly,	

Shawn	believes	that	the	definition	of	Pidgin	changes	depending	on	location.	Using	

Pidgin	in	Hawaii	makes	it	a	slang,	whereas	using	it	in	Oregon	makes	it	a	language.		

	 Even	though	students	seemed	to	struggle	with	negotiating	Pidgin’s	linguistic	

status,	it	was	clear	that	Pidgin	could	not	escape	a	comparison	with	English,	and	this	

comparison	was	made	obvious	with	the	descriptors	participants	attached	to	
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“English.”	The	most	common	descriptor	used	for	English	appeared	to	be	“proper,”	

but	other	variations	included	regular,	normal,	and	real.	Instead	of	just	using	English,	

it	seemed	customary	for	them	to	add	some	sort	of	modifier	that	places	English	and	

Pidgin	in	a	binary	in	which	SE	is	correct/normal/proper	and	Pidgin	is	incorrect/not	

normal/improper.		

Even	though	the	study	questions	were	phrased	to	avoid	framing	Pidgin	as	a	

broken	form	of	English	or	on	a	language	binary	in	Pidgin,	some	students	lapsed	into	

using	phrases	like	“broken	English”	to	refer	to	Pidgin.		This	would	suggest	that	these	

phrases	have	become	part	of	the	common	discourse	of	Pidgin-speakers	when	they	

refer	to	English.	In	other	words,	it	has	become	typical	for	Pidgin	speakers	to	use	

phrases	that	de-legitimize	the	status	of	the	language	that	they	speak	in	relation	to	

English.		

Race	and	Culture	

	 The	data	also	showed	that	these	students	drew	a	line	between	themselves	

and	their	Oregon	peers.	The	most	prominent	indicators	of	this	were	references	to	

experiences	with	culture	and/or	race	at	OSU.	For	race,	students	brought	it	up	in	

different	ways,	but	their	examples	emphasized	differences	which	disadvantaged	

them	in	some	way.		

Emily:	Growing	up,	I	never	heard	[big]	words	like	that	whereas	a	lot	of	the	
white	people	[at	OSU]	grew	up	with	their	parents	speaking	to	them	[with	big	
words/in	SE]	so	that's	why	they	know	it	by	heart.	

	
Eric:	There’s	a	lot	of	competition	[in	a	STEM	major	at	OSU]	between	different	
races,	of	course.	Because,	I	mean,	the	stereotype	is	the	white	people	are	
smarter	or	they	work	harder.	
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Shawn:	I	guess	sometimes,	especially	in	lab	classes	[at	OSU].	It’s	kinda	hard	
to	form	groups	because	everyone	just	goes	with	people	that	are	their	color	or	
something	so	it’s	like	you	just	feel	kinda	left	out	sometimes.	
	

Emily	and	Eric	bring	up	the	concept	of	race	by	putting	themselves	at	a	disadvantage	

to	white	people.	Although	Shawn	talks	about	race	as	a	way	of	locating	distance	

between	him	and	other	races,	he	does	not	put	himself	at	the	same	disadvantage	that	

Emily	and	Eric	do.		

	 Another	indication	of	difference	between	these	Hawaii	writers	and	their	

peers	was	the	aspect	of	culture.	Ashley	was	the	most	vocal	about	the	cultural	

negotiation	that	she	went	through	after	attending	OSU:		

This	whole	time	that	I’ve	been	here,	I’m	still	kinda	struggling	with	having	a	
different	culture.	I	guess	because	I’m	kinda	taking	parts	of	mainland	culture	
and	mixing	it	with	Hawaii	culture.	And	so	when	I	go	home	and	see	my	mom	
and	interact	with	her,	she	notices	how	I’m	different.	And	then	it	kinda	makes	
me	feel	bad.	Sometimes	she	says	I’m	losing	my	Hawaii	culture,	just	like	little	
things.	You	know	when	you	go	to	somebody’s	house	in	Hawaii,	you	bring	
food	or	something?	Like	if	you	go	over	to	watch	movie,	you	bring	a	bag	of	
chips	or	something?	But	here	you	don’t	do	that.	So	going	to	friends’	houses	
here	and	not	bringing	things	and	then	going	back	home	over	break	I	forget	to	
bring	things	to	my	friend’s	house	and	then	my	mom	would	be	all	
embarrassed.		

	
It	just	kinda	took	me	a	while	to	figure	out	when	to	impose	Hawaii	culture	and	
when	not	to	and	I’m	still	trying	to	figure	that	out.	It’s	a	struggle	of	should	I	
show	my	Hawaii	culture	and	keep	doing	the	things	I	was	taught	doing,	or	
should	I	try	to	embrace	being	a	mainlander?	
	

Ashley	clearly	sees	her	experience	at	OSU	as	exposing	her	to	a	different	kind	of	

culture,	a	mainland	culture	that	is	at	odds	with	her	Hawaii	culture.	Even	after	

attending	OSU	for	a	few	years,	she	still	struggles	with	her	cultural	negotiation.	Some	

of	the	other	students	also	mentioned	cultural	differences	between	Hawaii	and	their	
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experiences	at	OSU,	but	this	was	mostly	in	reference	to	initial	culture	shock	that	

they	experienced	when	they	first	started	attending	OSU.	

Identity	

	 Even	though	students	may	have	placed	Pidgin	lower	on	the	scale	of	

professional	importance,	they	indicated	that	the	language	is	something	

irreplaceable	and	inherently	important	to	their	identity.	For	instance,	Emily	

identifies	Pidgin	as	the	language	of	her	home.	“I	grew	up	speaking	Pidgin	with	like	

my	parents	and	my	whole	family.	That's	how	we	communicate.	Even	when	I	go	

home.	I	just	speak	Pidgin	all	the	time.”	Jenny	refers	to	Pidgin	as	the	language	of	her	

home,	and	points	out	the	possible	consequences	it	would	have	on	her	if	she	chose	to	

not	speak	Pidgin:	“But	I	really	don’t	really	want	to	turn	into	someone	who	just	like	…	

[doesn’t	speak	Pidgin].	I	wanna	go	home	and	be	able	to	sound	like	I’m	from	home.”	

For	some	of	these	students	Pidgin	is	the	language	that	marks	them	as	belonging	to	a	

certain	place	and	home.	Even	though	they	believe	that	proficiency	in	SE	is	important	

for	school,	they	still	recognize	the	importance	that	Pidgin	plays	in	their	personal	life	

and	identity.	As	Ashley	puts	it:	“I	was	really	self-conscious	about	[Pidgin]	and	it	took	

me	like	a	long	time,	I	guess	these	past	three-ish	years,	to	understand	that	[Pidgin	is]	

an	important	part	of	me	and	I’m	not	losing	it	completely.”		

	 Pidgin	does	not	just	count	as	a	home	language.	Some	students	interviewed	

associate	Pidgin	as	the	language	that	holds	their	true	self,	and	speaking	other	

languages	means	being	someone	else.	At	one	point,	Jenny	refers	to	this	as	‘putting	

on	an	act’:	“sometimes	if	I’m	like	just	relaxed	and	I	don't	have	to	act	a	certain	way,	I	

can	be	like	myself	around	that	person,	I’ll	just	speak	Pidgin.”	Similarly,	Shawn	
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implies	that	when	he	wants	to	relax,	Pidgin	is	his	choice:	I	don’t	really	use	[Pidgin]	

much	but	if	I	like	am	with	friends	…	then	I	like	let	loose	and	I	can	use	it	pretty	well	…”	

Matt	is	probably	the	most	explicit	in	connecting	Pidgin	to	his	self-identity.	When	he	

talks	about	Pidgin	“slipping	out”	into	his	English	speech,	he	refers	to	it	as	his	real	

self:		

I’m	trying	to	be	professional,	you	know?	But	sometimes	…	the	real	part	of	
you	…	the	original	part	of	you	is	gonna	slip	out	from	time	to	time.	And	I	feel	
you	just	can’t	do	that	cuz	you	know	there’s	a	standard	set	in	the	world	and	
regardless	of	whether	you	like	it	or	not	you	know	you’re	gonna	have	to	meet	
a	standard…	
	

Other	participants	seem	to	echo	Matt’s	sentiment.	Emily	talks	about	slipping	into	

use	of	Pidgin	if	she	gets	excited	or	is	trying	to	be	friendly.	These	participant	

responses	express	a	deep	connection	with	language	and	identity.	For	them,	SE	or	

academic	English	is	likened	to	putting	up	a	front	or	‘faking	it.’	On	the	other	hand,	

Pidgin	is	the	language	that	allows	them	to	be	themselves.	

Theme	2:	Social	Implications	of	Pidgin		

	 The	second	major	theme	that	we	identified	was	the	social	feedback	that	

students	received	on	their	linguistic	habits	and	how	it	contributed	to	their	attitudes	

and	behaviors.		

Accents	

	 The	first	identifiable	area	of	social	feedback	came	in	the	form	of	accents.	

Students	seemed	to	be	under	the	impression	that	they	had	accents,	even	if	they	

were	speaking	what	they	considered	SE.	They	were	often	told	that	they	had	the	

“Hawaiian	accent.”		

Emily:	I've	had	people	be	like	"Yeah.	You	have	that	Hawaiian	accent"	
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Ashley:	It	wasn't	until	I	moved	here	that	I	really	did	realize	that	I	have	an	
accent	and	I	say	a	lot	of	things	funny.	

	
Michelle:	She	was	like	“Oh	you	have	that	Hawaiian”	…	cuz	we’re	Hawaiian,	
you	know?	“You	have	that	Hawaiian	uh…	accent."	

	
Shawn:	And	I	just	feel	like	when	I	talk	to	people	sometimes	they	always	say	
“Oh	you	have	an	accent”	

	
David:	People	would	be	like	“Oh,	you	have	a	weird	accent,”	or	something	like	
that.	
	

The	students	being	told	that	they	had	an	accent	at	OSU	was	one	of	the	most	

consistent	themes	that	emerged	from	the	data.	Although	not	all	of	them	said	it	in	a	

negative	way,	many	of	the	words	used	to	describe	a	determination	of	an	accent	were	

words	like	“weird”	or	“funny.”	It	is	clearly	not	a	positive	relationship	and,	as	Shawn	

notes,	it	makes	him	feel	different,	as	if	he	is	not	speaking	English	the	way	that	others	

are:		

People	will	like	say	“Oh,	you	have	an	accent”	and	it	makes	me	feel	so	different.	
I	don't	feel	that	way	back	at	home,	but	over	here	it’s	like	“Oh,	I	guess	I	have	
an	accent”	I	guess	...	or	I	guess	I	say	some	things	weird.	You	just	feel	like…	
kinda	like	an	outlier	in	a	way.	
	

Shawn’s	response	starts	off	with	“people	will	say,”	which	implies	that	more	than	one	

person	has	told	him	that	he	has	an	accent.	Other	participant	responses	also	implied	

that	comments	about	their	“Hawaiian	accent”	occur	frequently.	It	is	not	clear	

whether	participants	were	speaking	Pidgin	or	if	Pidgin	had	“slipped	out”	in	

conversation	when	they	were	told	that	they	had	an	accent.	However,	a	few	

participants	like	Ashley	noted	that	they	thought	that	their	speech	was	similar	to	the	

person	telling	them	that	they	had	an	accent.	Other	participants	said	that	they	were	

careful	to	speak	English	to	people	that	they	did	not	know,	so	it	is	likely	that	
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participants	were	speaking	what	they	considered	to	be	SE	when	they	were	told	that	

they	had	an	accent.		

	 It	is	possible	that	Pidgin	might	have	something	to	do	with	this	“Hawaiian	

accent,”	but	the	cause	could	also	be	attributed	to	regional	differences	in	English.	

More	research	needs	to	be	done	to	determine	what	exactly	is	meant	by	“Hawaiian	

accent.”	The	only	conclusion	that	we	can	draw	is	that	most	of	these	participants	

were	immediately	told	that	their	language	marked	them	as	different	when	they	

were	speaking	to	people	outside	of	Hawaii.		

Pidgin	and	Education	

	 The	second	sub-theme	of	social	implications	relates	to	how	Pidgin	functions	

in	education	systems.	As	stated	earlier,	the	curriculum	of	the	Hawaii	schools	rarely	

covers	Pidgin.	If	Pidgin	is	covered,	it	is	mostly	covered	in	Modern	History	of	Hawaii,	

a	social	studies	course	that	teaches	about	plantation	life.	Many	students	cited	this	

course	as	the	time	when	they	learned	how	Pidgin	was	created.	The	only	exception	

was	Jenny,	who	seemed	to	have	some	instruction	about	Pidgin:	“I	don’t	remember	

learning	about	[Pidgin].	But	I	know	that	a	lot	of	my	English	teachers	bring	it	up	that	

it	is	a	certain	language,	and	we	were	learning	about	how	people	use	different	

grammar	and	stuff	and	how	Pidgin	sort	of	has	its	own	grammar.”	The	absence	of	

Pidgin	in	education	would	suggest	that	students	received	the	implicit	message	that	

Pidgin	is	not	valued	in	academic	environments	and	that	it	was	not	significant		

enough	to	be	part	of	their	formal	education	in	language	and	literacy.		

	 The	data	show	that	implicit	messages	about	Pidgin’s	legitimacy	can	

transform	to	very	explicit	rules	and	opinions	that	Hawaii	students	internalize.	The	
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following	is	a	collection	of	quotes	about	the	Hawaii	education	system	that	students	

provided,	often	without	being	prompted:	

	
Emily:	I	think	[Pidgin	is]	looked	down	upon	a	lot,	especially	in	education.		
	
Michelle:	So	we	would	speak	[Pidgin]	around	the	house	and	then	[my	parents]	
were	very	strict	on	my	writing	because	they’re	teachers	and	they	know	the	
whole	writing	system	and	stuff	like	that.	They’ve	seen	enough	students	that	
Pidgin	did	affect	their	writing			

	
Shawn:	Private	school	gave	a	good	education	like	English	and	stuff.	It	was	like	
easier	to	write	normally	and	to	not	have	to	use	Pidgin	and	stuff	like	that.	
	
Ernest:	[In	school]	we	probably	learned	about	our	broken	English	and	how	
terrible	our	English	was.		
	
David:	[Pidgin	is	not]	really	brought	up	as	language	to	be	like	spoken	or	
even…when	I	talk	to	other	friends	at	school	or	other	private	schools	and	stuff,	
they’re	like	“Oh	you	know	you	gotta	learn	how	to	speak	regular	English,	not	
this	Pidgin.”	That’s	how	I	grew	up,	you	know?	
	
Matt:	It	seemed	like	…	it	had	a	negative	connotation	to	me,	like	that	Pidgin	
wasn’t	professional	or	Pidgin	isn’t	relevant	at	the	higher	level,	and	that’s	one	
way	of	viewing	it…	
	

The	students’	comments	about	education	revealed	an	often	negative	relationship	

between	Pidgin	and	the	education	system.	However,	these	negative	views	were	not	

just	enacted	through	academic	authority.	For	Michelle,	it	was	her	parents	who	made	

sure	that	her	writing	assignments	were	written	in	SE	and	for	David,	it	was	his	peers.		

	 The	previous	quotes	were	in	reference	to	Pidgin	in	the	Hawaii	Education	

environment,	but	David	implies	that	the	situation	does	not	necessarily	improve	for	

Pidgin	speakers	at	OSU:		

I	feel	like	that’s	kind	of	the	American	way.	Like	you’re	in	America	learn	
English,	so	I	feel	like	with	pidgin	and	stuff	that’s	how	people	are	up	here.	It’s	
like,	“You’re	in	Oregon.	Learn	how	to	speak	regular	English.”		
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David	feels	that	Pidgin	has	even	less	of	a	place	in	Oregon	because	it	is	not	the	

“regular	English”	that	is	expected	of	him.	It	is	possible	that	the	negative	attitudes	

towards	Pidgin	that	these	participants	have	experienced	may	be	exacerbated	when	

they	move	to	a	place	where	their	language	variation	is	misunderstood	and	

denigrated.		

Theme	3:	Pidgin	Speakers	and	Formal	Writing		

Writing	at	OSU		

	 Some	of	the	interview	questions	were	targeted	at	the	participant’s	writing	

experiences	at	OSU	as	a	way	to	elicit	information	about	specific	writing	experiences.	

For	instance,	we	asked	students	to	tell	us	about	the	classes	they	took	at	OSU	and	

what	kinds	of	writing	they	did	for	those	courses.	The	following	table	shows	the	

courses	that	participants	identified	as	having	a	significant	writing	component,	how	

many	participants	listed	those	courses,	and	what	kinds	of	writing	were	associated	

with	those	courses.			

Table	3.2:	OSU	Classes	with	Significant	Writing	Elements		

Class		
	

Frequency		 Types	of	Writing		

Business	Administration	353	 1	participant	 Resumes	and	mock	
interview	questions	and	
answers	

Chemical,	Biological,	and	
Electrical	Engineering	414	
(Writing	Intensive)	

1	participant	 Technical	writing	and	lab	
reports	

Chemistry	205		 1	participant	 Lab	reports	
Civil	and	Construction	
Engineering	101		

1	participant	 Memo	writing	and	
professional	
communication	in	
engineering	
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Communication	111		 1	participant	 Informational,	
argumentative,	and	
opinion	speeches	

Communication	114		 1	participant	 Argumentative	speech	
writing	

Communication	218		 1	participant	 Not	clear	
Engineering	199		 1	participant	 Not	clear			
English	104		 2	participants	 Analytical	essays	on	

novels		
History	103	 1	participant	 Analytical	writing	and	

summaries	
Honor’s	College	199	 2	participants	 Persuasive	papers,	

Rogerian	arguments,	
rhetorical	analysis,	and	
informational	papers	

Honor’s	College	403	(Thesis)	 1	participant	 Report	writing	for	honor’s	
college	thesis	

Industrial	Engineering	497-498	
(Writing	Intensive)	

1	participant	 Project	reports	and	
proposals	

Teacher	and	Counselor	
Education	(unspecified	course	
number)	

1	participant	 Summaries			

Women,	Gender,	and	Sexuality	
Studies	325	

1	participant	 Short	responses	

Writing	121	 7	participants	 Responding	to	prompts,	
persuasive	writing,	and	
analytical	essays	

Writing	214			 1	participant	 Report	on	business	
organizations	

Writing	222	 1	participants	 Opinion	essays		
Writing	241		 1	participant	 Poetry	
Writing	327		 5	participants	 Technical	writing,	

proposals,	budget	plans,	
manuals,	and	project	
writing	

Writing	341		 1	participant	 Poetry	
Writing	414		 1	participant	 Advertisement	writing	
Writing	441		 1	participant	 Poetry	
Writing	448		 1	participant	 Newspaper	articles	
	

The	most	common	writing	class	is	OSU’s	introductory	composition	course,	Writing	

(WR)	121.	Two	participants	received	Advanced	Placement	credit	for	AP	Literature	



	

 

58	

and	Language	classes	taken	in	high	school,	and	one	participant	was	planning	to	take	

WR	121	the	following	term.	It	could	be	possible	that	more	of	the	Hawaii	students	

fulfill	their	introductory	writing	requirement	at	OSU	rather	than	elsewhere.	As	

evidenced	by	Table	3.2,	there	is	a	wide	range	of	classes	that	students	listed	as	having	

a	writing	component.	However,	when	we	asked	them	to	talk	about	their	experiences	

writing	in	these	classes	(e.g.	writing	struggles	or	experiences	working	with	

instructors),	students	shared	very	little	and	tended	to	hedge	or	blame	themselves	

for	any	struggles:		

Ernest:	I	think	[I	struggled	with]	writing	and	[punctuation],	but	…	we	learned	
those	things	back	in	high	school	or	middle	school.	We’re	at	the	college	level	
now	so	they	don’t	teach	us	that	…		
	
KL:	Did	you	wish	that	they	did?		
	
Ernest:	Not	so	much.	I	know	they	have	more	time	doing	something	else.	One	
time,	just	one	person.		

	
Shawn:	Maybe	[I	struggled	in]	ENG	104,	but	just	because	the	readings	were	
like	really	long	and	hard	to	remember	…	but	that’s	not	like	on	the	professor’s	
part.	That’s	just	on	our	part	I	guess	…	I	had	trouble	understanding	some	of	
the	stories	…	since	they	use	like	old	English	and	stuff.		

	
Ernest	says	that	he	struggled	with	grammar,	but	his	comment	of	“One	person,	just	

one	time”	makes	it	clear	that	he	does	not	think	he	is	worth	the	time	and	that	

instructors	have	better	things	to	do	than	teach	him	what	he	feels	he	should	have	

learned	before	college.	Similarly,	Shawn	who	struggled	with	reading	comprehension	

takes	responsibility	for	his	struggle.		

One	student	who	gives	a	specific	example	of	her	writing	experience	is	Ashley.	

She	mentions	that	examples	would	be	helpful	because	she	has	a	difficult	time	

starting	her	papers:		
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I	really	like	examples.	If	I	don’t	really	have	an	example	or	idea	of	what	I’m	
supposed	to	be	doing,	it	takes	me	a	long	time	to	start	writing	cuz	I	guess	I’m	
not	confident	in	what	I’m	writing.	That’s	mainly	the	hardest	part	for	me,	
starting.		

	
A	few	other	participants	mentioned	that	they	found	examples	helpful,	but	nine	out	

of	the	ten	participants’	responses	seemed	to	emphasize	a	willingness	to	meet	the	

standards	of	instructors,	blaming	themselves	for	any	struggles	in	meeting	those	

standards.		

	
Pidgin	and	Formal	Writing		

Most	of	the	participants	said	they	felt	that	Pidgin	affected	how	they	wrote	in	formal,	

English	writing	assignments	in	Hawaii	and	at	OSU.	However,	the	degree	to	which	it	

affected	them	varied.	Three	major	effects	emerged:	writing	the	way	they	spoke,	

grammar,	and	vocabulary.	Some	students	said	that	they	wrote	the	way	they	spoke,	

which	means	that	Pidgin	sometimes	appears	in	their	writing.	For	instance,	Jenny	

recalled	her	original	struggles	learning	how	to	write	academic	papers	when	she	was	

younger:	“I	think	Pidgin	kind	of	really	affected	the	way	that	I	wrote	because	I	was	

trying	to	write	how	I	speak.”		

Vocabulary	was	also	mentioned	frequently.	Emily	drew	a	link	between	

vocabulary	and	Pidgin,	positing	that	Pidgin	speakers	might	struggle	with	vocabulary	

because	of	Pidgin’s	limited	vocabulary:		

I	feel	like	[Pidgin]	affects	my	vocabulary…	the	purpose	of	Pidgin	is	to	simplify	
language,	and	that's	what	we	learned	in	high	school	when	we	took	history.	
That's	what	creole	languages	are.	There's	not	a	lot	of	words	to	it,	and	it's	not	
complicated.	It's	meant	to	get	to	the	point	and	maybe	that	describes	my	
writing	style.	
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Even	though	vocabulary	was	mentioned	a	few	times,	the	most	frequent	effect	of	

Pidgin	in	formal	writing	was	grammar.	Many	participants	felt	that	their	English	

grammar	was	affected	by	Pidgin	because	they	might	use	a	Pidgin	grammatical	

structure	instead	of	an	SE	one.		

Michelle:	When	I	first	came	to	Oregon,	grammar	was	harder	than	it	comes	to	
me	now.	I	really	had	to	think	about	things	and	I’d	get	marked	down	more	
than	I	would	in	Hawaii	…	just	for	not	knowing	certain	rules.	I	would	use	the	
word	“try”	a	lot	in	my	sentences.	In	places	where	you	probably	should	not	
use	the	word	“try.”	And	so	I	guess	in	that	sense	my	word	choice	wasn’t	as	...	it	
wasn't	terrible	but	it	wasn't	as	good	either.	

	
Michelle	talks	about	adding	words	like	“try”	into	her	sentences,	which	resulted	in	

grammatical	issues	that	she	was	marked	down	for.	“Try”	is	used	frequently	in	Pidgin	

grammar.	Some	common	examples	of	“try”	in	Pidgin	grammatical	structure	are	in	

Tonouchi’s	College	English:	“Try	tink”	(Try	think),	“try	fo’	buss	out”	(try	to	use),	and	

“Try	tell	me”	(77).	Interestingly,	Michelle	compares	the	grammar	feedback	she	

received	in	Hawaii	to	feedback	at	OSU,	noting	that	her	OSU	instructors	were	harsher	

on	her	grammar.		

Other	participants	who	talked	about	grammar	seemed	to	express	a	fixation	

with	correctness:		

Ashley:	I	just	don't	write	really	fast.	I	reread	my	work	a	lot	cuz	I’m	not	
confident,	or	I	wasn’t	confident	before.	[I	would	think]	“Is	this	grammatically	
correct?”	I	write	a	little	bit	faster	than	I	used	to,	but	I	don't	write	as	fast	as	a	
lot	of	people.		
	
KL:	Having	to	reread	…	is	it	mostly	because	of	the	correctness?		
	
Ashley:	Yeah,	I’ll	have	like	the	general	structure.	All	my	ideas	will	be	there,	
but	I	reread	it	to	make	sure	that	the	grammar’s	correct	or	that	it	makes	the	
most	sense.		
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Ashley’s	habit	of	constantly	rereading	for	grammatical	correctness	seems	like	a	way	

of	boosting	her	confidence.	However,	she	also	notes	that	this	habit	slows	her	writing	

process	down	and	makes	her	feel	a	little	inferior	to	other	people	who	can	write	

much	faster	than	she	does.	David	also	implies	that	his	grammar	level	is	not	where	it	

ought	to	be:	“When	I	write	my	sentences	out	…	the	grammar	is	not	entirely	correct	

like	how	it	should	be.”	Both	Ashley	and	David’s	responses	imply	that	there	is	some	

level	of	grammatical	correctness	that	they	should	be	at	as	college	students	–	a	

standard	that	Ashley	works	hard	to	get	achieve	through	excessive	proofreading.		

Eric	also	expresses	a	similar	obsession	with	grammatical	correctness:		

Eric:	I’ve	had	Hawaii	people	in	my	classes	…	and	they	struggle	writing	
because	…	something	with	grammar,	or	that	kinda	thing.	I	mean,	I’m	a	
grammar	nazi	…	I	love	grammar,	like	correct	grammar	and	stuff.	I	like	to	
point	all	that	stuff	out	...	when	they	have	those	Pidgin	words	like	“stuff,”	and	
you	know	I	mean	…	
	

Unlike	Ashley	or	David,	Eric	is	very	confident	in	his	knowledge	of	grammar	and	does	

not	believe	that	Pidgin	affects	him	in	his	formal	writing.	Being	able	to	point	out	

‘those	Pidgin	words’	gives	him	a	sense	of	pride	in	his	language	abilities.	

Theme	4:	Rhetorical	Strategies	of	Pidgin	Speakers		

	 Participants’	responses	revealed	a	complex	web	of	rhetorical	strategies.	

These	rhetorical	strategies	were	used	to	communicate,	learn,	and	control	

impressions	in	social	situations.		

Audience	Awareness	

	 The	strongest	rhetorical	strategy	was	audience	awareness.	When	asked	

when/where	they	chose	to	use	Pidgin,	students	exhibited	a	high	level	of	audience	

awareness;	the	characteristics	of	their	audience	justified	their	decision	to	speak	or	
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write	Pidgin.	For	the	most	part,	participants	would	only	chose	to	use	Pidgin	among	

people	from	Hawaii	or	close	friends	and	family.	As	Ashley	puts	it,	“So	anyone	with	

Hawaii	ties,	I’ll	write	in	pidgin	to	them.”	Ashely’s	distinction	of	speaking	Pidgin	only	

with	Hawaii	people	is	echoed	by	many	of	the	other	participants.		

	 The	participants	also	seemed	to	be	concerned	about	making	sure	that	they	

use	SE	when	addressing	their	teachers,	advisors,	bosses,	or	anyone	of	higher	

authority.	This	concern	might	be	related	to	maintaining	professionalism	and	is	likely	

the	reason	why	many	of	the	students	chose	to	speak	SE	to	me	in	the	interview.	A	

rare	few	would	speak	Pidgin	when	providing	examples	or	telling	a	story	about	

speaking	Pidgin,	but,	for	the	most	part,	they	maintained	conversation	in	SE.		

	 Even	though	participants	displayed	a	high	level	of	audience	awareness	that	

determined	which	language	they	would	use,	they	also	indicate	that	there	are	times	

when	Pidgin	finds	its	way	into	their	SE.			

Ashley:	It	doesn’t	come	out	as	much	anymore	…	my	freshman	year,	people	
had	a	hard	time	understanding	what	I	was	saying	sometimes	…	If	I	do	happen	
to	write	Pidgin,	it	comes	out	on	accident.		

	
Nick:	I	don’t	realize	that	I	am,	but	I	am	[speaking	Pidgin].		

	
Michelle:	When	I’m	just	regularly	talking	to	someone	maybe	I’ll	throw	[some	
Pidgin]	in	once	or	twice	cuz	I’m	not	really	thinking	about	it.	

	
Ernest:	Sometimes	naturally	it	comes	…	my	writing	…	becomes	Pidgin.	And	
sometimes	I	have	to	catch	that	in	my	papers.	

	
Matt:	When	I’m	interacting	with	people	on	my	floor,	I	catch	myself	saying	
things	that	I	would	say	with	my	friends	[in	Pidgin]	and	then	everybody	in	the	
room	is	like	“What”?	
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Controlling	Impressions	

	 Another	rhetorical	strategy	that	participants	displayed	is	making	choices	to	

manage	their	audience’s	impression.	These	participants	were	hyper-aware	of	how	

certain	audiences	might	react	to	them	if	they	spoke	Pidgin.	Emily,	the	most	

confident	in	her	Pidgin	speaking	ability	and	the	only	participant	to	claim	Pidgin	as	

her	first	language,	seemed	the	most	concerned	with	how	speaking	Pidgin	would	

reflect	on	her.	For	instance,	she	says	that	she	always	uses	a	thesaurus	when	writing	

because	she	wants	to	make	her	writing	“sound	more	technical,	like	I'm	more	

educated	or	something.”	As	for	her	speaking,	she	talks	about	constantly	practicing	

presentations	and	speeches	to	make	sure	that	she	does	not	speak	Pidgin:	“I	would	

be	worried	that	I	would	talk	pidgin	when	I’m	in	the	middle	of	my	speech,	so	I’d	

practice	a	lot	and	record	myself.”	In	two	cases,	she	refers	to	silence	as	a	

management	tool	for	her	audience’s	impression:		

It	makes	me	a	lot	quieter	…	because	I	don't	want	to	say	the	wrong	thing	…	I	
still	don't	know	a	lot	of	definitions	to	a	lot	of	the	words	that	professors	say	or	
that	I	want	to	say	but	I	don't	know	how	to	say.	So	I	just	don't	say	anything…	
	
I	didn’t	understand	what	they	were	talking	about	subject-wise,	but	it	could've	
totally	also	been	from	language	because	a	lot	of	…	again,	they	just	say	really	
big	words	in	a	normal	setting,	and	I	don't	wanna	sound	stupid.	So	I	ended	up	
not	really	connecting	with	any	of	those	girls.			
	

In	the	first	instance,	Emily	refers	to	an	academic	rhetorical	situation.	Since	she	does	

not	feel	that	her	ability	in	English	vocabulary	is	as	strong	as	others’,	she	chooses	not	

to	speak	so	that	her	teachers	and/or	peers	will	not	think	less	of	her.	In	the	second	

instance,	she	talks	about	an	orientation	trip	that	she	went	on	in	her	freshman	year.	
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Intimidated	by	the	differences	between	her	and	the	other	girls,	she	decided	to	

remain	silent.		

	 Even	though	Emily	was	the	most	vocal	about	the	reasons	behind	her	choices,	

other	students	also	expressed	similar	opinions:		

Eric:		I	just	have	to	start	speaking	proper	English	so	that	people	understand	
what	I’m	saying.	Cuz	I	don't	wanna	look	like,	you	know,	I’m	illiterate	or	dumb	
or	something	in	front	of	other	people.	
	
Jenny:	If	I	talk	to	a	person	and	I	know	that	they	might	not	understand	what	
I’m	saying	or	they	might	mock	me	for	speaking	a	certain	way,	I’ll	just	try	just	
turn	[Pidgin]	off	...		
	
Ernest:	Sometimes	speaking	Pidgin	can	come	off	as,	you	know,	being	dumb	or	
not	smart.	
	

For	these	students,	deciding	when	to	employ	Pidgin	is	also	determined	by	what	kind	

of	impression	they	want	to	give.	Since	Pidgin	might	be	associated	with	lower	literacy	

or	incompetence,	they	either	choose	to	“turn	it	off”	and	remain	silent.		

Storytelling	

	 Another	rhetorical	strategy	that	emerged	was	storytelling.	When	students	

were	at	a	loss	for	how	to	explain	something	or	if	they	wanted	to	explain	their	

feelings,	they	often	used	stories.	As	I	analyzed	the	interview	information,	I	realized	

that	the	data	sets	were	filled	with	stories.	Of	course,	storytelling	is	not	unique	to	

Pidgin	speakers,	but	it	did	seem	that	telling	stories	was	a	way	of	communicating,	an	

indirect	yet	compelling	way	of	providing	information.	For	instance,	when	Nick	

mentioned	his	confusion	with	“parking	stall”	vs.	“parking	space,”	he	began	with	a	

story	of	how	he	was	trying	to	sell	his	parking	stall	to	a	friend	from	his	work	who	

disagreed	with	his	choice	of	words.	He	includes	details	about	how	they	got	other	
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people	involved	in	order	to	figure	out	which	was	the	“right”	term,	and	ultimately	

arrives	at	the	conclusion	that	parking	stall	is	the	wrong	term	because	everyone	he	

and	his	friend	surveyed	said	it	should	be	“parking	space.”	Then	there	is	Michelle	

who	tells	me	the	whole	history	of	how	she	managed	to	get	members	of	a	campus	

religious	club	to	speak	Pidgin.	She	starts	by	giving	the	history	of	the	person	who	

first	started	using	Pidgin	at	the	club,	and	traces	it	to	her	eventual	involvement.	

There	is	also	Emily’s	story	about	her	orientation	trip	that	made	her	feel	

uncomfortable	about	her	lack	of	SE	vocabulary.	

	 At	certain	times,	it	seems	like	describing	an	image	or	telling	a	story	was	the	

easiest	way	for	the	participants	to	communicate	when	they	did	not	know	how	to	

describe	something.	For	example,	when	Eric	was	unable	to	say	what	he	meant	by	

“full	on	Pidgin”	he	reverts	back	to	an	example	from	a	story	“you	know	the	Hawaiian	

uncles	at	the	beach	and	then	they	start	speaking	to	you	and	you	have	no	idea	what	

they’re	saying?	That’s	what	I	think	of	as	full-on	Pidgin.”		

It	is	true	that	some	of	the	interview	questions	directly	asked	about	the	

participants’	experiences,	so	some	amount	of	detailed	narration	about	personal	

experiences	was	expected.	However,	these	stories	did	not	always	occur	in	questions	

that	asked	about	direct	personal	experiences,	and	the	participants	often	recited	

dialogue	and	personal	details	about	the	people	involved	in	the	story.	For	instance,	

when	Matt	is	asked	if	there	is	anything	that	he	struggles	with	in	writing	assignments,	

he	tells	a	story	about	how	he	had	a	difficult	time	writing	a	paper	on	The	Sun	Also	

Rises	in	high	school.	Instead	of	saying	that	he	had	a	difficult	time	understanding	how	

to	critique	the	themes	of	the	book,	he	gives	a	full	account	of	the	experience:	
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Just	to	give	a	small	example	…	finding	meanings	or	like	metaphors	or	
symbols	in	a	book	because	sometimes	I	don’t	know.	I	think	it	was	in	The	Sun	
Also	Rises,	it	was	a	book	that	I	read.	[The	assignment]	said	“Find	a	meaning,”	
so	then	based	on	what	I	read,	I	wrote	that	this	is	the	character	showing	sad	
feelings,	but	then	for	some	reason	it	was	wrong	when	…	like	the	meaning	was	
wrong	when	I	turned	the	paper	in.	The	teacher	was	like	“How	did	you	get	this?	
This	is	not	what	we	were	looking	for.”	But	…	he	lost	his	wife.	He	was	disabled	
from	the	war.	Then	he	was	drinking,	so	I	was	like	“This	guy	is	sad.”	And	
then	…	somehow	she	wanted	me	to	match	that	with	the	baby	boom	and	how	
that	reflects	a	generation	of	people	in	the	war.	Or	it	reflects	war	…	like	war	
brings	about	struggle	and	depression.	I	was	like	“The	guy’s	just	sad.”	I’m	not	
gonna	find	the	meaning	of	the	world	in	that	guy’s	sadness.	I	mean	I	could,	but	
that	would	be	looking	a	little	too	far	for	me.		
	

Matt’s	“small	example”	is	indicative	of	the	story	characteristics	that	other	

participants	had.	They	often	provided	a	time,	place,	the	names	of	people	involved,	

key	events,	how	they	felt,	how	other	people	felt,	and	ending	with	a	conclusion.	There	

were	also	shorter	stories	that	did	not	provide	as	much	information.	It	seemed	like	

the	length	of	the	story	would	match	its	purpose.	Longer	stories	were	necessary	for	

more	complex	ideas	or	important	points.	Whereas	smaller,	more	abbreviated	stories	

were	helpful	for	evidence	or	points	of	reference.	Overall,	the	stories	were	used	as	

evidence	and/or	as	a	way	to	communicate	information,	which	usually	related	to	the	

question	they	were	responding	to.		

	 Only	one	participant,	Jenny,	linked	storytelling	directly	to	Pidgin.	When	

asked	whether	or	not	she	feels	Pidgin	affects	her	formal	writing,	she	responded	by	

telling	a	story	about	writing	when	she	was	younger:		

Actually,	[Pidgin]	has	[affected	me]	a	lot	when	I	was	younger.	My	problem	
was	that	I	would	[…]	You	know,	[how]	every	kind	of	writing	you	have	a	tone,	
like	your	voice	comes	out	in	your	writing?	My	kind	of	writing	was	a	little	too	
informal,	so	I	really	had	to	work	with	trying	to	use	the	right	vocabulary	
trying	to	just	like	not	sound	so	informal.	Science	essays	would	sound	like	I’m	
making	a	story	kind	of	thing.	So	I	really	had	to	change	up	my	tone,	and	I	think	
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Pidgin	kind	of	really	affected	the	way	that	I	wrote	because	I	was	trying	to	
write	how	I	speak,	you	know?		
	

Jenny	shares	her	early	experiences	in	a	private	school,	where	she	would	write	

essays	that	sounded	like	stories.	She	attributes	this	to	writing	the	way	she	speaks,	so	

it	is	possible	that	storytelling	is	a	primarily	oral	rhetorical	strategy	that	she	

attempted	to	transfer	into	her	writing.		

	 Aside	from	the	communicative	purpose	of	storytelling,	there	is	also	a	

personal	connection	to	the	act	of	storytelling	which	is	likely	established	from	the	

cultural	practice	of	talking	story.	Ashley	expresses	an	emotional	connection	to	the	

practice	when	she	talks	about	the	term	“talk	story”:		

One	of	the	big	ones	I	didn’t	know	was	Pidgin	was	like	“talk	story”	I	honestly	
did	not	know	that	was	Pidgin	until	I	said	it	to	someone	here	and	they	looked	
at	me	really	funny	and	then	I	thought	about	it	and	that’s	really	grammatically	
incorrect.	[I	said]	“I	hung	out	with	parents	and	I	talked	story”	and	people	
were	like	“What?	You	had	a	conversation	with	your	parents?”	That’s	one	of	
the	ones	I	miss	saying	the	most,	talk	story.		
	

Initially,	Ashley	was	describing	her	experience	speaking	Pidgin	in	Oregon	and	she	

slips	into	a	story	about	using	the	term	“talk	story”	to	explain	her	point.	However,	

talking	about	the	term	seems	to	evoke	a	sense	of	loss	for	the	term	that	she	no	longer	

uses	as	much.				

Theme	5:	Future	Wishes	for	Teachers		

	 The	intention	for	the	last	question	of	the	study	(What	do	you	wish	OSU	

instructors	knew	about	writers	like	you?”)	was	to	give	members	of	a	marginalized	

population	a	voice,	so	we	decided	to	include	all	of	the	student	responses.	With	the	

exception	of	Nick,	everyone	provided	an	answer.	For	the	most	part,	the	biggest	

theme	was	asking	for	a	little	understanding	and	patience	with	linguistic	or	cultural	
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differences.	Some	students	even	ask	that	this	more	accepting	viewpoint	be	extended	

to	other	multilingual	students	like	international	students.				

Ernest:	I	don’t	know.	I	feel	like	they	could	have	like	a	separate	course	for	
Pidgin	speakers	or	…	separate	English	course	that	should	be	available	to	help	
our	English.		Yeah	I	feel	like	they	should.	Or	they	should	sit	down	with	you	
and	ask	“What	are	you	trying	to	say	here?”	
	
Eric:	That	people	want	to	be	creative.	I	mean	there	are	creativity	classes	and	I	
mean	I’m	guessing	that	there	are	some	writing	for	creative	…	But	they’re	still	
structured	toward	what	they	want	to	get	out	of	it	and	I	...	just	wish	that	
professors	would	just	focus	more	on	giving	instructions	and	guidelines	
rather	than	a	topic	and	kind	of	focusing	on	what	they	want…If	you’re	a	
professor	here	and	you	want	us	to	write	something,	then	you	should	be	able	
to	interpret	what	we’re	writing	as	well.		
	
Jenny:	I	guess	what	I	wish	they	knew	is	that	I’ve	kinda	been	writing	a	certain	
way	my	whole	life	throughout	high	school	and	it’s	just	…	It’s	kinda	hard	to	
kinda	drop	everything	and	do	it	in	another	way.	But	thankfully	[school	name]	
really	prepared	me	for	writing	in	different	kind	of	styles.		
	
Emily:	Everything.	I	don’t	know.	I	feel	like	a	lot	of	people	here	don’t	even	try	
to	think	about	the	other	different	cultures	and	what	people	come	from.	But	I	
don’t	know.	I	guess	I	wish	they	maybe	understood	that	even	though	“Yes,	I’m	
fluent	in	English	…	This	is	different	for	me.		Not	different.		Maybe	just	accept	
that	my	vocabulary	is	not	that	big	and	not	accept	but	…	Or,	I	would	say	even	
when	talking	to	us,	you	know	when	they’re	lecturing.	Just	kinda	understand	
that	not	everyone	always	knows	what	you’re	talking	about	or	what	you’re	
referring	to.	And	if	they’re	talking	about	...	if	it	actually	matters	[and]	they’re	
describing	it	but	I’ve	never	seen	it.	And	I’m	sure	a	lot	of	people	haven’t	seen	it,	
but	don’t	just	assume	that	everyone’s	from	Oregon	here	and	they	all	know.	
	
Ashley:	I	guess	just	knowing	that	Pidgin	isn’t	the	same	grammatical	
structure	...	just	knowing	that	I	come	from	a	different	background	so	they	
don’t	expect	…	or	they	understand	why	I	say	certain	things.	Cuz	I	think	even	
with	my	friends,	when	I	explain	to	them	[that]	this	is	why	I	say	things	a	
certain	way,	they’re	like	“Oh,	that	makes	so	much	more	sense.	I	just	thought	
you	were	weird	or	something.”			
	
Michelle:	It	would	be	nice	if	there	was	I	guess	a	common	understanding	that	
people	aren’t	gonna	all	have	the	same	grammar.	And…	for	me,	coming	from	
Hawaii	and	speaking	Pidgin	…	It	wasn’t	that	big	of	a	deal.	I	could	feel	it	a	little	
bit	but	it	wasn’t	that	big	of	a	deal.	But	for	some	of	my	friends	who	are	
international	students,	it's	a	bigger	deal	for	them.	And	I	think	that’s	why	if	
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you’re	an	international	student	you	have	to	take	a	year	before	you	actually	
start.	Before	you	become	a	freshman	you	have	to	take	a	year	of	language.	But	
like	…	still	yet…	some	of	them	have	a	hard	time	with	English	after	a	year.	It’s	
hard	to	gauge	what	professors	think	in	terms	of	grammar	cuz	some	of	them,	
it’s	not	really	a	big	deal	for	them,	and	some	of	them	are	very	very	strict	on	
that.	Whereas	it’s	easier	to	gauge	what	a	professor	will	think	about	ideas	or	
content	or	organization.	
	
Shawn:	I	guess	that	it’s	not	that	English	isn’t	our	first	language,	but	it’s	harder	
for,	I	guess,	foreign	kids	and	kids	from	Hawaii	to	understand	which	words	to	
use	and	like	figure	out	the	correct	grammar	and	things	like	that	just	because	
we	grew	up	around	a	different	culture.	I	don’t	really	know	how	to	explain	
what	I’m	saying.	
	
David:	I	wish	they	knew	a	little	more	about	my	background	of	where	I’m	
coming	from	and	got	to	know	maybe	a	little	bit	why	my	writing	isn’t	as	
strong	as	it	could	be	just	due	to	how	I	was	raised	and	stuff	like	that.	I	mean	it	
doesn’t	have	to	be	in-depth	or	anything,	but	just	a	little	understanding	of	like	
“Oh,	you	know,	not	everyone	in	this	class	is	from	Oregon	[and]	just	speaks	
normal	English.”	
	
Matt:	I	mean…	you	would	want	to	say	something	like	acknowledge	who	I	am,	
you	know?	Why	I’m	writing	this	way.	I’m	not	writing	this	way	because	I	don't	
care	about	your	class.	I’m	writing	the	10	page	paper	because	I	do.	And	I’m	
trying	to	be	professional,	you	know?	But	sometimes	like	the	real	part	of	
you	…	the	original	part	of	you	is	gonna	slip	out	from	time	to	time	and	I	feel…	I	
feel	you	just	can’t	do	that.	Cuz	there’s	a	standard	set	in	the	world	and	
regardless	of	whether	you	like	it	or	not	you’re	gonna	have	to	meet	a	standard	
to	be	like	a	top	dog	or	something.	You’re	gonna	need	to	wear	that	suit	or	
speak	that	way	and	…	I	just	wish	that	teachers	would	just	acknowledge	that	
people….	explain	things	in	a	different	way	but	it’s	hard	to	do	with	thousands	
of	students	and	to	know	that	[Matt]	writes	this	way	because	he’s	from	Hawaii.	
That’s	how	he	was	raised.	It’s	tough.		
	
KL:	Would	you	say…having	writing	instructors	understand	or	acknowledge	
that	everyone	has	a	different	starting	point	to	meet	that	standard?		
	
I	would	think	they	do.	I	mean,	they	have	degrees.	They	have	degrees	in	
education	or	something.		They’re	teaching	me	the	language,	so	I	would	think	
that	they	understand	that.	And	if	they	don't	then	yes,	I	wish	they	would	....	but	
I	think	they	understand	that..	but…	I	don't	think	it’s	considered…	I	don't	think	
your	background	is	considered	until	you’ve	made	it.	Because	you	can	have	a	
great	story	but	unless	you	somehow	become	significant	that	story	isn’t	
significant.	I	could	tell	you	my	story	but	because	I’m	not	like	…	at	the	top	
engineering	firm	…	like	my	story	doesn’t…	it	doesn't	mean	much	I	think	…		
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Discussion	

Our	research	question	was	what	kinds	of	linguistic,	educational,	and	cultural	

background	do	Hawaii	writers	have,	and	how	do	those	elements	factor	into	their	

writing	experiences	at	OSU?	It	was	our	original	intention	that	the	answer	to	this	

question	would	help	us	formulate	more	inclusive	pedagogies.	However,	doing	so	

would	not	be	possible	because	we	cannot	attribute	the	dominant	themes	to	the	

whole	of	the	Hawaii	student	population	since	not	enough	quantitative	data	was	

collected	in	the	survey	portion	to	support	those	claims.			

	 As	the	prominent	themes	revealed,	Pidgin-speaking	Hawaii	writers	at	OSU	

have	a	deep	connection	with	the	Pidgin	language,	but	also	seem	to	be	conflicted	with	

what	their	multilingualism	signifies	in	a	place	like	OSU;	they	are	hesitant	to	use	

Pidgin	in	classes	because	of	the	negative	stigma	(Emily;	Eric;	Jenny;	and	Ernest),	but	

most	of	them	found	informal	situations	to	speak	Pidgin	even	after	moving	away	

from	Hawaii.	There	was	a	careful	division	of	professional/educational	and	

informal/personal.	Most	of	students	were	conscious	about	the	language	they	spoke	

in	professional/education	environments,	but	allowed	themselves	to	be	more	lenient	

with	Pidgin	use	in	informal/personal	situations.	In	“Standard	English	and	Student	

Bodies:	Institutionalizing	Race	and	Literacy	in	Hawai‘i,”	Morris	Young	makes	this	

claim:	“While	the	English	Standard	school	system	was	abolished	in	1948	and	the	last	

of	the	students	admitted	under	the	system	graduated	in	1960,	the	effects	of	the	

system	continued	to	exist	in	the	consciousness	of	Hawaii’s	people”	(420).	I	would	
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argue	that	the	effects	of	the	system	continue	even	today,	as	evidenced	by	the	

participants’	hesitancy	to	speak	Pidgin	in	professional/educational	settings.		

	 Even	though	students	did	identify	a	few	areas	where	they	saw	Pidgin	

affecting	them	in	formal	writing,	they	connected	it	to	lower	order	of	concerns	such	

as	vocabulary	and	grammar	or	the	occasional	Pidgin	phrase	in	their	writing.	In	other	

words,	this	research	shows	that	Pidgin	is	not	identified	as	a	significant	factor	in	their	

writing	success,	which	is	likely	due	to	the	participants’	education	in	the	American	

school	system.	Both	Pidgin	and	English	are	their	native	tongue,	so	their	problems	

mainly	came	from	a	mixing	of	the	two	languages,	and	mastery	in	one	language	does	

not	hinder	their	ability	in	another.	Another	possible	result	of	education	in	the	

American	school	system	is	the	fixation	with	grammatical	correctness	that	some	

participants	expressed.	It	would	seem	that	a	better	conception	of	the	linguistic	

characteristics	of	Pidgin	would	help	remedy	these	issues.	When	students	were	

talking	about	Pidgin,	they	referred	to	it	as	a	slang	or	form	of	English	as	a	way	to	

communicate	its	difference	from	SE.	However,	as	Sakoda	and	Siegel	show	in	their	

book	Pidgin	Grammar,	Pidgin	has	distinct	linguistic	patterns	that	differ	from	English.		

	 The	most	significant	finding	was	the	rhetorical	strategies	of	Pidgin	speakers	

that	emerged.	Their	heighted	audience	awareness	was	somewhat	expected	for	a	

group	of	multilingual	speakers.	However,	other	strategies	such	as	controlling	

impressions	and	storytelling	were	unexpected	and	indicated	the	participants’	

hyper-awareness	of	their	rhetorical	situation.	Since	Pidgin	is	a	stigmatized	language,	

it	is	probable	that	its	speakers	evaluate	a	communication	situation	based	on	how	

Pidgin	might	reflect	on	them.	If	they	are	speaking	to	other	Pidgin	speakers,	it	would	
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be	advantageous	for	them	to	employ	Pidgin	to	establish	relationships.	However,	if	

they	are	among	people	who	are	not	familiar	with	Pidgin,	they	might	refrain	from	

speaking	Pidgin	because	they	do	not	want	to	seem	“stupid”	(Emily)	or	“illiterate	or	

dumb”	(Eric).	The	use	of	storytelling	describes	the	participants’	communication	

style	as	well	as	the	cultural	practice	of	“talking	story.”	As	illustrated	by	the	

participants,	storytelling	can	be	a	very	effective	tool	to	convey	thoughts,	ideas,	and	

feelings	to	an	audience.	As	Jenny’s	story	about	her	science	essay	indicates,	Pidgin-

speakers	probably	learn	when	to	employ	storytelling	at	a	young	age	because	it	is	not	

a	practice	that	is	accepted	in	certain	communication	situations.		It	is	difficult	to	trace	

the	exact	origin	of	storytelling,	and	more	research	is	necessary	to	determine	

whether	this	practice	is	a	characteristic	that	can	be	attributed	to	Pidgin	speakers	or	

the	general	population	of	Hawaii.		

Limitations	

	 Even	though	the	sample	size	of	ten	did	provide	us	with	a	lot	of	information,	

an	even	larger	sample	size	would	give	us	a	better	understanding	of	the	prominence	

of	other	thematic	characteristics	in	this	student	population.	This	small	sample	

cannot	be	considered	representative	of	the	larger	whole	of	Hawaii	writers	at	OSU	or	

at	other	universities.	In	order	for	more	comprehensive	and	concrete	claims	to	be	

made,	more	research	must	be	done.		

As	expected	of	preliminary	research,	the	information	we	received	was	

influenced	by	the	questions	asked.	It	should	also	be	noted	that	most	of	the	students	

interviewed	were	in	the	STEM	fields,	with	only	one	of	them	in	the	liberal	
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arts/humanities	field.	Lastly,	this	study	is	limited	by	the	same	limitations	as	other	

interview	studies	which	rely	on	participant	self-reporting	and	narration.		

Conclusion		

	 In	sum,	there	are	five	major	themes	that	characterize	the	participants’	

experiences:	1)	students’	negotiation	of	the	definition	of	Pidgin,	language	

boundaries,	race	and	culture,	and	identity;	2)	the	social	implications	of	speaking	

Pidgin;	3)	students’	formal	writing	experiences	at	OSU	and	Pidgin’s	effect	on	formal	

writing	such	as	writing	way	one	speaks	and	differences	in	vocabulary	and	grammar;	

4)	students’	use	of	rhetorical	strategies	including	audience	awareness,	controlling	

audience	impressions,	and	storytelling;	and	5)	students’	wishes	for	writing	

instructors	to	acknowledge	the	linguistic,	cultural,	and/or	racial	differences	in	

classrooms.		

Overall,	contradictory	elements	in	the	students’	stories	seem	to	be	linked	to	

their	general	confusion	over	the	distinction	between	Pidgin	and	English.	Although	

the	participants	recognize	the	importance	of	Pidgin	in	their	own	lives	and	explain	

how	it	enables	them	to	communicate	with	important	social	networks	such	as	their	

family,	friends,	and	community	members,	the	participants	are	wary	of	their	Pidgin	

use	in	professional/educational	settings	and	places	other	than	Hawaii.		

Characteristically,	these	participants	come	from	a	highly	multicultural	and	

multilingual	setting,	which	is	very	different	from	Oregon.	Although	they	are	

American	citizens	and	are	familiar	with	the	dominant	culture,	they	make	a	very	

clear	distinction	between	the	culture	of	Hawaii	and	the	culture	that	they	have	

encountered	in	Oregon.	This	cultural	difference	suggests	that	attending	school	at	
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OSU	is	not	just	a	matter	of	negotiating	language	use,	but	negotiation	of	culture,	race,	

and	identity	as	well.		

	 We	believe	that	this	research	provides	rich	avenues	for	future	research	not	

just	on	Hawaii	writers	in	OSU,	but	Pidgin	speakers	in	general.	Our	hope	is	that	the	

themes	we	identified	can	be	used	to	construct	future	studies	to	gain	a	better	sense	

of	the	characteristics	of	the	whole	Hawaii	writer	population	at	OSU.	
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Chapter	Four:	Lessons	Learned	

Although	the	study	results	do	not	point	to	specific	curricular	changes	needed	

at	OSU,	the	data	give	us	a	better	understanding	of	Hawaii	writers	at	OSU	through	the	

five	major	themes	of	1)	students’	negotiation;	2)	the	social	implications	of	speaking	

Pidgin;	3)	students’	formal	writing	experiences;	4)	students’	use	of	rhetorical	

strategies;	and	5)	the	students’	wishes	for	writing	instructors.	In	the	following	

sections,	I	use	these	five	themes	to	critique	three	major	areas:	K-12	education	in	

Hawaii,	the	advantages	and	disadvantages	of	translingualism	as	a	theoretical	

approach,	and	attitudes	towards	language	diversity	in	OSU	writing	classrooms.	I	

should	note	that	there	might	be	times	when	I	include	quotes	or	information	that	was	

collected	in	my	study	but	was	not	reported	in	the	study	chapter	because	it	could	not	

be	categorized	as	major	theme.		

Pidgin,	Identity,	and	Education	in	Hawaii	

When	asked	about	their	previous	education,	the	participants	did	not	reveal	a	

significant	pattern	of	academic	struggle	for	these	students	in	Hawaii.	Eight	out	of	ten	

of	them	felt	that	their	previous	education	had	somewhat	prepared	them	for	college	

writing.	However,	the	data	from	theme	1	(students’	negotiation	of	the	definition	of	

Pidgin,	language	boundaries,	race	and	culture,	and	identity)	reveals	a	painful	

linguistic	negotiation	in	which	Pidgin	speakers	make	choices	about	language	

because	of	internalized	negative	attitudes	towards	Pidgin	and,	by	extension,	

versions	of	themselves.	Learning	the	rules	of	when	to	use	Pidgin	in	Hawaii	was	often	

steeped	in	experiences	of	shame	or	negative	feedback.	As	a	result,	these	students	

seemed	to	view	their	struggles	as	their	own	responsibility,	not	something	that	
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should	be	of	concern	for	others.	In	theme	5	(students’	wishes	for	writing	

instructors),	the	participants’	hesitancy	to	express	their	wishes	or	minimize	their	

requests	may	indicate	that	bringing	attention	to	their	needs	and	struggles	was	

uncomfortable	for	them.	As	a	result,	participants	tended	to	frame	their	requests	as	

part	of	a	larger	multilingual	population	or	minimize	their	requests.	For	instance,	

Michelle	turns	her	request	into	one	on	behalf	of	her	international	student	friends,	

saying	that	her	situation	is	not	“that	big	of	a	deal,”	and	teachers	should	be	more	

tolerant	of	the	foreign	multilingual	speakers.	Similarly,	Shawn	references	

international	students	in	his	request.	David	hedges	by	saying	“it	doesn’t	have	to	be	

in-depth	or	anything,	but	just	a	little	understanding.”	Lastly,	Matt	says	“unless	you	

somehow	become	significant,	[your]	story	isn’t	significant.”	Clearly	these	students	

are	unused	to	calling	attention	to	themselves,	and	therefore	very	cautious	with	their	

requests.		

When	I	started	interviewing,	I	was	troubled	by	the	students’	often	hesitant	

and	conflicting	statements	regarding	Pidgin	that	was	later	coded	into	theme	1.	To	be	

sure,	asking	them	questions	about	Pidgin,	a	language	that	has	close	connection	to	

their	sense	of	home,	culture,	and	identity,	might	have	contributed	this	perceived	

hesitancy.	However,	data	from	theme	2	(the	social	implication	of	speaking	Pidgin)	

revealed	that	these	students	learned	little	to	nothing	about	Pidgin	in	their	formal	

education	aside	from	its	origin	and	when	not	to	use	it.	Even	though	I	did	not	ask	the	

participants	if	this	interview	was	the	first	time	they	were	being	asked	to	discuss	

Pidgin,	the	behavior	and	responses	of	most	of	the	participants	seemed	to	indicate	

that	they	had	not	given	significant	thought	to	Pidgin	before.	As	my	findings	suggest,	
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Young	is	correct	in	saying	that	the	legacy	of	English	Standard	schools	has	remained	

largely	intact.	I	would	even	go	as	far	to	say	that	the	linguistic	favoring	of	the	English	

Standard	schools	is	even	more	insidious	now	that	it	is	not	as	visible.		

Sakoda	and	Siegel	say	that	Pidgin	is	“virtually	banned	from	the	classroom”	in	

Hawaii,	but	an	important	distinction	to	make	is	how	it	is	banned	from	the	classroom.	

As	the	study	suggests,	there	are	many	people	complicit	in	perpetuating	the	negative	

stigmas	of	Pidgin.	Jenny	points	to	fellow	Hawaii	students	at	OSU	who	do	not	speak	

Pidgin	as	those	who	made	her	feel	bad	about	the	way	she	spoke.	In	his	article,	“The	

‘Pidgin	Problem’:	Attitudes	about	Hawaii	Creole,”	Yokota	observed	in	his	own	

informal	set	of	interviews	on	Pidgin:		

The	“Pidgin	problem”	reveals	a	shift	in	cultural	power	that	is	occurring	in	
Hawai‘i.	Language	is	cultural	capital.	Educators	in	the	1920s,	30s,	and	40s,	
and	my	interviewees,	viewed	Standard	English	as	a	key	to	success.	The	
cultural	power	of	Standard	English	has	influenced	many	to	become	
guardians	of	language.	Terms	like	“slang”	and	“broken	English”	are	examples	
of	the	words	that	people	use	to	devalue	Hawai’i	Creole	and	protect	Standard	
English’s	market	value.	(29)	
	

As	theme	2	suggests,	these	so-called	“guardians	of	language”	are	not	just	educators.	

Positioning	standard	English	as	the	language	of	success	and	placing	Pidgin	as	the	

barrier	to	get	to	that	success	gives	the	entire	community	of	Hawaii	something	to	

blame	for	failure.	Thus,	many	members	of	society,	not	just	educators,	become	

guardians	of	language.		

In	Teaching	for	Change,	Lani	Roberts	uses	the	term	null	curriculum	to	

describe	the	“lack	of	education	about	the	unequal	distribution	of	power	in	the	

United	States	and	elsewhere,	whether	economic,	political	or	social,	obscures	the	

reality	of	our	lived	lives”	(21).	Theme	2	results	expose	the	null	curriculum	in	Hawaii	
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in	regards	to	language	politics	and	local	culture.	Language	difference	in	Hawaii	was	

discussed	only	under	the	guise	of	history,	not	current	issues	that	the	students	will	

likely	encounter.	The	first	step	to	amending	the	curriculum	gap	would	be	educating	

students	on	Pidgin	–	what	it	is,	what	it	means	to	them,	and	what	it	means	to	Hawaii.		

If,	as	these	students	indicated	in	theme	3	(students’	formal	writing	

experiences),	Pidgin	does	affect	their	writing	in	SE,	it	would	be	prudent	for	teachers	

to	at	least	teach	students	to	recognize	the	different	linguistic	patterns	between	

English	and	Pidgin.	Sakoda	and	Seigel’s	Pidgin	grammar	book	concludes	with	the	

following	paragraph:		

An	important	goal	of	education	is	to	learn	standard	English.	Since	Pidgin	has	
always	been	considered	an	obstacle	to	this	goal,	it	has	been	virtually	banned	
from	the	classroom.	But	learning	about	Pidgin	can	actually	be	a	valuable	tool	
for	learning	standard	English.	Often	students	who	speak	Pidgin	do	not	
recognize	how	it	differs	from	English.	By	studying	the	structure	of	their	
language,	they	can	focus	on	the	differences	that	exist	in	standard	English.		
(109)	
	

I	agree	with	Sakoda	and	Seigel’s	conclusion	and	believe	that	this	study	supports	

their	argument.	Students	who	have	not	been	taught	about	Pidgin	as	a	language	may	

be	confused	about	how	it	differs	from	English.	The	data	for	theme	1	show	that	there	

was	confusion	about	what	constituted	regional	English	terms,	Pidgin,	and	foreign	

languages	that	are	a	part	of	Pidgin.	As	Nick	said	“I	wouldn’t	differentiate	too	much	

what	speaking	Pidgin	is	and	real	English.”	Nick’s	hesitancy	to	differentiate	between	

English	and	Pidgin	seems	to	stem	from	the	culture	of	avoidance	that	surrounds	

Pidgin;	his	inability	to	differentiate	between	the	two	languages	comes	from	being	

unable	to	identify	what	Pidgin	looks	like	linguistically.	Therefore,	an	easy	
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categorization	for	him	to	make	is	that	anything	that	is	perfect	and	correct	is	

standard/proper/real/regular/normal	English	and	anything	that	is	not	is	Pidgin.		

Study	participants	who	identified	English	grammar	as	being	affected	by	Pidgin	

would	have	likely	benefitted	from	a	better	understanding	of	how	Pidgin	

grammatical	structures	differ	from	English	grammatical	structures.		

Even	though	Sakoda	and	Siegel	pointed	to	Pidgin’s	null	curriculum,	they	

seem	hesitant	to	make	claims	about	how	much	Pidgin	instruction	should	be	

included	in	the	curriculum.		

But	even	though	Pidgin	is	an	important	part	of	local	culture	and	identity	in	
Hawaii,	it	is	most	often	ignored	or	avoided	in	the	educational	process.	We	
believe	that	this	should	change.	Of	course,	we	are	not	suggesting	that	Pidgin	
should	be	taught	in	the	classroom,	or	that	it	should	be	the	language	used	for	
instruction.	But	we	do	think	that	learning	about	Pidgin	is	very	important.	
(109)	
	

Even	these	long-time	advocates	of	the	Pidgin	language	are	cautious	about	getting	

involved	in	the	long-standing	debate	about	whether	or	not	Pidgin	should	be	allowed	

in	classrooms.	I	suggest	that	Pidgin	should	be	taught	in	Hawaii	schools,	perhaps	not	

instruction	in	how	to	speak	the	language,	but	instruction	on	its	culture	and	as	a	

language	of	the	islands.	It	is	not	sufficient	to	merely	teach	about	the	origin	of	Pidgin	

and	talk	about	it	in	the	context	of	the	plantations	of	the	1800s	as	students	are	taught	

in	Modern	History	of	Hawaii.	In	the	twelve	years	that	students	spend	in	the	Hawaii	

educational	system,	it	is	reasonable	that	some	time	be	devoted	to	teaching	students	

about	the	Pidgin	language	and	engaging	in	discussion	about	its	place	in	Hawaii	–	

especially	since	teaching	about	the	ways	that	Pidgin	differs	from	English	

linguistically	can	help	students	who	want	to	become	better	in	their	English	writing.			
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	 In	November	2015,	the	Hawaii	Department	of	education	published	“Na	

Hapena	A‘o	Statements”	also	called	the	Hā	Initiative.	Hā	is	the	Hawaiian	word	for	

breath,	and	so	the	acronym	BREATH	stands	for	the	“six	outcomes	to	be	

strengthened	in	every	student	over	the	course	of	their	K-12	learning	journey”	

(Ka‘uhane	Lupenui	et	al.).	The	outcomes	are	Belonging,	Responsibility,	Excellence,	

Aloha,	Total	Well-being,	and	Hawaii.	The	statement	claims	that	these	outcomes	are	

intended	to	improve	success	in	college,	careers	and	communities	locally	and	

globally.”	I	see	education	on	Pidgin	fitting	into	both	the	Belonging	and	Hawaii	

outcomes.	According	to	Ka‘uhane	Lupenui	et	al.,	the	Belonging	and	Hawaii	outcomes	

are:			

1. Strengthened	Sense	of	Belonging:		
I	stand	firm	in	my	space	with	a	strong	foundation	of	relationships.	A	sense	of	
Belonging	is	demonstrated	through	an	understanding	of	lineage	and	place	
and	a	connection	to	past,	present,	and	future	…	
a. Know	who	I	am	and	where	I	am	from		
b. Know	about	the	place	I	live	and	go	to	school		
c. Build	relationships	with	many	diverse	people		

	
							6.	Strengthened	Sense	of	Hawaii:	

I	am	enriched	by	the	uniqueness	of	this	prized	place.	A	sense	of	Hawaii	is	
demonstrated	through	an	appreciation	for	its	rich	history,	diversity	and	
indigenous	language	and	culture.	I	am	able	to	navigate	effectively	across	
cultures	and	communities	and	be	a	steward	of	the	homeland	…	
d. Share	the	histories,	stories,	cultures	and	languages	of	Hawaii		
f. Compare	and	contrast	different	points	of	views,	cultures	and	their	

contributions	
	

In	the	Belonging	outcome,	students	are	encouraged	to	learn	about	who	they	are	and	

their	place	of	origin.	Theme	1	suggests	that	the	study	participants	were	not	asked	to	

reflect	on	the	topics	from	the	Belonging	outcome.	Encouraging	students	to	develop	a	

strong	sense	of	self	through	their	community	connections	could	be	potentially	
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beneficial	for	Hawaii	students.	It	is	possible	that	those	students	who	have	a	clear	

understanding	of	the	elements	in	the	Belonging	outcome	would	have	an	easier	time	

negotiating	cultural	and	linguistic	difference	in	Hawaii	as	well	as	outside.		

In	the	Hawaii	outcome,	it	specifically	lists	the	ability	to	share	the	languages	of	

Hawaii.	Even	though	there	is	no	reference	to	Pidgin	in	this	document,	Pidgin	is	very	

prevalent	in	Hawaii,	and	it	is	possible	that	teachers	in	Hawaii	can	and	should	teach	

about	Pidgin	to	achieve	this	particular	outcome.	Teachers	might	interpret	these	

outcomes	as	a	means	to	only	incorporate	Native	Hawaiian	culture	and	language	into	

curricula;	however,	the	outcome	language	also	stresses	the	multicultural	and	

multilingual	elements	of	Hawaii’s	diverse	populations.	Overall,	integrating	this	

framework	into	current	curriculum	has	the	potential	to	fill	the	gaps	created	by	

Hawaii’s	null	curriculum,	but	that	would	be	dependent	on	whether	teachers	teach	

about	Pidgin	when	implementing	these	outcomes	as	well	as	statewide	adoption	of	

the	initiative	(as	of	June	2016,	these	initiatives	have	not	been	integrated	into	the	

state’s	curriculum).		

Translingualism	in	College	Composition		

	 Although	some	of	our	participants	clearly	struggled	with	the	move	from	

Hawaii	to	Oregon,	they	usually	expressed	a	strong	will	to	succeed	at	OSU.	Many	of	

them	went	to	private	schools	or	reputable	public	schools,	and	a	few	cited	prior	

education	as	the	reason	for	their	success.	Enduring	difficulties	with	Pidgin	and	

English	is	not	new	to	them,	and	they	employ	a	multitude	of	different	rhetorical	

approaches	to	succeed.	It	is	through	these	multilingual	narratives	from	people	of	a	



	

 

82	

marginalized	group	that	we	can	see	how	the	popular	translingual	approach	may	or	

may	not	give	us	a	better	way	to	conceive	of	language	difference.			

As	Matsuda	says,	it	is	easy	to	see	why	the	move	towards	translingualism	can	

be	alluring	(“Lure”	page	480),	especially	for	those	scholars	who	agree	with	the	

position	statement	regarding	linguistic	variation	adopted	by	the	National	Council	of	

Teachers	of	English	(NCTE),	which	originated	from	its	affiliate	organization	the	

Conference	on	College	Composition	and	Communication	(CCCC).	After	the	CCCC’s	

1974	resolution	statement	of	Students’	Right	to	Their	Own	Language,	the	NCTE	also	

supported	the	resolution.	This	statement	has	been	reaffirmed	periodically	by	the	

CCCC,	with	the	most	recent	affirmation	occurring	November	2014	(NCTE):		

We	affirm	the	students'	right	to	their	own	patterns	and	varieties	of	language	-
-	the	dialects	of	their	nurture	or	whatever	dialects	in	which	they	find	their	
own	identity	and	style.	Language	scholars	long	ago	denied	that	the	myth	of	a	
standard	American	dialect	has	any	validity.	The	claim	that	any	one	dialect	is	
unacceptable	amounts	to	an	attempt	of	one	social	group	to	exert	its	
dominance	over	another.	Such	a	claim	leads	to	false	advice	for	speakers	and	
writers,	and	immoral	advice	for	humans.	A	nation	proud	of	its	diverse	
heritage	and	its	cultural	and	racial	variety	will	preserve	its	heritage	of	
dialects.	We	affirm	strongly	that	teachers	must	have	the	experiences	and	
training	that	will	enable	them	to	respect	diversity	and	uphold	the	right	of	
students	to	their	own	language.	(Committee	on	CCCC	Language	Statement)	
	

This	position	statement	says	that	linguistic	variation	within	the	classroom	is	to	be	

expected,	respected,	and	addressed	in	such	a	way	that	will	allow	students	the	right	

to	use	their	language	free	of	discrimination.		

Similar	to	the	position	statement,	a	translingual	approach	sees	linguistic	

diversity	as	natural	and	argues	that	negotiations	between	linguistic	diversity	should	

be	supported	by	teachers.	The	“lure	of	translingualism”	that	Matsuda	alludes	to	is	

translingualism’s	potential	to	meet	the	demands	of	more	linguistically	sensitive	



	

 

83	

practices	that	“Student’s	Right	to	Their	Own	Language	(SRTOL),”		calls	for.	However,	

as	Matsuda	warns,	we	must	be	careful	how	we	move	forward.	Praising	an	approach	

for	its	moral	or	political	correctness	alone	without	understanding	how	it	operates	in	

actual	praxis	may	be	detrimental.			

	 The	data	from	my	study	substantiates	the	critiques	of	translingualism	or	

translingual	practices	that	Matsuda	and	Gilyard	have	identified.	As	Gilyard	says,	

scholars	do	(perhaps	inadvertently)	have	a	tendency	to	treat	all	language	diversity	

as	the	same:	“related	to	the	issues	of	students’	language	rights	and	institutional	

standards	is	the	tendency	to	flatten	language	differences	in	some	theorizing	about	

translingualism”	(286).	One	example	of	leveling	difference	can	be	found	in	the	very	

statement	that	was	supposed	to	help	improve	circumstances	for	speakers	of	non-

dominant	languages.	According	to	the	full	STROL	report,	linguistic	variation	is	

reduced	to	differences	in	dialects.	Under	the	heading	of	“Understanding	Language	

Varieties,”	the	Committee	on	CCC	Language	Statement	seems	to	couch	difference	

within	the	concept	of	English	dialects,	not	distinct	languages	that	may	seem	similar	

to	English	such	as	Pidgin:	“A	dialect	is	the	variety	of	language	used	by	a	group	whose	

linguistic	habit	patterns	both	reflect	and	are	determined	by	shared	regional,	social,	

or	cultural	perspectives”	(5).	It	is	true	that	many	dialectical	versions	of	English	exist	

and	they	should	be	acknowledged	in	their	own	right,	but	I	worry	about	the	

consequences	of	pigeonholing	language	difference	merely	to	different	dialects,	a	

move	that	lacks	awareness	of	other	non-dialectic	language	diversity.	This	‘flattening,’	

of	language	difference	that	Gilyard	warned	against	skews	the	reality	of	language	
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variation	in	American	classrooms	and	perpetuates	misinformation	as	exemplified	in	

the	following	excerpt	in	SRTOL’s	explanatory	material:			

Differences	in	dialects	derive	from	events	in	the	history	of	the	communities	
using	the	language,	not	from	supposed	differences	in	intelligence	or	
physiology.	Although	they	vary	in	phonology,	in	vocabulary,	and	in	surface	
grammatical	patterns,	the	differences	between	neighboring	dialects	are	not	
sufficiently	wide	to	prevent	full	mutual	comprehension	among	speakers	of	
those	dialects.	That	is	to	say,	when	speakers	of	a	dialect	of	American	English	
claim	not	to	understand	speakers	of	another	dialect	of	the	same	language,	the	
impediments	are	likely	to	be	attitudinal.	(Committee	on	CCCC	Language	
Statement,	emphasis	added)	
		

Statements	such	as	these	can	be	potentially	harmful	for	Pidgin-speaking	Hawaii	

students	because	it	assumes	that	understanding	different	dialects	is	based	on	one’s	

willingness.	However,	non-standard	dialects	and	creole	languages	similar	to	English	

have	extensive	lexicons	that	can	be	difficult	for	others	to	understand,	and	no	amount	

of	positive	attitudes	will	change	one’s	comprehension	level.		

	 In	some	cases,	it	is	necessary	to	summarize	and	synthesize,	especially	in	

position	statements.	However,	the	summarizing	in	the	SRTOL	statement	as	well	as	

the	explanatory	document	resulted	in	the	collapsing	of	linguistic	difference	to	multi-

dialectical	speakers.	Since	America	was	created	through	immigration	and	

colonization,	the	former	means	that	there	were	multiple	people	coming	with	their	

own	linguistic	backgrounds	and	the	latter	means	that	groups	of	indigenous	peoples	

with	their	own	unique	cultures	and	languages	were	subject	to	colonization.	Failure	

to	acknowledge	the	larger	presence	of	linguistic	diversity	that	includes	separate	

languages	would	be	a	disservice	to	already	marginalized	and	disenfranchised	

populations.	If	scholars	such	as	Cushman	claim	that	translingualism	has	
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decolonizing	power,	then	they	should	be	mindful	of	the	kinds	of	multilingualism	that	

they	are	referring	to	in	their	scholarship.		

	 Matsuda’s	skepticism	about	the	use	of	codemeshing	is	also	supported	by	the	

study	data.	In	a	recent	CCCC	panel,	Kim	Hensley	Owens	presented	a	paper	entitled	

“Toward	a	Codemeshing	Pedagogy:	Embracing	Students’	‘Wild	Tongues.’”	She	

shared	her	codemeshing	writing	assignments	that	ask	students	to	write	in	their	

‘wild	tongues.’	Owens	even	says	that	those	students	who	consider	themselves	

monolingual	can	discover	their	multilingualism	through	this	process.	To	explain,	

Owens	says	that	these	“multilingual”	English-only	speakers	can	claim	inside	jokes	or	

using	silence	as	their	forms	of	‘wild	tongues.’	To	be	fair,	she	does	not	attribute	this	

approach	to	translingualism,	but	her	attitudes	towards	language	are	similar	to	that	

of	translingualism.	(An	audience	member	even	suggested	that	she	look	into	

translingualism	as	a	relevant	theoretical	background	for	her	work.)	However,	rather	

than	contributing	to	translingualism’s	linguistic	sensitivity,	Owens’	presentation	is	

an	example	of	how	problematic	codemeshing	can	be	if	it	continues	to	be	used	as	

translingualism’s	token	pedagogy	and	example	of	translingual	writing.		

	 Owens,	a	white	bilingual	Spanish	speaker	admits	that	she	grew	up	in	what	

was	considered	a	monolinguistic	home.	She	became	bilingual	through	education	and	

although	she	says	“Spanish	is	important	to	how	I	think,”	she	does	not	consider	it	

part	of	her	everyday	identity.	When	she	talks	about	the	assignments,	she	describes	

them	as	“fun	for	me,”	and	expresses	the	hope	that	it	will	be	fun	for	her	students	as	

well	because	her	goal	is	to	make	them	feel	“linguistically	free”	(Owens).	I	do	believe	

that	Owens	has	the	best	intention	for	her	students,	but	her	assignment	is	exactly	the	
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kind	of	‘linguistic	tourism’	that	Matsuda	warned	about	in	reference	to	Canagarajah’s	

work.	Matsuda	critiques	Canagarajah’s	tendency	to	equate	translingual	writing	with	

codemeshed	text	because	he	sees	it	as	promoting	a	tourist	mentality:		

The	fascination	for	‘alien	writing’	that	[Canagarajah’s	student]	exhibits	
explains	why	scholars	and	teachers	of	writing	studies	are	drawn	to	visible	
manifestations	of	translingual	writing	…	Tourists	visit	a	place	looking	for	
differences	that	fascinate	them.	(Matsuda	“Lure”	482)	
	

Matsuda	does	not	see	fascination	in	difference	as	bad	in	a	classroom;	rather,	his	

main	issue	is	that	this	“tourist	mentality…	skews	the	field’s	understanding	of	reality”	

(“Lure”	482).	Owens’	approach	is	the	epitome	of	linguistic	tourism	because	it	asks	

students	to	produce	codemeshed	texts	as	a	way	to	have	fun,	to	enjoy	this	strange	

writing	form.	Like	tourism,	it	does	not	delve	deeper	to	uncover	the	complex	

histories	and	issues	linked	with	certain	language	use.	In	this	way,	Owens	fails	to	

consider	the	potentially	negative	political	and	social	implications	for	speakers	of	

highly	stigmatized	dialects	or	languages.		

My	interview	participants	said	that	they	choose	not	to	use	Pidgin	in	most	

academic	and	professional	situations.	For	some,	this	choice	is	linked	to	shame	for	

what	Pidgin	might	signify.	As	theme	4	indicates,	students	might	employ	various	

rhetorical	techniques	to	avoid	divulging	that	they	speak	Pidgin	and	control	audience	

impressions.	As	‘fun’	as	it	might	be	for	Owens	to	give	students	a	sort	of	‘creative	

license’	to	use	Pidgin	in	a	writing	assignment,	her	assignment	would	ask	them	to	

expose	a	potentially	important	part	of	their	identity	for	scrutiny	(theme	1).	Unlike	

Spanish	for	Owens,	Pidgin	is	closely	tied	to	a	Pidgin-speaker’s	everyday	identity.	
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Owens’	writing	assignment	might	inadvertently	pressure	them	into	using	a	language	

that	they	prefer	not	to	use.		

Owens	borrows	the	term	‘wild	tongue’	from	Gloria	Anzaldua’s	work	on	

Borderlands/La	Frontera	and	uses	it	as	a	metaphor	for	creating	conditions	for	own	

students	to	become	‘linguistically	free.’	Indeed,	Anzaldua’s	“How	to	Tame	a	Wild	

Tongue”	was	about	marginalized	languages	fighting	to	get	free:		

The	dentist	is	cleaning	out	my	roots.	I	get	a	whiff	of	the	stench	when	I	gasp.	“I	
can’t	cap	that	tooth	yet,	you’re	still	draining,”	he	says.		
“We’re	going	to	have	to	do	something	about	your	tongue,”	I	hear	the	anger	
rising	in	his	voice.	My	tongue	keeps	pushing	out	the	wads	of	cotton,	pushing	
back	the	drills,	the	long	thin	needles.	“I’ve	never	seen	anything	so	strong	or	
as	stubborn,”	he	says.	And	I	think,	how	do	you	tame	a	wild	tongue,	train	it	to	
be	quiet,	how	do	you	bridle	and	saddle	it?	How	do	you	make	it	lie	down?	
(1585)	
	

Although	Anzaldua’s	piece	is	about	wild	tongues	getting	free,	her	last	few	lines	of	

“training	it	to	be	quiet”	is	descriptive	of	Pidgin	speakers	like	Emily,	who	chose	to	

remain	silent	because	she	was	afraid	what	others	might	think	of	her	language.			

The	unfortunate	reality	is	that	there	are	those	who	will	not	want	to	use	their	‘wild	

tongue’	because	it	has	been	cut	out	so	many	times	before,	and	no	amount	of	

codemeshing	in	English	classes	can	change	that	reality.		

	 More	research	needs	to	be	done	to	develop	practical	translingual	pedagogies	

that	embrace	linguistic	negotiation	in	a	way	that	is	mindful	of	the	power	dynamics	

among	linguistic	variations.	Translingualism	has	potential	as	a	way	to	describe	the	

complex	negotiations	that	multilingual	students	undergo,	but	a	complete	overhaul	

of	language	hierarchies	is	unlikely.	In	addition,	as	some	of	my	participants	indicated,	

one	of	their	goals	is	obtaining	better	mastery	in	SE	–	a	goal	which	teachers	should	
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also	honor	as	well.	So	while	translingualism	has	the	ability	to	promote	more	tolerant	

pedagogies,	translingual	scholars	should	be	more	specific	in	how	translingualism	

addresses	the	negative	effects	of	established	language	hierarchies	as	well	as	the	

language	goals	of	their	own	students.		

One	promising	area	for	translingualism	is	in	more	linguistically	tolerant	

writing	assessment	techniques.	As	some	of	the	participants	said,	they	know	that	

they	are	not	the	best	writers,	but	what	might	be	perceived	as	a	lack	of	effort	is	not	

always	so:	“I’m	not	writing	this	way	because	I	don’t	care	about	your	class.	I’m	

writing	the	10-page	paper	because	I	do.	I’m	trying	to	be	professional,	but	sometimes	

the	real	part	of	you…the	original	part	of	you	is	gonna	slip	out	from	time	to	time”	

(Matt).	Matt’s	attempt	to	explain	his	writing	struggles	conflates	identity	and	

language.	The	real	part	of	him,	which	he	associates	with	Pidgin	is	what	he	feels	is	

“slipping	out”	from	time	to	time.	On	the	other	hand	for	Matt,	“professional”	refers	to	

SE.	A	harsh	critique	of	language	has	the	potential	to	harm	what	some	students	might	

see	as	a	core	part	of	their	identity.	Adopting	a	more	translingual	approach	to	writing	

could	potentially	solve	these	problems	because,	as	Horner	et	al.	claim,	a	translingual	

approach	to	writing	would	promote	“a	disposition	of	openness	and	inquiry	that	

people	take	toward	language	and	language	differences”	(311).		

Translingualism	also	has	the	potential	to	empower	Pidgin-speaking	Hawaii	

writers	by	increasing	their	awareness	of	their	linguistic	repertoire.	Theme	4	

(students’	use	of	rhetorical	strategies)	shows	Pidgin-speakers	employ	various	

rhetorical	strategies	along	with	their	language	use.	Most	prominent	was	their	

audience	awareness	and	their	use	of	storytelling.	It	is	likely	that	the	participants	
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were	unaware	of	these	strategies	or	do	not	consider	their	behaviors	as	active	

strategies.	Instead,	their	analysis	of	audience	to	determine	what	language	to	use	or	

whether	or	not	to	employ	a	story	to	emphasize	their	point	has	become	habitual.	

Since	translingual	approaches	promote	the	awareness	of	one’s	linguistic	repertoire,	

translingualism	could	help	Pidgin-speakers	refine	and	master	their	communicative	

rhetorical	strategies.		

Language	Diversity	in	OSU	Writing	Classrooms	

	 The	five	themes	from	my	study	make	a	case	for	increased	language	

awareness	at	OSU.	Based	on	my	study	results,	the	following	are	some	writing-

related	characteristics	of	Pidgin-speaking	Hawaii	students	that	OSU	instructors	can	

consider	when	they	teach	Hawaii	students.		

1. Hawaii	students	undergo	a	dramatic	culture	shift	when	they	come	to	OSU,	

and	they	may	be	the	only	ones	in	their	class	who	have	grown	up	in	such	a	

multicultural	and	multilingual	background.	As	such,	they	are	likely	

negotiating	linguistic	and	cultural	identity	in	new	contexts.	(Theme	1;	Ashley)	

2. Pidgin-speaking	Hawaii	students	may	struggle	with	vocabulary	because	

Pidgin	does	not	have	a	vocabulary	as	extensive	as	SE.	They	also	might	

inadvertently	include	Pidgin	grammatical	structures	in	their	writing.	(Theme	

3;	Emily)	

3. Students	are	eager	to	meet	educational	standards	such	as	the	grammar	

expectations	of	their	teachers	(Theme	4;	Theme	5;	Ashley;	David;	Matt)	

4. Pidgin-speaking	Hawaii	students	were	educated	in	a	school	system	that	

reinforced	negative	attitudes	of	Pidgin.	As	a	result,	they	may	feel	
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uncomfortable	with	speaking	in	class	or	with	an	instructor	because	they	fear	

how	their	language	may	be	perceived.	(Theme	2;	Emily;	Michelle;	Shawn;	

Ernest;	David;	Matt)	

5. Pidgin-speaking	Hawaii	students	employ	storytelling	or	narratives	as	a	way	

to	communicate	information,	and	this	technique	might	show	up	in	their	

formal	writing.	(Theme	4;	Ashley;	Emily;	Eric;	Matt;	Jenny)	

Lastly,	the	requests	the	students	made	of	OSU	instructors	in	theme	5	are	simple,	and	

the	most	common	one	is	to	not	assume	that	OSU	classes	are	full	of	monolingual	

Oregonians.	The	request	for	OSU	instructors’	acknowledgement	of	linguistic	and	

cultural	diversity	is	reasonable	and	welcoming.	These	students	do	not	want	special	

exceptions;	they	have	demonstrated	that	they	are	more	than	willing	to	work	hard	to	

meet	standards.	I	think	that	it	is	time	we	make	sure	their	learning	journey	to	

meeting	those	standards	and	goals	will	be	met	with	more	patience	and	tolerance.		

	 The	end	of	the	STROL	statement	claims	“A	nation	proud	of	its	diverse	

heritage	and	its	cultural	and	racial	variety	will	preserve	its	heritage	of	dialects.	We	

affirm	strongly	that	teachers	must	have	the	experiences	and	training	that	will	enable	

them	to	respect	diversity	and	uphold	the	right	of	students	to	their	own	language”	

(Committee	on	CCCC	Language	Statement).	In	order	for	writing	instructors	at	OSU	to	

‘respect	diversity	and	uphold	the	rights	of	students,’	they	need	to	be	aware	that	this	

diversity	even	exists.	In	theme	5,	participants	indicated	that	their	teachers	did	not	

seem	aware	that	some	of	their	domestic	students	were	multilingual	and	had	diverse	

linguistic	and	cultural	backgrounds.		Therefore,	the	first	step	to	ameliorating	any	

inadvertent	disrespect	or	harm	towards	a	Pidgin	speaker’s	language	is	to	spread	
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awareness	of	the	Hawaii	student	presence	at	OSU.	That	way,	OSU	writing	instructors	

can	be	more	conscious	of	writing-related	behaviors	of	Pidgin-speaking	Hawaii	

writers,	honoring	the	students’	right	to	their	own	language.		
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Q1	From	what	age	did	you	live	in	Hawai‘i?		
m 0-4	years	old		
m 5-9	years	old		
m 9-13	years	old		
m 13	and	older		
	
Q2	What	is	your	class	standing?		
m Freshman		
m Sophomore		
m Junior		
m Senior		
m Graduate		

	
Q3	How	would	you	describe	your	ethnicity?	Please	select	all	that	apply.		
q Caucasian		
q Chinese		
q Filipino		
q Japanese		
q Korean		
q Native	Hawaiian		
q Samoan		
q Tongan		
q Marshallese		
q Other:	____________________	
	
Q4	With	what	culture(s)	do	you	identify?	Please	select	all	that	apply.		
q Caucasian		
q Chinese		
q Filipino		
q Japanese		
q Korean		
q Local		
q Marshallese		
q Native	Hawaiian		
q Samoan		
q Tongan		
q Other:	____________________	
	
Q5	What	high	school	did	you	attend?		
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Q6	What	language(s)	are	spoken	in	your	home	(e.g.	the	language	your	parents	
speak)?	Indicate	what	language(s)	are	spoken	in	your	home	by	selecting	all	that	
apply:		
q Chinese		
q English		
q Filipino		
q Hawaiian		
q Japanese		
q Korean		
q Marshallese		
q Pidgin/Hawai‘i	Creole	English		
q Samoan		
q Tongan		
q Other	____________________	
	
Q7	What	language(s)	do	you	speak	at	home?	Indicate	what	language(s)	you	speak	at	
home	by	selecting	all	that	apply:		
q Chinese		
q English		
q Filipino		
q Hawaiian		
q Japanese		
q Korean		
q Marshallese		
q Pidgin/Hawai‘i	Creole	English		
q Samoan		
q Tongan		
q Other		____________________	
	
Q8	Are	there	any	languages	that	you	can	understand	but	cannot	speak?		
m Yes		
m No		
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Answer	If	Are	there	any	languages	that	you	can	understand	but	cannot	speak?		Yes	
Is	Selected	
Q9	Indicate	what	language(s)	you	understand	by	selecting	all	that	apply:		
q Chinese		
q Filipino		
q Hawaiian		
q Japanese		
q Korean		
q Marshallese		
q Pidgin/Hawai‘i	Creole	English		
q Samoan		
q Tongan		
q Other:	____________________	
	
Q10	Are	you	familiar	with	Pidgin	(also	known	as	Hawai‘i	Creole	English)?		
m Yes		
m No		
If	No	Is	Selected,	Then	Skip	To	From	the	following	statements,	select...	
	
Q11	Are	you	able	to	communicate	in	Pidgin?		
m Yes,	I	am	fluent.	(1)	
m Yes,	I	can	speak	it	but	am	not	fluent.	(2)	
m Yes,	I	can	speak	a	little.	(3)	
m No	(4)	
	
Q12	How	often	do	you	speak	Pidgin	in	Hawai‘i?		
m Every	Day	(1)	
m A	few	times	a	week	(2)	
m A	few	times	a	month	(3)	
m A	few	times	a	year	(4)	
m Never	(5)	
	
Q13	Based	on	your	experience,	how	many	Hawai‘i	students	at	OSU	do	you	think	
speak	Pidgin?		
m Most		
m Some		
m A	few		
m None		
m I	do	not	know		
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Q14	How	often	do	you	speak	Pidgin	at	OSU?		
m Every	Day		
m A	few	times	a	week		
m A	few	times	a	month		
m A	few	times	a	year		
m Never		
	
Q15	Do	you	write	in	Pidgin?		
m Yes		
m No		
	
Answer	If	Do	you	write	in	Pidgin?		Yes	Is	Selected	
Q16	Select	all	that	is	true	for	you:		
q I	use	Pidgin	when	texting		
q I	use	Pidgin	on	social	media		
q I	use	Pidgin	in	academic	papers		
q I	use	Pidgin	in	emails		
q I	do	not	use	Pidgin	in	written	communication		
	
Q17	Do	you	think	Pidgin	affects	your	written	English?		
m Yes		
m No		
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Answer	If	Do	you	think	Pidgin	affects	your	written	English?	Yes	Is	Selected	
Q18	Please	write	a	sentence	or	two	explaining	your	answer	of	"Yes"	to	"Do	you	think	
Pidgin	affects	your	written	English?"		
	
Q19	What,	if	anything,	were	you	taught	about	Pidgin	in	school?		
Q20	From	the	following	statements,	select	all	that	are	true	for	you.	
q I	have	taken	WR	121	("First-Year	Composition")	at	OSU.	(1)	
q I	have	taken	WR	121	or	the	equivalent	at	another	4-year	college.	(2)	
q I	have	taken	WR	121	or	the	equivalent	at	a	community	college.	Please	specify	

which	institution	(3)	____________________	
q I	have	taken	WR	121	or	the	equivalent	as	a	pre-college	course	(e.g.	AP	or	IB	

English)	(4)	
q I	have	not	taken	WR	121	or	the	equivalent	(5)	
	
Q21	Do	you	think	that	previous	writing	instruction	and	English	language	education	
has	prepared	you	for	writing	at	the	college	level?		
m Yes	(1)	
m No	(2)	
	
Answer	If	Do	you	think	that	previous	writing	instruction	and	English	language	
education	has	prepared	you	fo...	No	Is	Selected	
Q22	What	preparation	do	you	wish	that	you	had	had?		
	
Q23	Name	your	two	greatest	challenges	as	a	writer:	

1.		
2.		

	
Q24	Name	two	of	your	greatest	strengths	as	a	writer:		

1.		
2.		

Q25	What	is	one	thing	that	you	wish	OSU	instructors	knew	about	writers	like	you?		
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1. What	languages	do	you	speak	and/or	understand	
2. How	would	you	describe	your	Pidgin	speaking	ability?			
3. Did	you	learn	about	Pidgin	in	school?	If	so,	what	were	you	taught?	

a. Possible	follow-up:	Do	you	think	it	would	have	made	a	difference	if	
you	had	learned	more	about	it?	

4. The	U.S.	Census	Bureau	recently	acknowledge	Pidgin	as	a	legitimate	language	
by	listing	it	as	one	of	the	languages	spoken	in	Hawaii.	What	are	your	thoughts	
about	this?	

a. Possible	follow-up:	Do	you	think	this	will	change	how	people	think	
about	the	language?		

5. In	what	situations	at	OSU	do	you	choose	to	write	Pidgin	instead	of	English?		
6. In	what	situations	at	OSU	do	you	choose	to	write	English	instead	of	Pidgin?		
7. In	what	situations	at	OSU	do	you	choose	to	speak	Pidgin	instead	of	English?	
8. In	what	situations	at	OSU	do	you	choose	to	speak	English	instead	of	Pidgin?		
9. In	general,	what	would	you	say	are	your	writing	strength(s)?		
10. In	general,	what	are	some	of	the	struggles	that	you	have	had	with	writing?		
11. What	writing	classes	have	you	taken	at	OSU?		

o Questions	for	specific	classes:		
§ What	were	some	of	the	writing	assignments	that	you	had	to	do	

for	this	course?		
§ Was	there	anything	in	particular	that	you	struggled	with	in	

writing	for	this	course?		
• Is	there	anything	that	the	instructor	did	or	you	wish	the	

instructor	did	to	address	these	struggles	through	
writing	instruction	or	feedback?	

§ Do	you	think	that	Pidgin	affected	how	you	wrote	in	these	
formal	writing	situations	(e.g.	academic	papers)?	How	so?	

12. In	general,	were	there	ever	any	times	you	felt	uncomfortable	at	OSU	either	
because	of	language	use,	cultural	difference(s),	or	race?	If	so,	could	you	
describe	this	situation	to	me	without	using	specific	names	or	identifying	
information	because	I’m	more	interested	in	how	you	felt	in	the	situation.		

13. Do	you	think	that	previous	writing	instruction	and	English	language	
education	has	prepared	you	for	writing	at	the	college	level?	

14. What	do	you	wish	OSU	instructors	knew	about	writers	like	you?	
	

	
	
	


