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Abstract

Language learners are at particular risk of being accused of plagiarism, and this is often due to incor-
rect paraphrasing and quoting practices. Tertiary institutions tend to provide rudimentary citation
resources through their academic integrity initiatives. Handouts, webinars and one-hour workshops
may be enough for undergraduate writers who receive more elaborate instruction and practice op-
portunities in their classes, but for international graduate students with little to no instruction on
source use in their undergraduate degrees, these resources are not enough. These writers often need
more conceptual and procedural clarity to paraphrase and use sourced information correctly in their
writing. This article introduces a student-centred, collaborative modelling approach and a 5-step
procedure for teaching paraphrasing to multilingual graduate students in one-to-one writing center

tutoring sessions.
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Infroduction

Post-secondary international students with English as an additional language are at particular risk
of being accused of plagiarism. This is often due to incorrect paraphrasing and citation practices,
which may lead to inadvertent plagiarism (Bradshaw & Baluja, 2011; Soto, Anand & McGee, 2004).
Post-secondary institutions have taken various steps to reduce plagiarism by providing educational
resources through their academic integrity initiatives. These resources are often in the form of
handouts or webpages that provide guidelines for source use and examples of correct and incorrect
paraphrasing and general academic integrity workshops or webinars that cover a range of academic
integrity issues from plagiarism to inappropriate collaboration to personation. These resources are
rarely adapted to suit the needs of students for whom English is an additional language and tend to
offer very few opportunities for meaningful application of concepts and practice of processes. Stu-
dents receive very little feedback and correction on their source use or language use, so they may
know what paraphrasing is and that they need to acknowledge sources. Still, when asked to write a
paraphrase and correctly embed it in a paragraph, they are unable to do so correctly because they
have not applied this knowledge in a meaningful way. Without proper correction and feedback, stu-
dents end up getting feedback only when they fail to use sources correctly in a course. By that point,

the correction comes with a loss of grades or a plagiarism allegation.

Like all developing writers, multilingual writers need to have a clear understanding of fundamen-
tal writing elements such as paraphrases, quotations, in-text and reference citations, and they should
be able to incorporate these into their writing appropriately. Post-secondary institutions cannot as-
sume that non-native second language writers are going to understand foreign writing concepts and
be able to use these as easily as native speakers of English; native English speakers may have learned
the difference between a paraphrase and a quotation in grade school, as is often the case with Cana-
dian-born native speakers of English. Furthermore, writers need to know and use the procedures
involved in producing these rhetorical functions correctly, and this often requires real-time feedback
and explicit steps that students may need to follow before they can produce a free paraphrase or a
correctly embedded quotation. Handouts, one-hour long workshops and online webinars designed
for all students merely skim the teaching of these culturally embedded conventions of Western
source-based writing practices (Pennycook, 1996). Teaching Western academic conventions about

textual borrowing requires a strategy that involves both conceptual clarity and procedural scaffold-
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ing and is sensitive to the graduate multilingual learners’ developing language and cultural under-

standing.

Given the diverse cultural, linguistic and proficiency levels of multilingual graduate students, in-
dividualized resources may be the most sustainable way to fill in individual gaps in knowledge about
Western citation practices. Most university writing centres have as their primary objective the sup-
port of student academic writing development. As such, they are opportune spaces for teaching cita-
tion practices and source integration in a more effective way. One-to-one individualized tutoring ses-
sions fit the needs of multilingual writers well because they can offer a flexible learning time-frame,
individualized diagnostic and formative assessments and student-centred direct instruction and
feedback. The writing centre tutoring session can be the low-stakes environment where students can
expose their academic literacy and linguistic vulnerabilities (Thomas, 2018). Furthermore, they can
obtain the knowledge and support necessary to clarify misconceptions about textual borrowing,
grow their English writing proficiency, and develop their writing craft and identity as second lan-
guage writers. In this paper, I introduce a scaffolded, language-sensitive approach to teaching para-
phrasing in the one-to-one tutoring session. This approach supports multilingual graduate students’

mastery of both the conceptual and procedural aspects of paraphrasing.
Theoretical and Pedagogical Orientations

The complexity of writing practices embedded in the Western cultural context makes being an inter-
national student in a North American university particularly difficult. As Chandrasoma et al. (2004)
explain, textual borrowing is "centrally concerned with questions of language, identity, education,
and knowledge" (p. 172). Students' critical thinking about the practice and even a possible resistance
to acculturation into Western academic writing practices may interfere with the full adoption of ci-
tation conventions that may seem foreign and contrary to what students have learned in their own
countries (Peirce, 1995; Norton, 2000, 1997; Pennycook, 1996; Cananagarajah,1997; Abasi & Graves,
2008). Furthermore, when it comes to paraphrasing sources, the mere fact that complex academic

text needs to be:

— understood in a foreign language,
— processed for meaning and critically reviewed, and

— re-written in an appropriate academic register that meets grammatical and style conventions,
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makes this process much more difficult for multilingual writers as compared to native writers.

From a sociocultural theoretical perspective, teaching students for whom English is an additional
language requires considering the complexity of language and academic discourse and the learners’
individual needs and cultural differences. These factors are seen as affecting the conceptualization of
elements of academic writing (Pennycook, 1996; Cumming, 2006; Silva, 1997; Coffin et al.,, 2003), in
this case, source use, paraphrasing, and citing. Therefore, the teaching of academic writing and its
conventions requires a flexible pedagogical approach that situates multilingual learners at the center
of the learning process, allowing them to be agents in their own linguistic and authorial development.
Within the English for Academic Purposes (EAP) a branch of English as an Additional Language (EAL)
education, educators have incorporated pedagogical approaches that utilize direct, yet, scaffolded
instruction, text and genre analysis, practice and feedback, and modelling of linguistic and rhetorical
processes (Cumming, 1995; Wette, 2014, 2015). These approaches offer the multilingual learner the
explicit and direct instruction on content and process needed to accomplish a writing task. These
instructional supports facilitate English language proficiency, build academic literacy, and help stu-

dents develop their second language writing ability.

Wette (2014, 2015) has explored a pedagogical approach that incorporates these elements. Wette
identified teacher-led collaborative modelling as one way to expose the intricacies of the writing pro-
cess, provide direct and scaffolded instruction, and reduce cognitive load. In teacher-led collaborative
instruction, instructors teach textual elements explicitly, show the steps involved in the writing pro-
cess by modelling the process, and provide insight into their own cognitive processing through think-
aloud protocols (Wette, 2014). In addition, instructors elicit contributions from learners and, through
feedback and response to the students’ revisions, eventually lead them towards producing their own
texts. Essentially, the instructor moves the process forward, but the students provide the input. In
one study of teachers' practices, EAP instructors who used collaborative modelling in their classes
found that the students understood the expectations of the tasks and felt more confident in their own
ability to produce text. The instructors appreciated this approach because they could provide direct
and immediate feedback to their students as they were learning about their students’ needs as writ-
ers (Wette, 2014). In this same study, Wette found that while the students appreciated the collabo-
rative modelling process, they reported that they preferred writing on their own before engaging in

collaborative writing groups. This suggests that some writers may appreciate the instructional input
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and supports but prefer making their own linguistic choices as they produce their own texts inde-
pendent of the group. In the one-to-one tutoring session, writers can work independently, yet still

receive feedback or collaborate with the tutor and are not bound by the constraints of group work.

Teacher-led collaborative modelling provides a promising alternative to the non-directive teach-
ing commonly employed in tutoring sessions with multilingual writers. Teacher-led collaborative
modelling aligns with recent writing centre pedagogy, which recommends explicit, direct instruction
for multilingual learners and multilingual learners’ preferences for explicit feedback and direct in-
struction (Rafoth, 2015, Harris & Silva, 1993). In the one-to-one session, tutors can individualize in-
struction to meet the learners’ unique language and content needs. The tutor can provide direct and
explicitinstruction on the characteristics of particular textual elements such as paraphrasing or quot-
ing, model the steps in the writing process and provide feedback and support for correct language

use as writers create their own text.

What follows is a description of an application of teacher-led collaborative modelling to the teach-
ing of paraphrasing in the one-to-one tutoring session. Here, the tutor models the paraphrasing pro-
cess, teaches the components and concepts behind the process explicitly, and provides feedback and
correction as the students develop their own paraphrases and internalize the steps to processing the

text properly.
The Academic Integrity Sessions for Graduate Students

The pedagogical intervention described in this paper emerged from my experience working with
multilingual graduate international students who had been referred to me, the Academic Learning
Centre’s EAL specialist instructor, by the Academic Integrity Coordinator following a plagiarism de-
cision reached by the Faculty of Graduate Studies at our large comprehensive Midwestern Canadian
university. These students, who had a variety of native language backgrounds and were studying in
various graduate programs, had been deemed to have plagiarized because they had not cited at all or
cited incorrectly, failed to paraphrase or signal quoted text, patch paraphrased, or did not know how
to follow standard citation conventions. In some cases, the plagiarism occurred despite the comple-
tion of an online academic integrity workshop, and, in some cases, despite undergoing the discipli-

nary process once before.
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Meeting with a writing tutor to learn the university’s standard citation and source use conven-
tions, i.e. citation, quotation, and paraphrase, is a standard, mandatory post-discipline condition at
this institution, and many of the students who underwent the disciplinary process for plagiarism
were required to meet with a writing tutor for one or two sessions of source use tutoring. However,
in the case of the multilingual graduate students, the EAL specialist instructor identified a need for a
more systematic, hands-on approach that involved a needs assessment, explicit instruction over a
period of several sessions and formative assessments for learning. This led to the development of a
module on textual borrowing terms and concepts, and a module focused on the paraphrasing process,
which take approximately 6 hours to complete. In addition to these one-to-one sessions, students are
expected to complete one paraphrasing activity at home, an in-session independent paraphrase, and
a 250-word reflection, which can be completed after the sessions. If students continue to need sup-
ports beyond the six sessions, they are encouraged to continue meeting with the tutor but are not
required to do so. The tutor reports that the student has completed the educational component of
their post-discipline condition but does not provide any summative reports to the disciplinary com-
mittee. The following is a brief description of the academic integrity sessions, followed by a more

focused discussion of the paraphrasing process sessions.
The Sessions

In the needs assessment or diagnostic session, the tutor assesses the students’ writing to understand
how they use sources and identify the students’ particular knowledge gaps or misconceptions related
to using sources. Following this assessment, students complete either both modules (terms and par-
aphrasing) or just the paraphrasing module. If the tutor determines that the student can correctly
use in-text citations and create an appropriate reference list, the sessions begin at the paraphrasing
module. However, if the students’ writing shows a lack or misuse of in-text citations or references,
the workshop begins with the terms module. This module introduces students to basic concepts such

as in-text citations, reference list citations, paraphrasing, quoting, and summarizing, to name a few.

Students who need to start with the terms module begin by reading a short guide to using sources
outside of the session. In the following session, they take a short, multiple-choice quiz that evaluates
their understanding of the terms and concepts discussed in the guide. The guide, about 20 pages long,
introduces basic citation styles, the various ways to incorporate sources (summary, paraphrase, and

quotation), as well as citation forms (in-text and reference citation), and common style formats (APA,
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MLA, Chicago, etc.,) in simple, accessible language. The quiz assesses the students’ ability to distin-
guish between a paraphrase and a quotation, cite in various styles, and recognize the criteria for writ-
ing a good paraphrase (i.e., changing vocabulary, grammar and order of ideas, including an in-text
citation and not distorting meaning) and the difference between a paraphrase and quote. The terms
"module” and "short quiz" provide the metalanguage needed to talk about the process of using
sources in later sessions. However, the discussion ensuing after the quiz is perhaps most valuable
because it offers an opportunity to correct misunderstandings, fill in knowledge gaps, and answer

any questions students might have about foundational, source-use concepts and procedures.

Building on the students’ understanding of the basic terms and concepts from the first module,
the second module, paraphrasing, takes students through the paraphrasing process and begins with
a review of the criteria for a good paraphrase and an activity in which the student chooses the best
paraphrase from among several poor paraphrases. This module is followed by a discussion about
why the student chose that particular paraphrase and a review of the basic criteria for a good para-
phrase. This discussion provides another opportunity to dispel any myths about paraphrasing, rein-
force the characteristics of a good paraphrase, and ensure that the concept is clear in the students'

minds.

To teach the process of paraphrasing, a blackline master titled "The Five Steps to a Free Para-
phrase" scaffolds the process by dividing it into five steps. The tutor and student complete these steps
precisely, with the goal of offering the student a systematic model and experience of the paraphrasing
process. Various teaching opportunities, such as the use of dictionaries and thesauri to understand
academic vocabulary, use of brevity and academic register, clarification of grammatical rules and
lexis, often emerge at various stages in the procedure. The workshop is an opportunity to address
not only paraphrasing and citation practices, but also close-reading strategies needed for complex
sentence structure, vocabulary and grammar in academic text, paragraphing and the function of
sources in the paragraph, and various other language and writing-related tools and considerations.
However, the main objective of this module is to give students an opportunity to experience the pro-
cess of writing and embedding a correct paraphrase using their own linguistic resources. What fol-
lows is a description of each of the five steps in the paraphrasing process and the pedagogical actions

involved in each step.
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The Five-Step Process

To prepare for the first step in the blackline master, the tutor prepares a short piece of text (two to
three full sentences) from a journal article within the student’s subject area or an article that the
student has already read. The tutor enters the text in the first box of the blackline master, along with
the link to the journal article. Students may use this link to refer to the whole article or create a full
reference citation later in the process if needed. Figure 1 shows the original excerpt from Aday and

Yener (2014), an article with which the student was familiar.

The objectives of this research were to determine the factors that can possibly affect consumer
behaviour at the point of sale. The results of this study showed that socio-demographic properties
of consumers price, product quality, package type, package attributes labels and brands had
higher influence on the purchasing decision of food products. In general, therefore, it seems that
consumers in Turkey were not different from other countries’ consumers with respect to
purchasing behaviour. It can be concluded that expectations of consumers are becoming more
similar in the global world.

Figure 1. Original Text. Highlighted text will be paraphrased.

Step 1: Noticing words. The first step in the modelling process is modelling close reading. The
tutor and student begin by noticing any new or difficult vocabulary and look up their definitions in a
dictionary. Here there is an opportunity to talk about advanced, monolingual learners’ dictionaries,
and lexical concepts such as word sense, context or connotation. Jargon, technical language and
proper nouns, differences between academic language and basic language for communication, and
strategies for changing the vocabulary to suit the audience often arise at this step. The primary pur-
pose of this section is to get the student past unknown vocabulary to noticing ideas and eventually to

a fluent reading of the text. Figure 2 provides an example of this step of the blackline master.

Step 1: Check the words and concepts you do not understand in a monolingual dictionary.
Underline any technical words and proper nouns that you will need to keep.

socio-demographic properties - characteristics of a group of people, ex. Gender, sex, age, marital
status
attributes --

Figure 2: Noticing Words

Step 2: Noticing ideas. Since the cornerstone of paraphrasing is understanding the source text,

close reading is essential. When paraphrasing, writers focus on ideas that appear in sentences, not
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necessarily in paragraphs, and so sentence-level considerations become important. For language
learners, research suggests that fluency, and in particular, awareness of phrase boundaries and
thought-chunks are closely related to comprehension (Jiang, 2016; Frazier, Carlson & Clifton, 2006).
Given this connection between phrase boundaries and comprehension, teaching students to slow
down and pay attention to thought chunks promotes better comprehension of text (Rasinsky, 2011).
Furthermore, when reading complex academic text, paying attention to heavily modified phrases,
reduced clauses, subordination and coordination and other features of academic texts (Wong Fill-
more & Fillmore, 2012) allows readers to “unpack” the sentences and arrive at a more complete un-
derstanding of the text (Rasinsky, 2011; Wong Fillmore, n.d.). Having a designated space and time for
paying close attention to the intricacies of the text reinforces the importance of slow, careful reading
when text is challenging but rhetorically essential, as is the case with paraphrasing sources in order

to support or develop arguments.

Procedurally, the tutors model their own deconstruction of the sentence using a think-aloud strat-
egy. The think-aloud strategy makes the meaning-making process visible and demonstrates the type
of close reading students need to engage in when paraphrasing complex academic text. Figure 3

shows how a sentence can be chunked into smaller units of meaning for close reading.

Step 2: Read the text until you are sure you understand it. Break up the original into chunks of meaning
and number these chunks._

The results of this study showed (1) that socio-demographic properties of consumers
(2a), price (2b), product quality (2¢), package type (2d), package attributes (2e) labels
and brands (2f) had higher (4) influence (3) on the purchasing decision (5) of food
products (6) .

Figure 3: Chunking for close reading.

Step 3. Drafting. The next step is to transcribe the meaning of the original. At this point, I let the
student know that I will write my own paraphrase, but that I also want them to write their own so
that we can compare the versions. They read the text once more, and when they feel confident that
they understood the ideas in the sentence, they look away and write from memory, with the option
to glance back at the original if needed for comprehension. I ask them to write from memory to en-
courage them to use their understanding of the ideas and to distance themselves from the wording

of the original. This is the students’ first step away from the original wording and their first attempt
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at paraphrasing. On some occasions, some students have tried to memorize the text instead of grasp-
ing the ideas, so expecting them to write without looking at the language compels them to understand
the ideas in the text and think of other ways to express these ideas. When they try to paraphrase at
this point, students often notice how much they initially comprehended, which gives them an objec-
tive view of the effectiveness of their own reading process and propels them to adjust their reading

strategy.

[ usually ask students to type their answers in a Word version of the blackline master so that we
can easily compare it to the original text later, and [ write my paraphrase on a piece of paper. My
paraphrase will not be the focus of the later comparison, but it provides an example of how the text

could be paraphrased. Figure 4 shows an example of a student’s draft paraphrase.

Step 3: Cover the original, and write what you remember. Pretend that you are telling your
friend what you read.

This paper got the conclusion that the consumers’ choice of whether or not purchasing a type of
food will be strongly affected by the price of the product, the quality of the food, what types of the
food package, what the package of the food looks like, and the characteristics of the consumer such
as gender, age, sex, and so on.

Figure 4. Student’s Draft Paraphrase

Step 4. Comparison and revision. After the student writes the paraphrase, I copy and paste the
original and the draft texts in the blackline master. When we compare the original with the draft
paraphrase, we often notice that the paraphrase has remained close to the original. This gives us an
opportunity to review the principles of a correct paraphrase. I might also show the student my own
paraphrase so they can see that I also kept some elements from the original on my first attempt at
paraphrasing, and we talk about how I might change some of my vocabulary and sentence structure
choices to process the text more substantially. We also discuss whether they have omitted important

chunks of information or distorted the original's meaning in any way.

At this step, as we compare the original and the draft, we create a revised paraphrase. We incor-

porate the insight gained from the comparison and use grammar and sentence restructuring strate-
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gies to further process the text if needed. This step involves a lot of grammar and vocabulary discus-

sion, but by the end, we usually have a correct paraphrase. Figure 5 shows an example of this step.

Step 4. Copy and paste your paraphrase from step 3 in the box below. Perform a meaning and
structure check.

Mcaning check: Check your understanding of the text against the original. Make surc you have
included all the main ideas and have not changed the meaning or added extra information.

Structure and word check: Make sure you have changed the language, sentence structure and
idca arrangement significantly.

® Changed the sentence structure ® Changed the word order

® Changed parts of speech e Uscd a different way of defining

* Used synonyms * Used different types of connecting

e Used antonyms words

e Changed numbers to different forms * Kept key terms and proper nouns.

Changed the order of the main ideas
Original Draft paraphrase Revised Paraphrase
(corrccted version of the
draft
The results of this study This paper got the conclusion | This paper concluded that
showed (1) that socio- that the consumers’ choice of | the consumers’ choice of
demographic properties of whether or not purchasing a whether or not to purchase
consumers (2a), price (2b), type of food will be strongly a type of food will be
product quality (2¢), package affected by the price of the affected more by their own
type (2d), package attributes product, the quality of the social determinants, by
(2e) labels and brands (2f) had | food, what types of the food how expensive, popular or
higher (4) influence (3) on the | package, what the package of | superior an item is, and the
purchasing decision (5) of the food looks like, and the features of its packaging.
food products (6) . characteristics of the
consumer such as gender, age,
scX, and so on.

Figure 5. Comparison. Meaning and Structure Checks.

Step 5: Embedding. The next step is contextualizing the paraphrase. Here, we discuss the sepa-
ration of the writer's voice and the sourced information (Graff & Birkenstein, 2014), and discuss in-
text citations and the use of author-reporting words. We also talk about choosing only those parts of
the original text that suit the thrust of the paragraph. Understanding paragraph structure and the

functions of the components of a complete paragraph helps the student see how the paraphrase can
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support the topic sentence and the overall argument. This also helps students see the paraphrase as
not only a way to translate text, but also as a way to support one's argument and connect that argu-
ment to the existing scholarly discussions on a particular topic (Hirvela & Du, 2013). I have found
that most students find this step difficult to conceptualize, but this is when we can talk about choosing
only what is necessary to develop the argument and showing readers how the sourced information

supports the overall argument.

To demonstrate the embedding step, [ prepare a topic sentence related to the paraphrase's con-
tent in some way. If students have a good grasp of paragraphing, I encourage them to write the sup-
porting sentences themselves and complete the paragraph independently. If they need more clarifi-
cation, I use the think-aloud strategy to show my own in-text citation choices, idea parsing and the
creation of the supporting sentences connecting the paraphrase to the topic sentence. Figure 6 pro-

vides an example of a student’s revised paraphrase as it is embedded in the paragraph.

Step S: Embed the revised paraphrase in your paragraph. Show how it connects to the main ideas
and topic sentence. Add the appropriate transition words and any author reporting words if
necessary. Make sure the paraphrase fits in the paragraph logically and your paragraph is
grammatically correct. Add the in-text citation.

Marketing an expensive food product to middle class consumers can be a challenge. There are
many factors that can affect middle class consumers’ choices however, some factors have
more influence on their decision. Smith (2002) concluded that consumers’ choice of whether
or not to purchase a type of food will be affected more by how expensive, popular or superior
an item is. As a marketer, we need to consider all of these factors when creating a good
marketing strategy to persuade the middle class consumers to buy an expensive product.

Figure 6. Embedding.

Practice and Assessment

Once the student and I have worked through the five steps and applied them, the next step in the
learning process involves independent practice. I prepare another word document with a blackline
master that contains a piece of text that I want them to paraphrase and a link to the full article. The
student completes this at home and sends it to me for feedback. This is the student's opportunity to
take as much time as they need and use their own resources to create a paraphrase independently.
In the next session, I provide feedback, highlight their positive writing choices, and discuss any
changes that would improve the paraphrase. We also tweak the grammar, word use, and clarity if

needed. This is a great opportunity to provide feedback and instruction on vocabulary and grammar
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in a familiar context.
Evaluation and Reflection

To complete the paraphrasing module, students write a final paraphrase in the last session. This gives
the tutor a sense of whether students can independently write a paraphrase and whether they will
need further supports. As a final assignment, students write a short reflection paragraph to synthe-
size the content they have learned and further embed their developing source use practice into their
academic writing schema. The reflection helps students see how they have grown as academic writ-

ers and helps them consider how they can move forward in a better way.

None of the 17 students who completed this program had negative comments about the workshop.
In their sessions, most expressed gratitude for having access to this service. Their remarks suggested
that they appreciated being introduced to a step-by-step process and having an opportunity to clarify
their understanding of source use. Here are a few representative remarks from three students’ re-

flections:

“The other assumption which I was ignoring previously was to ignore the new words that [ don’t

did not know their meanings.” (G)

“I knew what the academic integrity and plagiarism are. ... However, I was not clear how much the

language changes we should make without plagiarism.” (H)

“My assumption about paraphrase was that my paraphrases must be more concise or shorter than
the original text. This assumption drove me being frustrated. After this tutoring session [ under-
stand that I need to write the original ideas in my own words no matter my paraphrase sentences
are longer or shorter; even I could use several sentences and omit some unimportant ideas. Now

[ feel more easily to write my ideas out on the paper.” (H)

“Before attending this classes I have been in lots of problems with paraphrasing. [ didn’t know

where to begin and how to make sure that my paraphrasing is enough.” (N)

The students’ reflections showed that there was growth in understanding of textual borrowing
conventions and an increase in confidence when writing and using paraphrasing to integrate sourced

information in their writing.
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Implementation Challenges

The main challenge to teaching paraphrasing while considering language learners’ needs is that this
requires a certain depth and range of expertise (Lawrick, 2016; Thonus, 1993, 2004; Blau and Hall,
2002; Harris & Silva, 1993) on the part of the tutor. Tutors need to provide individualized feedback
and assess the students’ citation knowledge, writing ability and language needs. Some students may
have misconceptions about using sources, and the tutor will have to address these in a culturally
sensitive way. Tutors also need to be familiar with various subject-area citation styles and will need
to be able to explain grammatical structures and lexical points. Tutor training would therefore need
to include a module on working with multilingual learners, content knowledge related to source use

and citation, and possibly an introduction to sentence structure and grammar for academic writing.

In addition, teaching paraphrasing in this way requires several regularly scheduled sessions with
the same tutor. The tutor does need to prepare for these sessions, which requires a substantial
amount of time and resources that may not always be readily available (Moussu, 2013; Lawrick,
2016). Also, while the pedagogy is quite feasible in larger classes or groups as demonstrated by
Wette (2015), the personalized feedback and support needed to facilitate meaningful academic liter-
acy, individual language development and writerly growth may be compromised when teaching and

giving feedback to a class or a small group.

In the present context, the university’s Academic Integrity Coordinator was responsible for the
referrals to the EAL specialist, and monitoring the students' progress and completion of the sessions.
Although students did express that they were happy to have access to these sessions, the Academic
Integrity Coordinator's involvement, and the fact that these one-to-one sessions were required to
complete the Faculty of Graduate Studies post-discipline conditions, most likely facilitated attend-
ance and completion of the modules. Despite these challenges, however, with proper training and
resources, this approach to teaching paraphrasing fits the needs of the students and is feasible in the

writing centre context.
Conclusion

Paraphrasing is one small component of mastering academic writing. Still, it is significant given its
frequent use in academic writing and the dire consequences students face when they do not para-

phrase or incorporate their sources correctly. The approach to teaching paraphrasing explained in
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this paper ensures that students have many opportunities to achieve a clear understanding of basic
source use concepts and facilitates the meaningful embedding of writing from sources into their ex-
isting academic literacy schemas in a low stakes learning environment, In most situations students
are expected to merely read the text and use “their own words” to produce a paraphrase, In this
approach, the paraphrasing process is scaffolded and the necessary language supports are in place
to help the student experience the “leap of faith” that is often necessary when moving from the
phrase to the paraphrase. Furthermore, having to work through an actual paraphrase gives students
a realistic awareness of the type of language, effort and time they need to invest when writing from
sources, which helps them plan their time more effectively. Through this comprehensive approach
to teaching paraphrasing, students learn how to read complex text carefully to comprehend it fully
and to identify the information they need to support their own arguments and effectively integrate
this information into their paragraphs. By emphasizing the meaningful use of sources and the utility
of the paraphrase in achieving this goal, this approach moves multilingual students closer to contrib-

uting their own voices to a particular field of inquiry.

Multilingual graduate students’ adjustment to western writing norms requires more than a one-
size-fits-all, superficial approach to introducing them to source use and Western citation. Source in-
tegration is difficult and can be overwhelming for second language writers. Providing equal access to
“one size fits all” resources is not equitable and does not promote internationalization nor inclusion.
Providing academic literacy supports that take into consideration the linguistic and cultural back-
grounds of graduate, multilingual students is the only way for post-secondary institutions to sustain

their own pedagogical and professional integrity.
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