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ABSTRACT  

The purpose of this study was to contribute to the research on Black 

students in higher education situated in the foreign language context and understanding low 

enrollment of Black students in foreign language courses. This study employed a qualitative 

research design, chronicling the experiences of 10 Black college aged junior and senior standing 

students at a Historically Black College and University (HBCU) in the southeastern region of the 

United States. This research explored the former and current experiences of Black students with 

foreign language and the influence of these experiences on students’ motivation to pursue 

foreign language study, utilizing a situative theoretical approach. Further, this dissertation 

examined the role of situative motivation in relation to students’ sociocultural and educational 

experiences. The findings revealed that there were multiple factors, such as, experiences with 

pre-collegiate instruction, instructors’ attention to African cultural information, and aggressive 

proactive communication of foreign language importance from family and instructors that 

influence Black students’ motivation to pursue foreign language studies at the collegiate level. 

The findings of this study indicated several implications for practice, policy, and future research 

at the K-12 and university level. This included professional development opportunities that assist 

educators with evolving their teaching styles, ensuring there is a fully developed foreign 

language curriculum at the university level, and also better marketing of the benefits of pursuing 

foreign language in college to K-12 and students who are attending post-secondary institutions.    
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CHAPTER ONE 

INTRODUCTION 

In a time where racial tension has become more apparent among various groups in the 

United States (U.S.), the prevalence of social and educational disparities and prejudices (Farkas, 

2003; Howard & Navarro, 2016; Phillips, Crouse & Ralph, 1998) have become more evident. 

The demand for reprieve of these disparities through a variety of avenues such as diversity and 

inclusion in education is becoming more pertinent (Bollinger, 2003; Leonard, Horvat & Riley-

Tillman, 2002). Practitioners have made attempts to be more inclusive and have fair 

representation in schools and other educational institutions so that “students from diverse racial, 

ethnic, and social-class groups will experience educational equality” (Banks, 1993, p. 3). 

However, because Black students have been at a disadvantage (DeCuir & Dixson, 2004; Farkas, 

2003) for an extended period, the U.S. educational system remains behind on closing the 

achievement gap between Black students and their counterparts (Gillborn, 2008; Ladson-

Billings, 2006; Noguera, 2009; Stephens, Hamedani, & Destin, 2014).  

Before taking steps forward to closing the achievement gap between Black students and 

their counterparts and making attempts of progressive change, it is necessary to first understand 

how this injustice of educational inequality has been perpetuated through the educational system, 

specifically with respect to foreign language education. One area to highlight and consider within 

this faulty education system, which is further explained in the next chapter, is the perception and 

treatment of Black1 students who do not speak “academically” in their classroom. Additionally, 

 

1   For this study, I will use the term Black. I will use African American only when I cite a study 

or quote from a researcher who uses the term African American. 
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situating the negative views Black students may have about their own language abilities along 

with other affective factors in the foreign language context are several modes of exploration of 

the barrier to equitable education. Understanding these differences in their sociocultural and 

educational experiences will allow researchers to cultivate an in-depth understanding of Black 

students’ motivation or lack of motivation to pursue foreign language study by identifying a 

variety of factors outside of students’ control. These outside factors include the implicit and 

explicit messages a student receives from the educational system. This in-depth understanding 

through research should eventually lead to the development of effective strategies and techniques 

for this demographic of students in the foreign language field. However, an important question to 

consider is, what current research focuses on Black students in the foreign language context? 

Additionally, what research is there that considers motivation and foreign language? Researchers 

must consider the background of the problem before going forward in an attempt to find 

solutions. 

Background of the Problem 

Much research on the motivation of students to learn a second or foreign language has 

been conducted at the collegiate level (e.g., Al Rifai, 2010; Busse & Walter, 2013; Hseih, 2008). 

Most of the literature on students’ motivation in foreign language settings at this level centered 

on self-efficacy (Busse & Walter, 2013), attitude (Al Rifai, 2010), and student effort (Clément, 

Dörnyei, & Noels, 1994). Thus, over the years, motivation in the foreign language field has been 

investigated predominately from a quantitative approach (Al Rifai, 2010; Busse & Walter, 2013; 

Hseih, 2008). However, researchers have attempted to diversify the methodology (e.g., Anya, 

2011; Mercer & Ryan, 2010; Moore, 2005) to obtain rich and detailed information about this 

area. Although research from a psychological approach on foreign language has grown over the 
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past 40 years (e.g., Dornyei & Csizer, 2006; Gardner & Lambert, 1972; Kondo-Brown, 2013; 

Ogbu, 1992; Renandya, 2015) and has diversified in methodology, Elliot and Dweck (2005) note 

that there still is a lack of diversification in the populations studied overall in the current research 

on motivation. As a result of the lack of diversity in the literature, Elliot and Dweck (2005) have 

called researchers in their respective fields to conduct additional investigations to include more 

racially and ethnically diverse populations.  

Scholars Moore (2005) and Anya (2011) answered the call-to-action by exploring Black 

students’ identity and development in foreign language courses and reasons for low enrollment 

of Black students in these courses. Although they provided explorations of these areas, there is 

limited discussion in foreign language literature about Black students and the motivation driving 

their interest to continue foreign language study at the collegiate level (Anya, 2011; Moore, 

2005). If little is known about the motivation of ethnic populations (Elliot & Dweck, 2005), and 

specifically as it pertains to Black students, researchers should conduct more studies on the 

motivation of Black students as one method of reflecting on the diverse population in society and 

college campuses nation-wide. This research is especially important when considering the main 

issue of Black students’ motivation for foreign language study pursuit in a society where 

globalization (i.e., international integration of people due to mutual business, technological, or 

philosophical exchanges) has been on the rise.  

Statement of the Problem 

Today, globalization has rapidly grown and has created a sense of interconnectedness and 

interdependence among nations (Cottle, 2011). Because of globalization and immigration in the 

U.S., the need for students to leave college having acquired a second or third language is 

becoming more imperative to be competitive in today’s job market. It is even more crucial 
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because of the demographical shift occurring in the U.S. (e.g., Pew Research Center [PRC], 

2016). The Hispanic population alone has grown from being 6.4 % of the population in the U.S. 

in the 1980s to more recently 17.4 % of the population in the U.S. in 2014 (PRC, 2016). This 

growth of the Hispanic population does not consider other immigrants in the U.S. Thus, the 

ramifications of not being able to speak and comprehend another language in the United States 

are great and even greater for Black students because of this shift in demographics, especially 

because of the general unwillingness of immigrants such as the Hispanic population to assimilate 

and learn the language of the host country (Larsen-Freeman & Long, 2014).  

The consequences of not having the capability to speak and comprehend another 

language in the United States are greater for Black students as a result of the continuous 

disadvantage Black students have endured over the years (Decuir & Dixson, 2004; Farkas, 2003) 

since their inception in the U.S. as involuntary minorities (i.e., Ogbu, 1992) via the African 

diaspora. Since this inception, many Black students continue to have deficiencies in their 

academic and societal achievement (DeCuir & Dixson, 2004; Farkas, 2003). These deficiencies 

in achievement are a local, state, and national issue (Orr, 2003; Gillborn, 2008). This deficiency 

and lack of motivation with learning includes the foreign language context (Smitherman, 1977; 

White & Ali-Khan, 2013; White & Lowenthal, 2011). In the current society where diplomats, 

researchers, and various members of the community are starting to dissect the racial issues in the 

U.S., foreign language researchers must review how this deficiency came into existence, in what 

ways this deficiency has developed and transformed over time, and how it intersects with the 

decline in motivation for Black students to pursue foreign language learning. While considering 

this junction, it is important to comprehend how the current study intersects with past and current 

literature. 
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Purpose of the Study   

The purpose of this study is to expand the current and past literature on the Black 

population by exploring their experiences associated with language learning and motivation to 

continue foreign language studies beyond the language requirement most universities require to 

be considered for acceptance into their institutions (Thomas, 1972). Expanding research on this 

population is especially important when considering the significance of the study for the Black 

population.  

Research Questions  

Employing a situative approach to motivation, I explored a holistic view of Black 

students’ various experiences in different settings and how those experiences contributed to their 

motivation to pursue foreign language studies. More specifically, the following research 

questions were used to guide the investigation:   

1. How do university level Black students at an HBCU describe their experiences about 

foreign language studies?  

2. How have Black students’ daily and foreign language learning experiences shaped their 

motivation for continued foreign language study at the postsecondary level?  

Significance of the Research  

A high percentage of Black students do not desire to pursue foreign languages (Moore, 

2005) and although there has been research that began the discussion of this issue (Davis & 

Markham, 1991; Guillaume, 1994; Pratt, 2010), foreign language researchers and practitioners 

are still not entirely sure why many Black students refuse to pursue foreign languages even with 

the increasing globalization of the world. Guillaume (1994) stated that Black students do not 

pursue foreign language studies because teachers tend to steer African American students 
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towards less academic career routes (e.g., Hall & Post-Kramer, 1987). This is in addition to a 

failure to include Afrocentric perspectives in instruction and traditional historical views about 

speaking foreign languages. While this still may be true, researchers should consider other 

identifiable factors that contribute to Black students’ low enrollment and lack of interest in 

foreign language. Moore (2005) recently explored African American students’ opinions of 

foreign language study in her effort to understand the low-enrollment of Black students in 

foreign language courses. Her findings revealed that Black students’ family as well as their prior 

foreign language experiences did not motivate them to continue foreign language studies at the 

collegiate level. In other words, in addition to family input, there were prior experiences with 

foreign language that served as inhibitors to these students’ motivation. Furthermore, Moore 

(2005) found that her participants suggested “more aggressive dissemination of information to 

African American students at the college level about the advantages on pursuing foreign 

language study” (p. 191).  

Despite the ideas mentioned to increase Black students’ motivation to pursue foreign 

languages, researchers in the field must also consider the various experiences and educational 

differences Black students bring to the foreign language learning setting (Pratt, 2010). However, 

because there is not extant literature on this area (Moore, 2005), researchers and practitioners are 

not certain why a high percentage of Black students decide not to pursue foreign language 

studies at the collegiate level. For this reason, researchers must provide further investigation of 

this population and research setting. It is imperative that more research is produced on this area 

because of the benefits foreign language can provide Black students after graduating. The 

students can have the benefit of having more marketability and potential socioeconomic and 

economic advancement. Because we live in a society that will eventually have major companies 
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valuing and, in some cases of employment, requiring the individual to speak at least one other 

language besides English (New American Economy, 2017), Black students not pursuing foreign 

language affects their chances of obtaining positions with top businesses.  

If the experiences and motivation of Black students are understood, and the reasons why 

this population of students shows a lack of interest in foreign language studies in today’s 

globalized society, it is more likely that researchers will be able to develop interventions that are 

sustainable and successful. These interventions would help Black students learn the foreign 

language they choose effectively and efficiently to compete in the global economy in and outside 

of the United States and possibly increase the number of Black students obtaining foreign 

language degrees (African American Linguist [AAL], 2015). Researchers, educators, policy 

makers, Black communities, and the students themselves will benefit from the findings of this 

study. However, there are a significant number of implications for possible solutions in reference 

to the attainment of better understanding of Black students’ experiences associated with language 

learning and their motivation to continue and to pursue foreign language studies. 

To extend the literature on the Black population and examine their experiences, the study 

employed a case qualitative research design. I, the researcher, chronicled the experiences of 10 

Black students who were, at the time, junior and senior level students pursuing a psychology or 

political science undergraduate degree. These students were selected as a result of the career 

options available to these majors such as international relations and public servant type positions 

(Collins, Knotts, & Schiff, 2012; Sternberg, 1997). Furthermore, the study provided these Black 

students with an opportunity to extensively reflect on their past experiences with foreign 

language learning as well as other pertinent experiences that may have contributed to their 

motivation (or lack thereof) to continue foreign language learning at the collegiate level. The 
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study chronicled their experiences by employing semi-structured interviews (Merriam, 2009) and 

a questionnaire to guide the successive follow-up interviews after the initial meeting. After 

completing these interviews, I analyzed the data by comparing and synthesizing these students’ 

experiences and how they do or do not shape the students’ motivation. Additionally, I identified 

in what ways their past experiences in school, home, and social settings have contributed to their 

motivation to pursue foreign language studies in a society moving towards globalization by 

situating the Black students’ motivation (Nolen, Horn, & Ward, 2015). Furthermore, it was 

important that I considered how to conceptualize motivation for this study.  

Conceptual Framework 

Researchers have attempted to initiate a conversation between theorists who have studied and 

conceptualized motivation using psychological theories such as achievement-goal 

theory (Maehr & Zusho, 2009), self-determination theory (Deci & Ryan, 2011), and personal 

investment theory (Maehr & McInerney, 2004) with situative theorists (Nolen & Ward, 2008; 

Volet, 2001) to gain a better understanding of this concept of motivation. However, despite the 

understanding of the various forms of motivation (self-efficacy, attitude, affective filter, 

integrative and instrumental motivations), the dichotomous nature and isolation of motivation 

constructs by which many researchers conducted their studies did not acknowledge the 

complexity of human development and their experiences (Švrakić, Švrakić & Cloninger, 1996). 

The acknowledgment of the complex nature of humans (Švrakić, Švrakić & Cloninger, 1996) is 

especially important when considering motivational factors that contribute to learners’ 

development. Thus, the shift in focus in literature on motivation from isolated constructs (e.g., 

Deci & Ryan, 2011; Maehr & McInerney, 2004; Maehr & Zusho, 2009) to situating students’ 
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motivation (Greeno, 1998) helped to assist in researchers acknowledgement of complex human 

development. 

Greeno (1998) first introduced situating students’ motivation within their contexts in his 

seminal study on middle school mathematics through application project groups. As did Nolen, 

Horn and Ward (2015) and Greeno (1998) discussed the importance of both cognitive and 

behavioral approaches to motivation; however, Greeno mentioned that situating both concepts of 

motivation to identify the complex pieces that characterize a learner’s motivation would provide 

advantages of understanding motivation. To situate students’ motivation in its 

context, Greeno (1998) found it necessary to draw on a variety of ideas in the analysis, which 

included social practices and interactions. Using this approach, researchers describe learning as a 

change in social practice, or “doing in a historical and social context that gives structure and 

meaning to what we do” (Wenger, 1998, p. 47). In other words, social practice is engaging in 

various activities based on the historical and social experiences of the individual and what 

engaging in these activities means for the individual in context as well as in different settings. 

These researchers discuss the importance of acknowledging the social construction of students’ 

interests in various learning activities. To put it another way, researchers cannot only account for 

students’ individual thoughts and beliefs about learning a given subject or task; they must 

consider students’ social context via observation or allowing the student to narrate their activities 

and their meaning.   

Hidi and Renniger (2006) similarly expanded on this idea of social interaction when 

describing individuals’ interest-development as being triggered in individuals’ social 

environment and maintained across various contexts. In other words, a student who is motivated 

or has maintained “situational interest” in a task or area, was first triggered by some contact 
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within the student’s social world. This contact and maintenance in the educational system may 

include discussion of varying topics among peers, cues from teachers, and school assignments. 

External support from peers and others in students’ surrounding, in addition to meaningfulness to 

the students, contribute to their motivation   

Nolen, Howard, and Ward (2015) found the situative approach to motivation provided a 

more detailed description of participants’ motivation. Because of their analysis, the researchers 

suggested that motivation is “more complex than current models account for” (p. 236); therefore, 

it would be difficult to design interventions that would develop students’ motivation to learn 

based on those models. Most motivation theories seek to describe the motives of students to learn 

based on their thoughts, beliefs and interpretation of their own context (Nolen, Horn, &Ward, 

2015). However, a situative approach integrates a variety of perspectives.  

To position this perspective in the current study, students’ experiences- both past foreign 

language learning as well as current daily experiences- were the focus of the study and it was 

necessary to allow Black students to narrate their stories and their meaning. Allowing students at 

the university to narrate their experiences regarding foreign language learning allowed me to 

obtain rich data from their varying perspectives.  This dissertation study utilized situative 

motivation as a conceptual framework to facilitate this process.  

In summary, although research on the various constructs of motivation and foreign 

language learning-motivation has advanced further knowledge of this concept, it remains that 

research on the Black population in foreign language and motivation is limited. Researchers have 

progressed in their understanding of motivation but similar research on Black students is needed. 

This is imperative because research has already shown that teachers need to redefine their own 

pedagogy and incorporate different instruction styles (Alim, 2007). This dissertation study 
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addressed some of these issues and elicited recommendation for future research on the 

motivation of Black students such as obtaining additional information about foreign language 

importance from the perspective of parents, teachers, and advisors and also gathering more data 

from other Historically Black Colleges and Universities (HBCUs) in Florida and across the 

nation to note any similar issues. In addition, the study elicited my recommendations to policies 

and practices such as a focus of how policies affect student curriculum flexibility to allow 

foreign languages and policies that allow students to take foreign languages at other institutions 

based on the findings. Before moving forward with the research on this group of students, it was 

important to have a lens that guided the study. The conceptual framework provided served as that 

lens and provided a structure of analysis for the research questions of this study during data 

analysis. Exploring these students’ experiences holistically allowed me to gain an in-depth 

insight into these Black students’ motivation. The findings obtained through this research proved 

to be significant to the community it represents, and the body of literature from which it was 

drawn.  

Definition of Key Terms  

The following terms will appear throughout this study. To provide a clearer 

understanding of how the terms are being utilized across the study, I present the definition of 

terms to which I will refer throughout the study.  

Black students—individuals who identify as Black Caribbean, African, British (Berthoud, 1998), 

Afro-Hispanic or Afro-Brazilian (Butler, 2001).  

Foreign language learning—the intentional and unintentional acquisition of a foreign language 

in various settings; however, foreign language learning has predominately been referred to as 

taking place in a foreign language classroom (Schmidt, 1995). 
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Foreign language studies— the intentional study of a foreign language in a classroom setting 

(Schmidt, 1995). 

Motivation—the desire or emotion that causes a person to act in a certain way (Gardner & 

Lambert, 1972). 

Situative motivation—an approach to motivation, which considers the motivation and 

engagement of people in both formal and informal learning contexts as well as within, and across 

social contexts over time. It considers “the contextual differences, developmental differences, 

and individual differences in learners’ motivation” (Nolen, Horn, & Ward, 2015, p. 237). 

There is more than one definition for several terms listed that various scholars have 

defined; however, the ones employed are the ones selected for this study. This overview of terms 

will assist in the understanding of the direction the research takes in addition to an overview of 

the methodology for this study. 

Overview of Research Design 

This research adopted a case study approach designed to investigate student participants 

and their foreign language experiences by providing rich descriptions of the case and the themes 

that emerged. The investigation of these students’ experiences assisted in situating students’ 

motivation to pursue foreign language at the collegiate level. The methodology considered how 

multiple factors in students’ contexts shape their motivation to pursue foreign language study in 

college. Multiple sources were used to collect data ranging from student interviews, student 

survey responses, and administrator/staff responses in order to triangulate findings; this approach 

was a guiding principle of the research design. 

The study employed a criterion sampling technique, which focuses on sampling 

participants who meet specific criteria. The participants participated in a series of interviews, to 
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which they responded to questions that focus on their past educational experiences with a foreign 

language as well as past social experiences focusing on the topic. Additionally, participants were 

also given a questionnaire to obtain additional information about the students’ past with foreign 

languages and decision making mindset about foreign language, which assisted later analysis of 

the cases.  

Limitations and Delimitations  

Although it is important to briefly review the methodology of this research, it is also 

important to know in what ways the study is limited or not limited. As a result of the nature and 

context of the study, the sampling technique is necessary to assist with the external validity and 

to set a boundary for the scope of the study. The selection process is an integral part in the design 

of the study (Creswell, 1998) and affects data analysis if not accurately completed. Purposive 

criterion sampling is the most logical technique because it focuses on candidates who meet the 

criteria set by the researcher; in this case, the criteria focus on similar characteristics, 

demographics, and major selection. Additionally, Black students were chosen at the collegiate 

level because it is the last institution of education for some Black students before they enter the 

workforce. The university is one of the last educational institutions that help Black students to 

learn the skills and knowledge to be more competitive in the workforce because of the various 

skills learned at the collegiate level. However, a limitation to this study is the inability to 

generalize to all Black students entering the work field. It is not possible to generalize to all 

Black students because not all students attend college or university for higher education and 

learning a foreign language may or may not be needed to be competitive in the workforce. 

Another limitation is the inability to generalize to Black students at the community college level 

or to general college/university settings because the research setting was at a Historically Black 
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College and University (HBCU) in the southeastern region. It may be possible to replicate the 

study at similar institutions. The HBCU where the study was conducted is one of the nation’s top 

10 producers of African Americans bachelor degrees and has several satellite campuses. In 

addition, to having a college of pharmacy that offers nationally accredited MPH and DrPH 

degree programs, the university has students from various parts of the United States and also 

from more than 70 countries such as Egypt, Netherlands, and Brazil.  

 Although situated motivation researchers would consider observing (Black) students in 

their context (Nolen, Horn, & Ward, 2015), a limitation to this study was that it was not able 

observe the participants’ past and daily lived experiences. However, interviewing students was 

the best method to obtain information about their past experiences. In addition, the time was 

constrained to several weeks over the course of a semester because this is a dissertation study. 

Lastly, the study was organized methodically to ensure that the researcher returned to literature 

for assistance with the analysis and findings of the study. 

Organization of Dissertation 

 The study is divided into five chapters, including this introduction. Chapter 1, the 

introduction, presents a general overview of the problem, significance of research and provides 

background information about Black students’ past and current situation in the foreign language 

context. Chapter 2 provides a review of relevant literature as it pertains to Diversity and 

Inclusion the workforce, evolving globalization the United States, the evolution of foreign 

language learning and motivation to learn a foreign language, implications of Black students’ 

experiences with foreign language and the history of Historically Black Colleges and 

Universities (HBCU). Chapter 3 outlines the methodology used in this study, including an 

explanation of the methods and instruments used for data collection and analysis and research 
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questions. This chapter also provides demographic information about participants. Chapter 4 

describes the main findings from the study. The dissertation concludes with a discussion and 

interpretation of the findings, with consideration of the research questions, literature review, and 

conceptual framework.  
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CHAPTER TWO 

 REVIEW OF THE LITERATURE  

This study focused on Black students’ experiences in foreign language.  The literature 

review first explores the importance of diversity and inclusion in business and how post-

secondary institutions can provide students of various backgrounds with the tools to excel in a 

workforce that is becoming more globalized. Next, I explore the role of motivation in students’ 

willingness to learn a second language. I explore the evolution of motivation, more specifically 

second language motivation, and the various types and contributing factors of motivation (i.e., 

integrative, instrumental, self-efficacy, etc.) over the years. Following this, I examine Black 

students’ foreign language experiences from various perspectives of the literature including 

language distinctions of these students and the experiences because of their language difference. 

The literature ends with the discussion of HBCUs and how they contribute to the success of 

Black and minority students and how they should prepare their students to be global citizens and 

interact with those from various backgrounds as a result of internationalization. The review of 

literature culminates by positioning the study in a situated approach to motivation.  

Diversity and Inclusion in the Workforce 

Diversity and inclusion are buzz words that have increasingly become topics for 

discussion in various professions and fields such as psychology (Holvino, Ferdman, & Merrill-

Sands, 2004), higher education (Otten, 2003), theatre (Wooster, 2009), and business (Jayne & 

Dipboye, 2004). However, there is still room for growth in diversity for these fields, especially 

for students entering the workforce after graduating college. When businesses and researchers 

consider these various areas, the purpose of diversity in business would be to develop a culture in 

the company that fosters a progressive environment that can handle a diverse “customer base” 
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(Jayne & Dipboye, 2004, p. 409). Despite the understanding that diversity enhances creativity 

and problem-solving capability (Hennessey & Amabile, 1998), business organizations are still 

finding it difficult to create a diverse workforce. Basset-Jones (2005) mentioned that the 

difficulty in creating diverse environments could be due to retention of scarce skills and 

“preferring as they do, the conflict-reducing influence of homogeneity” (p. 169) for a work 

environment because it is conflict-reducing and comfortable for the dominant group. Although it 

is beneficial to the dominant group to have a lack of diversity, in some instances it creates a 

white-washed hostile environment for ethnic employees (Holzer, Offner, & Sorensen, 2005; 

Mong & Roscigno, 2010) such as Blacks who experience discrimination with narrow upward 

mobility and subjective promotion decisions in the labor market. Additionally, a lack of diversity 

creates a lack of knowledge for employees about their consumers from various backgrounds, and 

knowledge about these various backgrounds is imperative because of the constantly growing 

workforce (Feely & Harzing, 2003; Salt, 2008) 

Globalization Evolving the U.S. Labor Market 

With the globalization of various businesses and companies contributing to a workforce that 

is constantly evolving (Salt, 2008), it important that more students leave their universities 

prepared for global interactions. Universities can prepare students to do this by offering study 

abroad programs and foreign languages that will allow them to gain cross cultural competence 

and interact across cultures once they have gone into the workforce (Engle & Engle, 2003). 

However, recent statistics show that only 1% of students pursuing an undergraduate degree in the 

U.S. participated in a study abroad program during their pursuit of a Bachelor degree (OPE 

[Office of Post-Secondary Education], 2009) and that number was even lower for minority 

students (NAFSA [Association of International Education], 2003; Institute of International 
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Education, 2006; National Center for Education Statistics, 2006). An alarming finding was that, 

out of 53 HBCUs (Historically Black Colleges and Universities), 844 students participated in a 

study abroad program during the 2003-2004 academic year with a majority of the HBCUs not 

having a full-time study abroad coordinator (Norton, 2008). If HBCUs students and other Black 

and minority students cannot travel abroad, the other alternative for preparing them to be global 

citizens would be learning a language—especially with the demand for bilingual workers that 

can speak Spanish, Chinese, and Arabic rising between 2010 and 2015 (New American 

Economy, 2017).  

Evolution of Foreign and Second Language (L2) Motivation Research  

L2 motivation: socio-educational factors 

In spite of the demand for bilingual workers increasing over the years, enrollment of Black 

students in foreign language courses at the university level are low (Moore, 2005). To better 

understand possible factors that may contribute to this phenomena, researchers may want to 

consider exploring Black students’ motivation with regards to second language (L2) learning. 

Researchers must understand how L2 motivation has evolved over time through the investigation 

of motivation by influential researchers in the field.  

A prominent researcher in the field, Gardner (1985), developed a social psychological 

framework. Gardner’s socio-educational model presented the perspective that learning a second 

language cannot be explained solely by students’ ability to learn a language or their attitudes. 

Gardner argued students’ individual differences were determining factors in understanding their 

foreign language-learning processes and their outcomes. Gardner (1985) believed these 

individual differences have a direct influence on students’ achievement in the foreign language. 

The differences included student (1) intelligence, (2) language aptitude, (3) motivation, and (4) 
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situational anxiety. When researchers and practicing professionals only focus on students’ 

competency, they neglect these several factors that contribute to students’ achievement in foreign 

language learning. Noted, motivation was a component of this model, which Gardner (1985) 

defined as the effort and desire students have in association with foreign language learning and it 

was a key determiner and helped to explain how actively students sought to acquire language 

knowledge.  

Because motivation is dynamic (Dörnyei, 2000), it is imperative that researchers identify in 

what ways motivation is complex and research it in the same manner. Out of his socio-

educational model, Gardner (1985) developed the Attitude Motivation Test Battery, in which he 

introduced several new concepts. The new concepts offered teachers methods to increase student 

motivation and participation. Like Gardner (1978) and Gardner and Lambert (1972), Dörnyei 

(1994) began synthesizing research in psychology and second language (L2) research on 

motivation to identify methods to assist teachers in increasing students’ participation and 

motivation in the foreign language classroom. Since the inclusion of educational psychology 

constructs (i.e., motivation, attitude, self-efficacy, anxiety, etc.) in second and foreign language 

research, many past and current studies extended, tested, and explored the idea of these concepts 

(Al Rifai, 2010; Busse & Walter, 2013; Csizér & Lukács, 2010; Dörnyei, 2009; Hseih, 2008; 

Norton-Pierce, 1995; Norton, 2000; Shaaban & Ghaith, 2000; 2003). The psychological concepts 

of motivation, attitude, self-efficacy and anxiety also included the inspirations for students in 

language settings.  

Integrative and instrumental motivation 

 Of the psychological ideas explored, Shaaban and Ghaith (2000) sought to specifically 

examine the inspiration to learn a second language. They mentioned two constructs in terms of 
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motivation before they examined the incentive to learn English as a foreign language (EFL) of 

180 university-bound Lebanese students. The two constructs, integrative and instrumental 

motivation, came from Gardner and Lambert’s (1959; 1972) research on motivation.  Integrative 

motivation shows that learners desire to identify with the target culture and instrumental 

motivation identifies the need to fulfill a practical objective, such as a graduation requirement. 

Simply, students who want to learn a language because they want to become closer to the people 

who speak the language and closer in understanding the culture have integrative factors that 

contribute to their motivation to learn a foreign language. They want to integrate into the culture 

and lives of those who speak the language. Conversely, students who learn a language as a result 

of practical reasons, such as getting a good grade or a job, or meeting a requirement to graduate 

have instrumental factors contributing to their motivation. In other words, they use learning the 

language as an instrument (i.e., a tool to accomplish their goals). 

For their study, Shaaban and Ghaith (2000) administered a modified motivation scale to 

collect information about students’ motivation. They analyzed the data and found several factors 

of motivation were related. Shaaban and Ghaith (2000) found integrative motivation, effort, 

valence (value of proficiency achievement reward), and self-estimation of ability were related 

factors of motivation for learning English as a foreign language (EFL). There was a high 

positive-correlation between what learners expected and their total motivation. To further 

explain, according to the analysis, if students had high expectations for their acquisition, they 

displayed higher levels of motivation. In other words, similar to the findings of Shaaban and 

Ghaith in 2000, Hseih in 2008 found students’ motivation levels related to learning the target 

language as well as their desire to relate to people in the culture (i.e., integrative motivation) 

were predictors of their language achievement. In addition, Shaaban and Ghaith (2000) 
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suggested this strong correlation may be a variable examined in future research on motivation 

and second language learning. If any students were expecting not to do well in a foreign 

language (L2) classroom, and did not have a desire to relate to people in the culture of the second 

language, they would most likely do poorly. Because of this perceived future failure, the 

students’ motivation is lower and their desire to learn is diminished.  

Attitudes and motivation 

 Considering what the findings in the literature demonstrates happening to students’ 

motivation for foreign language study when students believe they do not have the ability to 

perform well (Shaaban & Ghaith, 2000), future investigation should also consider how students’ 

past educational experiences and other contributing factors to student motivation in regard to 

foreign language learning influence students’ desire to continue foreign language. Shaaban and 

Ghaith (2000) examined the incentive to learn the target language and motivation. Al Rifai 

(2010) extended the argument further by studying students’ attitudes, motivations, and 

difficulties involved in learning a second language. Additionally, he investigated possible factors 

that may affect motivation to learn the language and he described motivation as a collection of 

factors that gives behavior energy while also directing it.  

To gather information about students’ attitudes, motivation and difficulties learning 

language, Al Rifai (2010) conducted an independent sample t-test on collected data from 107 

students in Kuwait. On average, students’ attitudes toward learning English were positive. The 

researcher found a positive correlation existed between students’ attitude and motivation. Al 

Rifai (2010) found as students’ attitudes increased positively, the students’ integrative and 

instrumental motivation increased. If their attitude towards learning the language, in this case 

English, increased positively, the students received much more knowledge from the class and 
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instruction. If their attitude changed, it was more likely they would receive benefits from 

changing their learning strategies to fit the purpose of the class. The change in learning strategies 

to fit the purposes of the class in return would help them more with learning English. Al Rifai 

urged English instructors to make their classes more interesting to keep the students motivated to 

participate and attend the class. Although Al Rifai (2010) urged instructors to modify their 

instruction to make it more engaging, students may still question their ability to complete and 

achieve in their foreign language courses.  

Self-efficacy, achievement, and motivation 

Understanding the importance of students’ self-efficacy and students’ motivation toward 

language acquisition, Hsieh (2008) investigated the notion of motivation as a predictor of foreign 

language achievement. Hseih examined the interaction between educational psychology 

constructs (i.e., interest, attitude, anxiety, etc.) and second language motivation in a foreign 

language setting to address how these concepts are related to students’ foreign language 

achievement. The researcher examined 249 undergraduate students learning Spanish, German, 

and French. After a MANOVA statistical analysis to understand students’ interest, attitude, 

motivation, and anxiety toward the language the students were learning, Hsieh (2008) found her 

data corroborated past research in which self-efficacy was a predictor of students’ foreign 

language (L2) achievement. Students’ self-efficacy and positive attitudes towards the language 

also positively correlated with students’ final course grades. If students had a higher level of self-

efficacy, they had a higher course grade and if students had a lower level of self-efficacy, the 

students had a lower course grade.  

Hseih’s (2008) notion that students’ motivation and self-efficacy are key determiners in 

their foreign language achievement is supported in further investigations of these constructs 
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(e.g., Al Rifai, 2010; Busse & Walter, 2013). When students believe they have the ability to learn 

and speak the target language, they will have higher foreign language achievement compared to 

students who believe they cannot learn and perform. Busse and Walter (2013) found many 

students have an unfavorable view of language-learning and believe it is too challenging as they 

identified several reasons modern foreign language courses are losing student enrollment. To 

shift students’ perspectives, the authors sought to understand why students held negative views. 

Busse and Walter (2013) viewed motivation as a means of understanding why students embarked 

on the journey of learning a foreign language and why there is or is not a continuation of that 

journey. The researchers observed first–year students studying German as a foreign language 

(L2) at two major English universities with large German language departments. The researchers 

gave the freshmen students a questionnaire, which focused on students’ wish for language 

proficiency, intrinsic motivation, self-efficacy, effort, motivational state, and demographic 

information. They were later invited to do a follow-up interview, and 42 students from the two 

universities accepted the invitation.  

Based on the results of the questionnaire and interviews, students were not very confident 

about their ability to deal with the varying language tasks they would have to complete at the 

university level. The researchers noted three trends that occurred during data collection: “a slight 

rise in students’ wish for language proficiency, and declines in intrinsic motivation and in self-

efficacy for listening and speaking” (Busse & Walter, 2013, p. 449). Busse and Walter suggested 

that a decline in students’ intrinsic motivation and self-efficacy with regards to their speaking 

and listening paralleled a decline in perceived effort for course tasks (i.e., learning new words in 

language class, spending time on translations, etc.). In other words, if students believed they 

could not perform a task, their lack of confidence prevented them from learning and in turn 
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caused them to have a poor performance. This idea is similar to Dweck’s (1999) theory on fixed 

beliefs. If students have a negative fixed idea about their language and language learning 

abilities, they will have less motivation and be less inclined to acquire the language. Using 

similar methodology to gain an understanding of Black students’ past sociocultural experiences 

prior to the foreign language class, such as in language arts, would help to provide a qualitative 

approach to analyzing the data on this population of students. Students still bring their own 

sociocultural views about language-learning into the classroom, and this factor makes it 

imperative for researchers and educators to learn the background and context from which their 

learners come and why their students may have these negative views. 

Black Students’ Educational Experiences  

Voluntary-involuntary minorities 

 Cummins (2000) argued that to understand why students choose to engage or disengage 

in their academic efforts, researchers must first acknowledge that human relationships are at the 

center of how education is executed. To put it another way, students are more likely to display 

more effort when they feel their teachers care and believe in their capabilities (Wentzel, 1997), 

and the opposite would hold true when students recognize that their teachers doubt the students’ 

capabilities. Poplin and Weeres (1992) found, in their study that not “forming a relationship” was 

the dominating topic in regard to the issues culturally diverse students had with U.S. schooling. 

The students did not feel respected, felt disconnected to their school and teachers, and did not 

feel affirmed. The teachers in this school setting where Poplin and Weeres conducted their study 

did not understand these students, so the teachers could not relate to them. In other words, 

because there was a difference in culture and background-experience, it was difficult for both 

parties to forge a relationship; this difficulty led to a divide between the student, the teacher, and 
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the desire to learn. Recognizing this divide, researchers should attempt to identify from where 

this doubt of students’ capabilities could have come (Cummins, 2000). 

One explanation of this divide could be explained as Ogbu (1992) describes in his theory 

of voluntary and involuntary immigrant minorities. According to Ogbu (1992), voluntary 

minorities are immigrants who move to a country of their own free will for a better life, in 

contrast to involuntary minorities who are forced to another country against their will. In the 

context of the United States and for this study, the involuntary minorities are African American 

(Black) students because of the history of slavery dating back as early as 1619 (Smitherman, 

1977). Cummins (2000) seems to agree with Ogbu’s idea that voluntary minorities manage to 

excel academically, and involuntary minorities tend to experience more academic hardships. 

Cummins attributed these differences in success and failure to the idea that voluntary minorities 

immigrate with an expectation of a better life and they have no insecurity regarding their own 

identities. This idea contrasts to involuntary (Black) minorities who were transported into society 

against their will and denied the right to “fair” participation in the educational system. They were 

denied the right to education at first as slaves and then received scant education after 

emancipation (Kluger, 2011). In other words, the education they received did not prepare them to 

be critical thinkers — in contrast to those with higher status in the U.S. society who have had the 

opportunity for an education that supports the development of creative and critical thinking 

(Anyon, 1980).  

Because involuntary (Black) minority students were unwillingly transported to the United 

States (Ogbu, 1992), they did not and do not have access to the same resources in education as 

those who were voluntary immigrants (e.g., Anyon, 1980); consequently, they did not have 

formal instruction of the English language (Smitherman, 1977). Due to this lack of formal 
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instruction, a pidgin was developed that Smitherman (1977) coined as Black English. This Black 

English (BE) is what many teachers have viewed as lacking the skills to speak properly. This 

belief has thus created a divide between the teacher and students because the involuntary (Black) 

minority students were viewed as incapable or lazy (Clark, 2003; Howard, 1996). Howard noted 

that Black students found they should not speak BE in front of the class when prompted to do so 

because their intelligence would be questioned. Although researchers may argue that Black 

students are no longer denied access to various resources and levels of education because of their 

language abilities, I still maintain that not all Black students are provided the same opportunities 

as those with higher status that speak Standard English (SE) and that their language differences 

still affect their educational experiences (Fisher & Lapp, 2013). Despite this brief introduction to 

Black English and how the language-difference affects these students, it is important to first 

understand what it means to speak “properly” by focusing on the dominant language in the 

United States known as Standard English (SE).  

Experience learning Standard English (SE) 

With Standard English being the dominant language of the United States, English, in 

general, is a language that has increasingly become popular across borders and in different 

cultures (McArthur, 2001).There are various forms of English that are used between different 

societies known as World Englishes (WEs) (Davies, Hamp-Lyons & Kemp, 2003; McArthur, 

2002). World English refers to “both standard English and all English” (McArthur, 2004, p. 3) 

and can be found on broadcasting, websites that discuss politics, and a range of other platforms 

to share information. The spectrum from which the varieties of English come is so wide that 

McArthur (2001) declares it is now possible to be bilingual if not multilingual within the context 

of speaking WEs. These varieties of English include regional and national differences such as: 
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British English, Southern English, Native American English, Chicano English, or African 

American English (Black English).  

Standard and non-standard English exist under the umbrella of WEs (Clement, 2011); 

however, speakers of non-standard English do not receive the same respect as those who speak 

Standard English. This is because they are regarded as divergent and incorrect (Godley & 

Escher, 2012; Howard, 1996). Due to these views, speakers of non-standard varieties are 

marginalized. To put it another way, speakers of these non-standard varieties of English are not 

as socially accepted as someone who speaks Standard English would be. Godley and Escher 

(2012) found that students were aware that there was a need to speak Standard English in school 

because “White” people would view their use of African American Vernacular English as ghetto 

and label them as ghetto; that is, poor and coming from crime-filled areas. Additionally, Charity-

Hudley and Mallinson (2011) attribute Black/minority student marginalization and social 

acceptance to the fact that a person using SE indicates the individual has status and power, so 

much so that SE speakers “are involved in decisions about when and how to standardize 

English” (Charity-Hudley & Mallinson, 2011, p. 12).  

Smitherman (1977) further illustrated the idea of the power behind standardizing English 

in her discussion about language pacesetters, which were the individuals who set the bar for the 

language of society, coming from upper- and middle-class households. She describes the analysis 

of a survey Fries (1940) conducted of 3,000 veterans’ letters in which he developed indexes that 

described how a person spoke based on socioeconomic status. The middle and upper class 

possessed the class dialect that was viewed as “socially acceptable.” Although Charity-Hudley 

and Mallinson (2011) posit that any prestigious label assigned to a language or language variety 

is because “socially, economically, and politically powerful people” (p. 12) speak the prestigious 
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language and is not due to impartial linguistic qualities, the issue remains that speakers of non-

standard versions of English are stigmatized. The speakers of these non-standard versions of 

English are not seen as equal, and even viewed negatively in comparison to the respected SE 

speakers.  

In the past, as well as in more recent years, SE has been the form of English in the United 

States that is required to maintain working relationships in schools and to excel in mainstream 

society. Delpit (1995) encouraged the explicit instruction of SE to speakers of non-standard 

varieties in order to assist these speakers in understanding the realities of using SE in the United 

States. In doing so, “teachers must acknowledge and validate students’ home language without 

using it to limit students’ potential (Delpit, 1995, p. 163). In other words, they must recognize 

that students’ home language/discourse is a part of their identity and plays a role in the 

perception of themselves; therefore, teachers have to be careful in the way they teach SE without 

discrediting or devaluing the complexity of the students’ home language.   

Speakers of Black English (BE) experience  

African American English or Black English (BE) is a complex variation of the English 

language as a result of its historical, social, and linguistic underpinnings. Smitherman (1977) 

provides a historical context of BE, in which she describes BE as an appropriation of European 

English and the language from mixed tribes of African people who were transported into slavery. 

The infusion of slave owner (English) and slave (African Language) speech was the same 

language amalgam the slaves used interpersonally. This transformation, as Smitherman (1977) 

describes, “Involved a substitution of English for West African words, but within the same basic 

structure and idiom that characterized West African language pattern” (p. 5). Culturally, this 

language was passed down from slaves to their children and future generations. However, as 
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slavery was abolished and Africans, later known as African Americans or Black people, 

attempted to become a part of the mainstream culture, there was pressure on Blacks to socially 

assimilate and adopt the culture and language of the majority. 

Issues continued to arise as Black people made steps towards full integration in the 

American society. For integration and social acceptance to occur, Black people had to accept and 

welcome White, middle- and upper-class standards. If Black students did not fully assimilate, 

where language is concerned, teachers viewed them as “slow,” “lazy,” “mentally retarded,” or 

“uneducated” (Charity-Hudley & Mallinson, 2011; Delpit, 1995; Smitherman, 1977). This 

caused a “push-pull” effect as Smitherman (1977) notes. Some African Americans fully 

assimilated, accepting everything about White culture and rejecting their own (pushing toward 

White American culture), while other Blacks rejected the dominant culture and held on to their 

own culture (pulling away from White American culture). For the students that spoke BE, 

educators continued to view them as lazy and lacking knowledge. This negative view created a 

hostile educational experience for these students because of their teachers’ constant correction 

and because teachers’ views of the students as socially deviant instead of teaching the students to 

appreciate their differences as non-standard English speakers, but with the need to speak SE.  

Delpit (1995) and Cummins (2000) agreed that students who do not speak Standard 

English (SE) should first understand the language they possess and understand the realities of 

power in the country. In other words, the students must understand how possession of a different 

variation of English, specifically SE, could allow them to have access (i.e., upward mobility in 

education, career, and socioeconomic status) to this power in the country. However, before 

minority students access the knowledge of SE, researchers encourage them to engage in activities 

that aid them in reinforcing rather than undermining their identity (Baugh, 2000; Cummins, 
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2000).  In relation to Black students, Baugh (2000) talked about students’ fear of losing their 

linguistic identity with respect to their native tongue, and rejecting behavior associated with 

sounding or “acting White” (Baugh, 2000). Instead of viewing (Black) minority students who 

speak BE as having a deficiency, researchers and students are encouraged to see their language 

abilities as nothing more than a difference in language.   

Experiences of Black students from deficit or difference perspective 

In the 1960s, teachers and researchers tried to explain why Black students were 

unsuccessful at learning SE and thus failed academically (Valencia, 2012) by claiming the 

students had a deficiency. Teachers believed it was their job to fill the students with the “correct” 

way of speaking English so that they could be “successful.” However, teachers who assumed a 

deficit approach viewed the language African American students used at home as improper and 

insufficient, which as researchers have come to understand, psychologically causes harm to the 

student (Charity-Hudley & Mallinson, 2011; Delpit, 1995; Smitherman, 1977). As a result of 

these psychological effects, a difference approach was more beneficial to students’ self-esteem 

and pride. Although respect could be given to BE as a linguistic system, students would have to 

consider and understand that SE is the English that students should use in the classroom and in 

mainstream society (Charity-Hudley & Mallinsson, 2011; Delpit, 1995; Flynn, 2011; 

Smitherman, 1977; White, 2011; White & Lowenthal, 2011). In other words, it is permissible for 

students to use their home language, but not in prominent places of power such as schools and 

business-operations. Despite the attempt to acknowledge BE as its own linguistic system 

(Charity, 2007; Cordier, 2014; Nelson, 1990; Pollock & Meredith, 2001), the issue remains that 

it is not considered legitimate to be used in mainstream society such as in business, politics, and 

academia.  
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Because many Black students have historically been convinced that their own language 

abilities are deficient (Doss & Gross, 1994; Howard, 1996, Mufwene, 2001) and their home 

language (BE) should not be utilized in mainstream society, it is natural to conclude that many 

students of color view their language-learning abilities as limited. However, there has not been 

much research to expand on this issue as well on expanding the issue to Black students doubting 

their language learning abilities in the foreign language literature (Moore, 2005). Despite the 

understanding that students come from different backgrounds, recent research on this population 

of students has been very limited in the context of foreign and second language (FSL) acquisition 

(Moore, 2005; Moore & English, 1998). Understanding students’ various cultural backgrounds 

and experiences would allow researchers and instructors to identify methods to best benefit 

various learners that are in the FSL classroom (Charity, 2007; Cummins, 2000; Moore & 

English, 1998; White, 2011; White & Ali Khan, 2013).  

Culturally diverse students  

Although implicitly, Smitherman (1977) and Cummins (2000) share similar ideas in 

regard to learning about students’ experiences and their backgrounds to provide a quality 

educational experience. Smitherman (1977), who is supported by implications from Krashen 

(1982), extends her argument into the foreign language learning setting. She considers the 

emotional and motivational influences the classroom experience has on Black students. Krashen 

(1982) identified, described, and discussed affective (i.e., motivation, anxiety, etc.) or emotional 

factors that contribute to students’ foreign language experience. 



   

 

41 

 

 

Figure 1. Affective Filter 

Krashen (1982) posited that within the affective filter hypothesis model, displayed in 

figure 1, there are different emotional factors that affect the process involved in learning a 

second or foreign language. These affective variables occur within three categories: “(1) 

Motivation, (2) Self-confidence, and (3) Anxiety” (Krashen, 1982, p. 31). It is best for the 

learner and teacher that these variables are not negatively affected for the affective filter not to 

interfere with language acquisition. In other words, it is important that teachers do not negatively 

influence the filter through error-correction. If there is a negative impact on these factors, the 

student will have a difficult time in a second language setting. One cause for these factors to be 

negatively affected is excessive error-correction of Black English (BE) errors, which can lead to 

a rise in the affective filter (Delpit, 2003; Du, 2009; Krashen, 1982). In other words, the student 

will lose motivation and have high anxiety when the teacher corrects the student’s mistakes 

every time he/she makes an error. Figure 1 provides a brief illustration of this model. 
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The illustration shown in figure 1 demonstrates this constant error-correction for students 

to speak correctly as in scenario A is what causes students’ affective filters to rise, their anxiety 

to rise, and their motivation to decrease. In other words, when a student is in a setting that causes 

them to become overly cautious of their word and grammar choice, they will have low or no 

performance in the classroom. This scenario is a major issue because it is highly likely that the 

lack of motivation and increase in anxiety carries over into other similar classroom contexts. One 

example would be second language learning for Black students and the affective variables 

affecting this process. A risen affective filter will not allow successful acquisition of the 

language and eventually lead to a decrease in interest to continue second language learning 

(Delpit, 2003; Du, 2009; Krashen, 1982). To complicate this matter further, researchers have 

shown that Black students are constantly corrected in their classrooms and told to use correct 

English (Baugh, 2004; Howard, 1996; Souto-Manning, 2007).  

On the other hand, however, there has been research that is contrary to the finding that 

students are constantly corrected about their language use. Others recognize that Black students’ 

difference in speech and attitude may not be due to lack of knowing Standard English, but 

instead to a cultural difference (Wheeler, Cartwright & Swords, 2012; Whitney, 2005), which 

stems from language. Furthermore, another implication of Cummins’ (2000) consideration 

regarding students during the language learning process within school systems is that teachers 

should respect the culture and language of culturally diverse students in particular. Respecting 

the culture and language of students from culturally diverse populations creates an environment 

that is more conducive to their successful learning of a language. Although some might object to 

the idea that Black English is a language, and hold the belief Black English (BE) is just a dialect 

and it should not be utilized in school settings, some researchers encourage others to think about 
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the identity of the student that is using BE and how an over-correction might affect the student’s 

desire to learn (Delpit, 1995). The language of a person is more than just a combination of 

words; instead, it is a cultural connection and a bond between the speaker and listener in that 

specific community (Delpit, 1995).  

Black students being frequently corrected and told to speak correctly in their English 

classrooms (e.g., Howard, 1996), may cause for more struggles with learning a foreign language. 

It is possible that Black students believe their language learning abilities are limited (Doss & 

Gross, 1994; Howard, 1996; Sealey-Ruiz, 2008); because of this over correction, they may 

develop a negative attitude toward language learning (Krashen, 1982), which would cause a 

decline in class performance (Al Rifai, 2010; Busse & Walter, 2013; Hsieh, 2008). The issue is 

important because if teachers continue to overly correct Black students and it influences their 

motivation to continue learning SE, what is the likelihood Black students’ motivation and 

interest to continue foreign language is not influenced?  

Black students and foreign language learning.  

Since the commencement of the main scholarly foreign language journals, the Modern 

Language Journal in 1916 and Foreign Language Annals in 1967, there has been a limitation in 

the number of studies focused on Black/minority students’ culture, motivation, and foreign 

language learning (Gatlin, 2013; Moore, 2005). There have been approximately eleven articles 

that deal directly with the intersection of these ideas. Several of those publications were in the 

Modern Language Journal (MLJ) and focused on minorities and foreign language learning in 

general (Brigman & Jacobs, 1981; Hubbard, 1968, 1980; Wilberscheid & Dassier, 1991). The 

remainder of the publications from the Foreign Language Annals focused on African Americans 
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and their attitudes regarding foreign language learning (Clark, 1980; Davis & Markham, 1991; 

Moore & English, 1998; Moore, 2005). 

Clark (1980) and Davis and Markham (1991) conducted earlier studies using Historically 

Black Colleges and Universities (HBCUs) as the research setting and viewing how culture plays 

a role in Black students’ attitudes and interest in foreign language learning. Clark (1980) 

investigated how teachers from the HBCUs and their students’ attitudes changed and how they 

engaged with lessons on Black francophone and hispanaphone cultural material. The results of 

the cultural material being used in the classroom were positive among teachers and students, and 

the institution was granted a second National Endowment for the Humanities grant to assist in 

the development of more learning units that incorporate Afro-French-Hispanic cultural elements 

for beginning and intermediate level college language courses. The students had more positive 

attitudes about learning Spanish and French because of the implementation of the Black cultural 

material.  

While Clark (1980) observed the results of cultural teaching material on Black students’ 

attitudes, Davis and Markham (1991) later assessed attitudes of first- and second-year foreign 

language students who were enrolled at HBCUs. Davis and Markham (1991) specifically 

assessed students’ attitudes towards foreign language study, in general. In addition, like Clark 

(1980), they assessed students’ attitudes towards linguistic and cultural components of foreign 

language instruction. Davis and Markham (1991) gathered information about the perception of 

foreign language programs at the cooperating institutions at the time from faculty members. 

Additionally, they collected data pertaining to student experience. The study revealed students 

did not view foreign language study as threatening to their own cultural identity and 

acknowledged their awareness of the career benefits of studying a foreign language. On the other 
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hand, students mentioned their frustration with the limited development of their speaking fluency 

and the lack of emphasis on cultural information. Students specifically mentioned the lack of 

emphasis on the Black experience in the target language in addition to the limited time to master 

the new language material, and lack of individual attention to students’ learning styles and needs. 

Since the results of these studies, foreign language teaching approaches and methods 

have grown and evolved (Richards & Rodgers, 2014). However, there still seems to be a 

remaining issue of Black students’ lack of interest in foreign language study (AAL, 2015). 

Moore (2005) explored African American students’ views on foreign language education and 

possible reasons for low enrollment in these courses. Students completed a questionnaire that 

ascertained information about students’ foreign language experience at elementary and high 

school and their family experiences. Moore (2005) found that there was no obvious link between 

primary and secondary school exposure to foreign languages and continuing foreign language 

study at the college level. Additionally, Moore (2005) found students’ family experiences with 

foreign language did not assist the encouragement of studying a foreign language at the college 

level. The findings of this study do not support the notion of ethnic and cultural appeal playing a 

role in low enrollment of Black students in foreign language study (Clarke, 1980; Davis & 

Markham, 1991). The students of this study suggested more of an aggressive approach in 

providing information to African American students at the college level on how advantageous it 

is to pursue foreign language study. In other words, they wanted more information to be 

provided to them about foreign language importance instead of no discussion about its 

importance.     

  While previous researchers have looked at motivation, self-efficacy, and other affective 

factors as pertain to foreign language learning in a quantitative way (Al Rifai, 2010; Busse & 
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Walter, 2013; Hseih, 2008), conducting a qualitative study to complement the knowledge foreign 

language researchers have found about this research area would provide more insight into this 

issue of motivation. Moore’s (2005) study used a questionnaire as its method to collect data, 

which in many ways is limited. She found Black students’ foreign language exposure at the 

primary and secondary levels had no link to continue foreign language study at the college level. 

Simply, Black students attending foreign languages courses in high school did not determine if 

they would take foreign language courses in college; however, Moore (2005) had an interest in 

enrollment in foreign language majors and focused simply on exposure to foreign languages 

earlier in Black students’ academic career. An interview technique would be more sufficient to 

explore this connection. In addition, exploring how Black students describe their experiences 

during this time frame would be beneficial to understand how it shapes their motivation and how 

to maximize their experiences in the classroom. Maximizing those experiences is especially 

important for motivating students to continue learning a foreign language and can be done in a 

single classroom, but also by special institutions such as Historically Black Colleges and 

Universities HBCUs that are intended to academically propel Black students (Fries-Britt & 

Turner, 2002). 

History of Historically Black Colleges and Universities (HBCUs) 

One type of institution that recognizes and maximizes student cultural differences and 

experiences by providing better nurturing and supportive learning environments (Palmer, Davis 

& Maramba, 2010) is a Historically Black College and University (HBCU). Although they 

recognize the differences and experiences of others and have been trailblazers and most 

successful at educating traditionally underserved students, this type of institution was created to 

advance the opportunities and education of Black students (Gasman, 2013; Wood, Collins, Davis 
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& Hilton, 2013). In fact, HBCUs were founded in order to “educate freed descendants of 

enslaved Africans in the United States” (LeMelle, 2002, p. 190). Indeed, when first established, 

there was no choice in the matter of African Americans attending other institutions of higher 

education; with few exceptions, African Americans were limited to attending HBCUs (Gasman, 

2013). However, during the times of the Civil Rights Movement, there was a shift to integrate 

Predominately White Institutions. This caused a shift in enrollment for HBCUs from educating 

almost all of the Black middle class to about 11% of the Black student population across the 105 

HBCUs (Gasman, 2013) which constitute only three percent of the U.S. institutions of higher 

education (Hubbard, 2006). Knight, Davenport, Green-Powell, and Hilton (2012; 2014) and 

Wood, Collins, Davis, and Hilton (2013) noted this shift as a result of the Civil Rights Act of 

1964, federal aid for students along with affirmative action. Despite this shift in enrollment, 

HBCUs maintain their mission. Lemelle (2002) concluded that HBCUs continue to fulfill their 

mission of producing Black students who (1) are well-versed in their fields, (2) have certainty 

about who they are as Black individuals, and (3) understand they should use their talents and 

skills to maximize their own and their community’s full potential. In order to ensure that HBCUs 

assist Black students in maximizing their full potential, they must be sure that they are preparing 

Black students to enter an increasingly globalized world (Gasman, 2013). 

HBCUs preparing global citizens and internationalization  

“HBCUs play a crucial role in educating their students to succeed in an increasingly 

globalized world” (Gasman, 2013, p. 8). In other words, not only are HBCUs tasked with 

ensuring that Black students leave the university prepared to enter their desired fields (Knight, 

Davenport, Green-Powell, & Hilton, 2012; 2014; Wood, Collins, Davis & Hilton, 2013), but also 

they must prepare students to enter into these areas with a globalized mindset. The main possible 



   

 

48 

 

methods to achieve this necessary preparation are study abroad opportunities and foreign 

language course offerings. Despite the understanding that HBCUs are tasked with preparing 

students for a global economy (Mullen, 2014), HBCUs have fewer resources to (1) successfully 

maintain study abroad programs (e.g., Norton, 2008) and (2) sustain foreign language majors 

than other higher education institutions. Sebeck (2005) mentioned it is more likely for Black 

students to go abroad at a Predominately White Institution (PWI) than at an HBCU. It is 

important to consider some HBCUs generally are limited to a one-person study abroad staff as 

compared to study abroad teams at other institutions (Norton, 2008). The limited resources for 

foreign language programs and study abroad staff, as well as the maintenance of proper 

leadership and funding (Van Camp, Barden, Sloane, Clarke, 2009), are part of the issues that 

bring a high threat to the survival of HBCUs (e.g., Van Camp, Barden, Sloane, Clarke, 2009). It 

is not a surprise study abroad programs and language departments might be the first to be 

allocated fewer funds or even to be cut. When the literature on the motivation of Black students 

to take foreign languages at the university level is reviewed (Davis & Markham, 1991; Hall & 

Post-Kramer, 1987), it is important to consider the state of those language departments as it 

pertains to funding and access to providing the type of resources Black students need to be 

successful at language learning. Additionally, it is important to consider the availability of 

professional development that allows teachers to learn about teaching Black students whose 

experiences and cultural backgrounds vary. 

Language acquisition (LA) theorists such as Krashen (1982) have generally grouped 

motivation with affective factors and have suggested the various ways these affective factors 

have contributed to the positive outcome of students’ learning a foreign or second language. 

However, there is no simple method to consider when grouping motivation, affective factors, and 
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the influence on students’ learning experience. Instead, a more encompassing and situative 

approach to motivation could account for Black students’ experiences. Using this approach 

would constitute a qualitative design to provide a comprehensive and sound investigation. The 

following chapter will reiterate the purpose of the study; in addition, it will provide more 

information about the methods used for this study. 
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CHAPTER THREE 

METHODOLOGY  

The purpose of this study was to contribute to the research on Black students in higher 

education situated in the foreign language context and to understand why the number of Black 

students seeking foreign language studies at the collegiate level has declined (Moore, 2005; 

AAL, 2015). The study contributes to the research literature and understanding of this topic by 

exploring the experiences of Black students learning a foreign language and how their 

experiences contribute to their motivation to continue foreign language studies beyond the 

language requirement (e.g., Thomas, 1972) at the secondary level. This chapter outlines the 

methods and instruments used to document the experiences of these students. Additionally, it 

provides a detailed overview of data collection, data analysis, and the final report writing 

process. This overview consists of the research questions that guided the study, the design of the 

study, setting, and information about participants and how they were selected. 

Research Questions 

The questions that guided this research were:  

1. How do university level Black students at an HBCU describe their experiences about 

foreign language studies?  

2. How have Black students’ daily and foreign language learning experiences shaped their 

motivation for continued foreign language study at the postsecondary level?  

Aside from providing the research questions that guided the investigation of the study, it is 

important to provide a description of the research design which will aid researchers who desire to 

replicate the study for future research. 
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Research Design 

Holistic Case Study with Embedded Units 

This study employed qualitative research methodology with the primary goal being to 

add knowledge about the case under study (Bogdan & Biklen, 2007). Using a qualitative 

research design allowed the possibility of gathering a descriptive account of how Black students 

understand and make meaning of their experiences with foreign language learning. HBCUs were 

created to advance the opportunities and education of more Black students (Gasman, 2013; 

Wood, Collins, Davis, & Hilton, 2013). As such, conducting this research at an HBCU aligned 

with the study purposes. 

In this study, I framed the setting of the HBCU as a singular case. Case study research 

generally depicts and helps the researcher to analyze and understand a phenomenon related to a 

specific group of people (Baxter & Jack, 2008; Bogdan & Biklen, 2007). Additionally, a case 

study approach “affords researchers opportunities to explore or describe a phenomenon in 

context using a variety of data sources” (Baxter & Jack, 2008, p. 544). In other words, this 

approach helped guarantee the study used a variety of participant-perspectives, which aided in 

producing a rigorous qualitative study. Generally, case study researchers explore cases with the 

intention of explaining, understanding, and informing the public about various cases (Hays, 

2004). Part of the focus of this study was to inform researchers and the public about this case, but 

most importantly to contribute to the research on populations similar to the participants of this 

study. Additionally, the goal was not to generalize about the population this case represents but 

instead to emphasize the distinctiveness of the case (Hays, 2004). In other words, the goal was 

not to indicate the findings of this study would be generalizable to all Black students or to all 

HBCUs. Instead, the study was designed to illuminate the motivation of these particular students, 
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identify what these findings imply for members of this university, and to contribute more 

research on this underrepresented population in foreign language (L2) literature. 

Although I am interested in the L2 motivation of Black students attending an HBCU, I 

was also interested in their different experiences with foreign language prior to attending college. 

For this reason, I employed a holistic case study with embedded units which allowed me to 

explore the case while considering the influences from students’ individual experiences that 

contributed to their motivation to pursue foreign language study at the collegiate level. The 

embedded units, individual students, were beneficial in the analysis stage of research because 

they allowed me to perform within, between, and across case analysis of each student, an 

approach which allowed me to better illuminate the case (Baxter & Jack, 2008).  

Bounded case. To ensure the research for this study was not too broad, I bounded the 

case with various objectives that did not answer the research questions (Baxter & Jack, 2008; 

Stake, 1995; Yin, 2003). It was unreasonable for me to research all Black students at HBCUs 

across the US who do and do not have experience with foreign language and their motivation to 

continue learning a language at the collegiate level. In contrast, I chose to study junior- and 

senior-level Black students at one HBCU who did or did not experience foreign language studies 

at the primary, secondary, and post-secondary level of their educational career. The purpose of 

binding this case was to establish what was and was not studied in the scope of this research 

project and to provide more information about the breadth and depth of the study and not only 

the sample of the population (Baxter & Jack, 2008). To add clarity to the research, foreign 

language learning as described earlier was the intentional and unintentional acquisition of a 

foreign language in various settings; however, foreign language learning has predominately been 

referred to as taking place in a foreign language classroom (Schmidt, 1995). In this case, 
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motivation was considered to occur when a Black student displayed desire or emotions that 

caused him/her to act in certain ways to learn a foreign language (Gardner & Lambert, 1972). 

Furthermore, the participants had social experiences that consisted of interactions with others 

that influenced their motivation to continue foreign language studies at the collegiate level. 

Defining these constructs and creating this boundary yielded findings that were more succinct 

and facilitated understanding. In addition to binding the case, it was necessary to provide a 

description of the researcher and the role of the researcher. Providing this information aided in 

the development of a sound study as a result of all subjectivities and biases that were displayed 

to ensure a more sound discussion. 

Profile of the researcher. One main characteristic of qualitative research, in opposition 

to quantitative research, is the role of the researcher in the study. Often, the researcher is viewed 

as biased and having prior assumptions when positioned as the interviewer, observer, and data 

analyzer (Mehra, 2002). Therefore, it was of importance to highlight my own prior experience as 

a Black student entering the university taking a foreign language and as an adjunct instructor of 

foreign language to Black students. These various and culminating experiences were what 

prompted my interest in studying Black students’ motivation in the foreign language context. 

As a Black student growing up in a heavily Spanish-populated city such as Miami, I 

started learning Spanish in 5th grade. For the remainder of my years I continued learning Spanish 

from 10th grade through graduate school, ranging in location from West Palm Beach, Boca 

Raton, and finally Tallahassee, Florida. Recalling my experience in my Spanish classes, I 

remember enjoying various engaging activities and learning the language so I could use the 

language to talk with the Spanish friends I had in my neighborhood and to exclude others out of 

our private conversations. I remember thinking learning Spanish was equivalent to me switching 
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my language when I went from my home to school. I recognized that there was a subtle 

difference in the way I spoke at home and the way people spoke at school and I had to adjust my 

speech. I compartmentalized the idea of switching between languages with learning Spanish and 

as a result I was able to do well in my Spanish classes, although I focused heavily on 

grammatical correctness. 

Because I felt I did well in Spanish, I pursued a minor and later a master’s degree to teach 

Spanish. During my time as an adjunct Spanish instructor at an HBCU and as a tutor of Black 

students learning Spanish at a Predominately White Institution (PWI), the students who were not 

doing well and did not want to be in a foreign language class all had similar stories. They 

acknowledged, prior to enrolling in their Spanish courses and even while taking their Spanish 

class, they did not want to take a foreign language because it was too difficult and they hated 

their experience in high school. Some Black students also stated they did not want to take a 

foreign language because they did not speak “good English” so “how could I learn another 

language?” It was not until after I spoke with them and guided them through different techniques 

and strategies to illustrate how easy learning a language could be that they changed their 

perceptions of learning a foreign language. The reactions and emotions students expressed 

during this time illustrated various psychological theories and the idea of situating their 

motivation in their context provided more information about possible factors contributing to their 

motivation to pursue foreign language. Thus, motivated by my own experience of learning a 

foreign language as a Black student and my teaching experience with Black students, I 

developed research questions to guide the investigation of Black students’ experiences and 

motivations to pursue foreign language at the collegiate level and chose a setting that would best 

fit the needs for this study. 
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Research Setting  

 The present study was conducted at a Historically Black College and University (HBCU) 

in the southeastern region of the United States in the offices of the administrators and advisors, 

and a quiet location available for the students from July 2017 to January 2018. The university is 

an HBCU with 85% Black students in a total enrollment of over 8,000. It is a land-grant 

institution that has dedicated itself to the empowerment of citizens and communities, creating 

partnerships at the global level and the historical mission of educating African American 

students and people of all races and origins. Historically, this university has sent fewer than 100 

students abroad for study. The university had a recent push for students to study abroad for 

which they offered free passports to more than 500 students between the 2015 and 2016 school 

year. The university once offered foreign languages as majors as well as minors, but majors in 

foreign language have been discontinued. The enrollment for foreign language courses at this 

institution has dwindled since the major and minor were discontinued.  

With regards to the Bachelor of Arts (B.A.) and Bachelor of Science (B.S.) degree in 

psychology or political science, there is an option of pursuing foreign language study. The B.A. 

allows a student to only pursue 12 college credit hours of foreign languages starting at the 

elementary to intermediate level of only the Spanish or French language. In opposition, the B.S. 

degree does not have foreign language and instead has 12 college credit hours allotted to general 

education electives. As of spring 2018, there were 120 students in the political science major. 

There were 113 students pursuing the B.S. degree and seven students pursuing a B.A. degree. 

Additionally, there were 269 students pursuing a psychology degree with 264 students pursuing 

the B.S. and five students pursuing the B.A. degree. In total, only 3% of students pursuing either 
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a psychology or political science degree sought a Bachelor of Arts degree. Given the information 

about the setting, the context of the information that was collected was considered as well. 

Data Collection 

Procedures   

To make initial contact regarding the study, I invited participants by sending an email 

with a recruitment letter of intent-to-participate. This email was sent to the department chair or 

advisors of the psychology and political science department to disseminate to students in their 

major areas found in Appendix A. The students’ consent was obtained by an electronically 

signed consent form via a Qualtrics designed questionnaire and secondly by an IRB approved 

hard copy consent form found in Appendix B. When the students agreed to participate by 

sending an email of their intent, they received a questionnaire to complete. After completing the 

questionnaire, the students had the option to select if they were willing to be interviewed and 

informed of the incentive (i.e., $5 gift card to Starbucks or Subway) they would receive for 

participating. The first five students of each major willing to be interviewed for each degree type 

and who met the criteria for the study were contacted via email and an interview was scheduled 

for each student. The participants were informed that the interviews should last no more than 30-

45 minutes and would be audio recorded. Students were allowed to choose convenient locations 

and times during the day for data collection. Allowing the participants to choose where we met 

for the research site allowed the participants to feel more comfortable sharing their experiences 

(Glesne, 2006) because they would feel familiar with the setting. 

For this initial meeting, I built rapport with the participants of the study and gathered 

information about their pre-collegiate experience with foreign language learning. Moreover, I 

obtained additional information about other possible influences on their motivation to pursue 
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foreign language study. The data collection process continued with a second interview after this 

meeting to gather information about their university experience with foreign language learning 

and to follow up with students to ensure my interpretation of their responses were accurate. The 

interview questions for students can be found in Appendix C. 

After completion of the interviews, the participants received a $5 gift card to Starbucks or 

Subway as a thank you for participating. When there was difficulty obtaining participation from 

students, a Snowball Sampling approach (Noy, 2008) was implemented. Participants of the study 

were asked to recommend others who might be willing to take part in the study and to have them 

send me an email of intent to participate. Two participants, Baker and Joe, were chosen and 

interviewed based on this sampling approach. 

Lastly, I interviewed participants’ advisors, department chair, and dean of the college to 

assist in the triangulation of data sources. The staff members were asked to complete a consent 

form and to send their availability to set an interview time where the interview was audio 

recorded. The advisors and staff members were interviewed in their offices at the university. 

They were informed that I would request follow up interviews, otherwise known as member- 

checking (Krefting, 1991), to ensure my interpretation of their responses were accurate. They 

were informed as well that their participation in the research was voluntary. After completion of 

the interviews, they were provided with a thank you card for participation and a $5 gift card to 

Starbucks at the completion of data collection. The interview questions for faculty and staff 

members can be found in Appendix C. 

Participant Selection  

I chronicled the experiences of college-aged Black students who were, at the time, junior 

or senior students pursuing an undergraduate degree at a Historically Black College and 
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University (HBCU) and had selected either a Bachelor of Arts (B.A.) degree or Bachelor of 

Science (B.S.) degree in Psychology or Political Science. To determine student class standing, 

the number of credit-hours the participants had completed was the determining factor and what 

the university used for this task. Students were determined to be junior-standing if they had 

reached 60-89 credit-hours and were senior-standing if they had reached 90 or more credit-hours. 

Furthermore, as explained below, the evident difference between the B.A. and B.S. degree is the 

choice of pursuing foreign language study. 

The B.A. degree has a total of 12 college credit hours dedicated to the pursuit of foreign 

languages ranging from the elementary level to the intermediate level of the language selected. 

In contrast, The B.S. degree has a total of 12 college credit hours allotted to general education 

electives that fall under humanities courses. The only languages available at the research location 

during the time this study was conducted were Spanish and French. The study allowed these 

students to explore their past and current experiences with foreign language learning as well as 

other social, educational, and cultural experiences that could have contributed to their (lack of) 

motivation to continue foreign language learning at the collegiate level.  

The time commitment needed for these interviews did not permit many participants (Duff 

& Bell, 2002). Therefore, 5 participants per type of degree, B.A. or B.S., were selected and 

interviewed. This yielded a total of 10 students. In accordance with this study, it was necessary 

to be certain about the students who were selected to participate. The selection process was a 

crucial part in the design of the study (Creswell, 1998) and the sampling process had the 

probability of affecting the data analysis. In accordance with the focus of the study on Black 

students’ pursuit of foreign language studies, and the research site being an HBCU where the 
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majority of students are Black, I decided to use purposive sampling as the method to gather the 

sample needed. More specifically, I decided to use criterion sampling. 

Criterion sampling refers to the review of cases that reflect criteria that were deemed 

important prior to the start of the study (Patton, 2002). It was the most logical sampling 

technique because studies employing this technique focus on candidates who share similar 

characteristics to the population studied. As a result of binding the case, there were explicitly 

stated criteria for participants which excluded and included students from the study (Suri, 2011). 

To review, the criteria were participants’ identification as (1) Black, (2) junior- or senior- 

standing, (3) in pursuit of a psychology or political science degree, and (4) either B.A. or B.S 

degree-seeking. The findings yielded information that was succinct and pertained directly to the 

original population under study. Criterion-sampling allowed less room for error when 

considering the rigor of the study. 

Table 1 shows the demographics of the 10 Black college students who participated in this 

study. Of those 10 students, 7 were female, 3 were male and they all originated from various 

geographical locations. Five students were pursuing a Political Science degree and the other five 

a Psychology degree. For both majors, only 3 students pursued a Bachelor of Arts degree while 

the others pursued a Bachelor of Science degree. Lastly, three students were in their senior year 

and the remainder of participants were in their junior year. I gave all of the students listed in 

Table 1 a pseudonym to protect their identity, as well as pseudonyms for administrators and 

advisors.  

Table 1. Participants by Gender, Major, Degree and Class Standing 

Participant Gender State of Origin Major Degree Year 

Patrice F New York Political Science BS Senior 



   

 

60 

 

Table 1. Participants by Gender, Major, Degree and Class Standing (cont’d) 

Participant Gender State of Origin Major Degree Year 

Joe M Florida Political Science BS Senior 

Jon M Florida Political Science BA Junior 

Mosie F Ghana Florida Political Science BS Junior 

Rollie F Florida Political Science BA Junior 

Bre F Jamaica Psychology BA Junior 

Baker M California Psychology BS Junior 

Londa F California Psychology BS Senior 

Liyah F Florida Psychology BS Junior 

Kaori F Texas Psychology BS Senior 

 

Questionnaire 

The participants of this study were asked to complete a questionnaire prior to the start of 

interviews. The questionnaire had demographical information and other preliminary questions to 

ensure the students met the requirements to participate in the study. For example, the 

questionnaire required students to select which degree type they were pursuing, to select if they 

knew the difference between the two types of degrees, and to complete a short answer 

description of their knowledge of the degree-type difference. In addition, they were asked to 

respond to several questions/scenarios found in Appendix D. This tool was used not only for the 

purpose of collecting demographical information but also for the purpose of triangulating 

findings (Miles & Huberman, 1994) and collecting additional information that was probed in the 

interview session. I administered the questionnaire before the start of interviews. The 

questionnaire was intended to be short and focused (Driscoll, 2011) and had the scenarios as a 
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way to identify possible motivating factors and feelings toward foreign language. The purpose 

was to identify how the responses that participants provided were connected to the literature.  

Semi-Structured Interviews  

The participants of this study were asked to participate in semi-structured interviews that 

would last about 30-45 minutes for students and staff members (See Appendix C.). The 

interviews generally lasted 40-45 minutes. Students were asked about their experiences with 

foreign language learning, their social experiences related to language learning, and how they 

felt about their own linguistic skill and its contribution to their thoughts and feelings of foreign 

language learning. 

The interviews allowed the students to interpret and enact their representation (Clandinin, 

2006; Clandinin, Connelly, & Chan, 2002) of their experiences. Semi-structured interviews 

allowed me to ask additional follow-up questions that came out during the first interview. 

Sharing their experiences allowed these Black students’ motivation to be situated in its context 

(Nolen, Horn, & Ward, 2015) of foreign language experience. Because the study employed a 

situative approach, it was important to gather information from other sources that would have 

influenced student decisions about foreign language learning, such as an advisor of college 

courses and administrative staff selecting courses that constitute the curriculum for the specific 

major area.  

I conducted successive interviews that allowed me to analyze the previous interview and 

ask follow-up questions for the subsequent interview in addition to administration of a 

questionnaire to glean additional information about the student’s motivation. The information 

obtained from the questionnaire about other factors influencing the student’s motivation allowed 

me to tailor the questions asked in the student’s interviews as well as the information obtained 
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from major advisors and staff. I was able to obtain two interviews with four students. After I was 

not able to get in contact with one of my participants to schedule a second interview and the 

remainder of the students stated they might not be able to return for a second interview, I had to 

complete both interviews in one interview session for 6 students. I took notes during the 

interview, which facilitated the process of using previous commentary about students’ pre-

collegiate experience to ask additional questions while conducting the second half of the 

interviews. Despite this change of procedure, I was still able to use the questionnaire to ask 

follow up questions based on the responses students gave to scenarios. I was able to gather as 

much appropriate information possible while maintaining the integrity of the study. 

Researcher as Research Instrument 

In addition to the tools selected to gather information about the case under study, it is 

important to mention the researcher, myself, as a tool in this process. I was responsible for the 

collection of data from participants, the flow of communication (Chenail, 2011) and 

identification of cues that another might not have been able to quickly understand. Although 

some may believe listing the researcher as research instrument may appear to be a threat to 

trustworthiness (Poggenpoel & Myburgh, 2003), reflexivity adds more rigor to the study and 

makes the research stronger (Darawsheh, 2014). Understanding this idea, I must explain as a 

result of my history with foreign language learning and as a student and teacher, I did bring my 

influences on this research via the research questions asked, protocol I used, and analysis of data. 

Exposing these influences allows an auditor or future researchers to understand the context of 

this study as well as the researcher, final analysis, and write up of the final chapters. 
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Data Coding and Analysis 

Because research is an iterative process (Walsham, 1995), I started to identify emerging 

themes and patterns within the case as I progressed through the interviews. Simply, I reviewed 

how the data related to each other (Darlington & Scott, 2002). I searched for how generally the 

students’ sociocultural and educational background experiences contributed to their motivation 

or lack of motivation to pursue foreign language. I used the information received from the 

advisors and university staff members to corroborate and triangulate my findings with the data 

and literature. In order to do this effectively and efficiently, I used NVivo 11 qualitative data 

analysis software. NVivo allowed me to gather, organize, and retrieve my data on one platform. 

This included pertinent literature that I read and data I collected. I was able to code my data 

efficiently with the nodes section of the software and to access only that node for further 

analysis. Additionally, I kept a research journal while analyzing my data. 

Memoing 

As I filtered through the interview questions and responses, I kept memos of my thoughts 

as I coded the data using NVivo. NVivo allowed time and data stamping of the memos for my 

research journal. The memos proved to be helpful because they allowed me to be reflective and 

have moments of metacognitive thinking where I asked myself how I would code the data and 

what information should be assigned to each node. Keeping memos helped me to make a 

conscious effort in the selection of information to review and to determine what information to 

include in the findings and discussion for the study which were pertinent. 

Member-Checking  

During this process, I also engaged in member checking by collaborating with 

participants (Duff & Bell, 2002) to verify that my interpretation of their narratives and responses 
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to questions was accurate. I did this by sending a synopsis of my findings to participants via 

email and requesting them to verify the accuracy of my interpretation to which they provided 

their own responses.  

Propositions  

I categorized student-responses based on each individual question from interviews. Upon 

completion of this categorizing, I used a matrix to make sure I focused on the information that 

specifically answered the research questions. To add organization to the study, I introduced data 

codes to better organize my research based on the constructs obtained from the literature which 

were “Experience Learning Foreign Language: ELFLan, Aggressive Communication of Foreign 

Language: ACFL, Speaking Ability: SpkAb, Cultural Information: CI, and Anxiety: Anxiety”.  

Based on those codes, several proposition were developed from the literature and my own 

professional experience. 

Propositions come from the “literature, personal/professional experience, theories, and/or 

generalizations based on empirical data” (Baxter & Jack, 2008, p. 551) and those that emerge 

from the literature review play imperative roles in case study work (Miles & Huberman, 1994; 

Yin, 2003). Propositions were defined in this study as “statements derived from theories or from 

generalizations based on empirical data” (Nieswiadomy, 2002, p. 90). The intention was to help 

guide the research as it was conducted (Yin, 2003), while ensuring feasibility. Including 

propositions allowed me to place limits on the scope of the study and increased the likelihood of 

completing the project. Based on the literature that I have reviewed, and my own 

personal/professional experiences, several propositions emerged and were developed to guide the 

data collection and analysis: 
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1. If Black students had previous struggles with learning language (Moore, 2005; Pratt, 

2010; professional experience), they will not have motivation to pursue foreign 

language studies. If they had good experiences, they will seek opportunities to learn 

language at the collegiate level. As such, during interviews I asked questions about 

students’ past experiences with learning a second or foreign language. [ELFLan] 

2. Black students need more aggressive communication about the importance of 

learning a foreign language for their long-term benefit (Moore, 2005; Pratt, 2010). If 

students better understood the importance of learning a foreign language, students 

would pursue foreign language at the collegiate level. If students did not receive this 

information, students will not pursue foreign language at the collegiate level. To this 

end, I asked students about their thoughts on the importance of learning a foreign 

language and who played a role in helping them understand this importance. 

Additionally, advisors and administrative staff were asked about their communication 

of information about learning a foreign language to students. [ACFL] 

3. Although some Black students may be aware of foreign language benefits, some 

students at HBCUs may not be happy with their lack of speaking-abilities in the 

language (Davis & Markham, 1991). Students with a better command of the language 

will more than likely continue language study and those with lower proficiency will 

not. As such, I asked students about their fluency in the foreign language have 

learned. [SpkAb] 

4. Black students prefer more attention placed on cultural information relating to 

students and connection with African roots (Davis & Markham, 1991; Pratt, 2010). 

Students will have more motivation to pursue foreign language if cultural information 
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is connected to African roots. Students will not be as motivated to pursue foreign 

language if it is not connected to African roots. Students were asked about their 

desired-outcome of a foreign language class and if it was obtained. Administrative 

staff were asked about languages offered at university. [CI] 

5. Black students are aware that they need to speak Standard English (SE), and if not, 

they will be viewed as less competent for speaking Black English (BE) (Godley & 

Escher, 2010). However, some students have trouble learning SE or disregard the 

need to learn and practice speaking Standard English in school and in general (Baugh, 

2000; Smitherman, 1977). The conflict with learning SE may transfer to learning 

other languages, and students may develop anxiety towards other languages within 

Krashen’s (1982) affective filter hypothesis at the forefront. For this study, students 

were asked about their confidence in their SE English-speaking abilities and about 

their experiences learning Standard English. [Anxiety] 

Data Analysis 

To break the analysis process down further, the first step in analyzing the data was to 

provide descriptions of each participant within the case. This information came partly from the 

brief survey given to the participants before the interviews as well as information provided from 

the interviews. Furthermore, I chose an interpretive approach (Merriam, 2009) because of its 

focus on gathering information about the phenomenon through the personal experiences of 

participants and its provision of thick description. This approach also allowed me to compare the 

experiences between participants. In addition, I as the researcher-as-instrument sought to 

understand the perspectives of the people involved and how the participants made meaning of the 

phenomenon (Merriam, 2009).  
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An inductive analysis is generally used to identify themes and patterns that emerge from 

the data. Based on the constructs that came from the codes assigned with the previously 

developed propositions, the data from interviews and questionnaire were coded as parent nodes, 

and child nodes consisted of varying examples the students and staff members provided in their 

interview responses. After analyzing the responses provided, I engaged in identifying emerging 

themes and patterns across participants related to their interpretation of their past experiences, 

and related to the questions observing if they were similar or different. In addition, I made visual 

representations such as concept maps and charts of the themes as they emerged in the data (Miles 

& Huberman, 1994). The visuals helped to illustrate what was happening with the data and if 

needed where to take additional action. An example of a concept map I developed is included in 

Appendix G.  

Emerging themes and patterns. Reviewing the data and searching for emerging themes 

is the most common of all qualitative data analysis techniques (Miles & Huberman, 1994). 

Searching for these emerging themes first allows the researcher to get a more successful handle 

of the data quickly (Mason, 1994). This form of analysis can be done by performing word 

queries to review most commonly used words and phrases by participants as well as among 

participants. Lastly, comparing and contrasting responses across participants allows the 

researcher to identify patterns as well. I performed word queries and compared and contrasted 

responses across participants.   

Visual representations. Equally important to discovering emerging themes and patterns, 

visual representations are employed to add speed and efficiency to conceptualizing various 

sources of data (Mason, 1994). In this case, I conceptualized the students’ educational experience 

at least with the information provided from advisors and the dean of college and included the 
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responses from the participants as they pertained to their educational experiences. Additionally, 

employing this method of analysis helped with the presentation of my analysis in a succinct and 

and clear manner, just as having a conceptual framework assisted with the analysis. After 

completing visual representations such as Table 1, analysis of the data, and reviewing additional 

literature to support the themes or show lack of support, I wrote the final report with the 

inclusion of the assumptions I had about the findings of the study. 

Assumptions. Because I am a language learner, teacher, and researcher, I brought my 

own set of biases and assumptions as mentioned previously. I have researched African American 

English extensively and believed that because of its negative connotation in the past and the 

association of those who speak BE as lazy, Black students already had a negative perception of 

language-learning. This negative perception is what I believed impedes the motivation for Black 

students to pursue foreign language past high school. Additionally, because of my undergraduate 

degree in psychology, I brought to this study an interest in the psychological component of 

foreign language study. It was possible there was no connection of motivation for Black students 

to continue language study at the collegiate level. Despite my assumptions, the findings and 

discussion provide an interpretation of factors that influenced Black students’ post-secondary 

language pursuit. Lastly, mentioning my assumptions here was to help facilitate the process of 

developing a sound and trustworthy study. 

Trustworthiness of the Study 

To produce a sound qualitative empirical study, I used Guba’s (1981) model of 

trustworthiness for qualitative research. This model contains several components to ensure a 

study is trustworthy and sound: credibility, transferability, dependability, and confirmability.  
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Credibility. First, the researcher’s job is to represent the multiple realities that 

participants reveal during the study as adequately as possible. Therefore, providing a detailed 

account of my cases and comparing my findings across the various units within the case 

addressed this need to produce a credible study. A qualitative study is credible when it presents 

accurate descriptions or interpretations of human experiences (Guba, 1981; Krefting, 1991); 

therefore, to ensure that my study is accurate I member-checked with participants via email that 

my interpretation of their responses were accurate. Additionally, data sources were triangulated 

to assist in the development of a credible project and for the continuity of a rigorous study. I 

triangulated findings by using the multiple sources of data collection, which included the 

questionnaire given to students prior to their interview, the interviews of these students, and the 

interviews of advisors and dean to develop the findings of the study. Additionally, when I 

completed Chapter 5 to describe the meaning of the findings, I used these multiple sources of 

data along with the literature that was supportive of my findings, as well as the literature that 

provided alternative explanations.  

Transferability. Second, research meets the criterion of transferability “when the 

findings fit into contexts outside the study situation that are determined by the degree of 

similarity or goodness of fit between the two contexts” (Krefting, 1991, p. 216). To put it simply, 

when a study can be employed in another context, outside of the current research setting, it has a 

strong ability to be transferred and applied to another setting. To address transferability for this 

study, I included as much descriptive data of each case as possible to allow comparison for other 

institutions, settings (Guba, 1981; Krefting, 1991), and participants. 

Dependability. Moreover, research is deemed consistent or in the case of qualitative 

research dependable if variability is trackable and can be attributed to identify sources. I have 
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included a detailed description of the data collection and analysis process. Additionally, keeping 

memos on NVivo in a research journal as an “audit trail” (Guba, 1981), as well as audio 

recording make it possible for an external auditor to examine the process of data collection and 

analysis followed as outlined in the protocol. The journals also helped to chronicle the process 

taken with data analysis. The entries to the journal helped me clarify and to see the succession of 

information about my participants as I made sense of commonalities or differences within the 

case (Merriam, 1998). 

Confirmability. Lastly, research meets the criterion of confirmability when truth value 

and applicability (Guba, 1981; Krefting, 1991) are established. For qualitative research, the focus 

of neutrality/confirmability is the data instead of the researcher. However, to maintain 

confirmability of data, I reflected on the subjectivities and biases I brought to the study and how 

those experiences may have affected my assumptions. Additionally, I confirmed with the 

participant the information collected and interpretation of interviews were accurate because of 

the use of member-checking. After completing my analysis and writing my understanding of the 

data, I sent an email to students to verify my interpretation was accurate. The purpose of using 

Guba’s (1981) model was to ensure the study was trustworthy and sound. The following chapter 

will discuss the findings that were obtained from the data collection and analysis process based 

on the completion of the study as outlined in this current chapter.  
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CHAPTER FOUR 

RESEARCH FINDINGS 

The purpose of this study was to expand the research literature on the Black student 

population by exploring the experiences of Black students associated with language-learning. 

Additionally, this study explored their motivation to continue their study of foreign languages 

beyond the language requirement (Thomas, 1972) at the secondary and post-secondary level. 

Expanding the research literature on this population is especially important when considering the 

significant role universities have in preparing Black students for a globalized society. 

The study proposed two main research questions: (1) How do university level Black 

students at an HBCU describe their experiences with foreign language studies? (2) How have 

Black students’ daily and foreign language learning experiences influenced their motivation for 

continued foreign language study at the postsecondary level?  As identified in Chapter 3, a set of 

propositions based on the literature and my prior experiences, guided the data coding and 

analysis. The propositions guided the study, but were not the only method of analysis, as other 

themes emerged through the coding and analysis of the data. 

I imported the data from the questionnaire and interviews of students and staff into 

NVIVO qualitative data analysis software for further examination and summary. NVIVO was 

used as a tool to organize, store, and retrieve data (text, audio, emails, online surveys, etc.) in 

order to work more efficiently. The primary use of NVIVO for this study was to first upload and 

store my data and then to organize the data based on responses from each participant. After the 

responses were uploaded, the data was coded based on the codes that developed from the 

literature (i.e., ExpFL, ACFL, SpkAb, CI, and anxiety). In addition to the coding, I conducted 
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queries on the three word descriptions students provided and used NVIVO to conceptualize the 

findings via concept maps.  

The findings from NVIVO for the study are discussed in this chapter and are grouped by 

research question and significant proposition. The propositions referenced the students’ 

experiences learning another language outside of the language(s) spoken at home. This 

information included foreign language experience before attending the university, their decision 

to enroll or not enroll in a university foreign language course, and their experiences after arriving 

at the university (Moore, 2005; Pratt, 2010) which aligned with the code ExpFL. Secondly, the 

propositions referenced better communication of foreign language importance, which according 

to the literature, was suggested to be important after leaving the university (Moore, 2005; Pratt, 

2010) which aligned with the code ACFL. Additionally, the reviewed literature suggested Black 

students’ lack of speaking abilities contributed to their motivation to pursue foreign language 

along with attention to cultural information which aligned with code CI. Lastly, the final 

proposition referred to the review of the literature that implied Black students’ anxiety from 

English speaking abilities would transfer into the foreign language context (Baugh, 2000; Godley 

& Escher, 2010; Krashen, 1982; Smitherman, 1977) which aligned with the code SpkAb. Each 

student was given a pseudonym to protect his/her identity. 

Embedded Units: Learners-in Context 

Although the listed propositions guided the analysis of the data, the conceptual 

framework also played an important role in the data analysis. Situating students’ motivation 

requires the analysis to shift focus from individual components and explanations of motivation 

(Nolen, Horn, & Ward, 2015) to what it means for the learners in their context to engage in 

certain activities. The shift in analysis from the overarching case to the individual students 
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allowed me to focus on individuals of this case study as embedded units (Yin, 2003; 2017) and 

the dynamics they brought to the study. 

Liyah 

The first learner-in-context, Liyah, was a Black female, third-year political science major 

and currently in her 20s. Although Liyah had friends who were Hispanic and part of her social 

experiences, Liyah still did not pursue foreign languages at the collegiate level. Table 2 below 

provides a summary of Liyah’s responses to the interview questions. The table demonstrates the 

alignment of interview and questionnaire inquiries with her responses. When asked to describe 

her experience with foreign language in three words, Liyah stated, “Short, required, interested.” 

Liyah used these three words to describe her experience because she expressed her interest was 

to actually learn the language in addition to the foreign language requirement for her high school. 

However, she stated her interest in the Spanish language was cut short because she did not have 

an easy transition from Spanish 1 to Spanish 2. Liyah expressed her dissatisfaction with her 

second year in Spanish class as she stated “and [Spanish] two it like, yeah. It was only bad 

because I didn’t learn anything….I was discouraged or something because I didn’t like failing.” 

Liyah expressed this dissatisfaction was a result of her first year Spanish teacher not preparing 

her. She mentioned a typical day in her Spanish 2 class was to write a paragraph in the Spanish 

language describing her experience during lunch time in opposition to Spanish 1 in which she 

only learned about culture such as Hispanic songs and artists. Despite her anxiousness in Spanish 

2, Liyah felt she was able to relate to this instructor and requested the teacher to be her mentor. 

Interestingly, with regard to research question two that sought to examine how Liyah’s 

daily and foreign language learning experiences influenced her motivation to continue foreign 

language study in college, she mentioned having other high school teachers and counselors who 
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informed her that she did not need to worry about foreign languages at the university after she 

completed the requirements in high school. She stated, “So my other high school teachers would 

always tell us that…not to worry about [foreign language] just because we were already taking it 

in high school.” Additionally, she expressed that she did not have the urge to continue Spanish as 

result of her negative experience with Spanish 2 in high school in which she focused only on this 

subject to avoid failing. Liyah stated, “Failing gives me anxiety” and for this reason she knew 

she did not want to continue foreign language. Furthermore, Liyah mentioned her immediate 

family not speaking about foreign language and Liyah’s mom calling her other daughter weird 

for showing interest in another culture.  

Table 2. Liyah Interview Response Summary 

Interview Question: RQ 

Alignment: 

Summary of Response: 

Int Ques 1: Describe experience in 

3 words 

 

RQ 1 “Short, required, interested” 

Int Ques 2: Describe experience 

before university 

 

RQ 1 Liyah missed information in Spanish 1 so 

she had to catch up in Spanish 2 and it was 

too difficult 

 

Int Ques 3: Describe feelings in 

L2 classroom 

RQ 1 Spanish 1 was fun, Spanish 2 she was 

discouraged because she didn’t want to fail 

and didn’t know anything because of 

Spanish 1. She was overwhelmed. 

 

Int Ques 8: L2 instructors 

teaching style 

RQ 1 Spanish 2 great teacher because she 

learned, teacher made them speak and not 

only write, Spanish 1 instructor was good 

teaching culture but not language 

 

Int Ques 9: Relating to L2 

instructor 

RQ 1 Liyah liked her Spanish 2 teacher, she said 

the class was just difficult 

 

Int Ques 18: Current motivation RQ 2 Liyah said she hasn’t had the urge since 

taking Spanish 2. It was hard, so no. 
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Table 2. Liyah Interview Response Summary (continued) 

Interview Question: RQ 

Alignment: 

Summary of Response: 

Int Ques 19: Black instructor 

affecting L2 view 

RQ 2 Liyah stated her having Black instructor 

wouldn’t change how she view L2 

because she had a Black instructor  

 

Jon 

While Liyah had experiences that influenced her decision and motivation for further 

language pursuit, Jon the second learner-in-context had a stark difference in his experiences as 

they pertain to foreign languages. Jon was a Black male, third year political science and currently 

in his 20s. As shown in Table 3, when Jon described his experience with foreign language in 

three words, he stated, “afterthought, passive interest, and play.” Jon used these three words to 

describe his experience because he started foreign language in Elementary school where he 

mentioned they played and learned colors and numbers so he did not take learning foreign 

language seriously until entering high school. However, he took it seriously once he matriculated 

to high school. Despite taking foreign language learning seriously in high school, Jon expressed 

his excitement to learn Spanish but stated he grew “apathetic” after the second year because his 

classes did not provide a conducive learning environment. He recounted that he learned more 

outside of the classroom with his peers where he was able to learn how to express himself 

including the use of common idioms for the Spanish language. Jon stated that he believed the 

fact that he went to public schools had an influence on the teachers he had and the different 

experiences. He expressed his inability to learn in class because class size was too big. He also 

mentioned that he did not like his teachers or feel he could relate to them except for one. Jon 

voiced that he could relate to her because of their closeness in age, making it easier for him to 

understand and feel motivated that he could learn in class. 
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Similarly to Liyah, Jon mentioned having friends from other races and nationalities. Jon 

mentioned specifically “I spoke better Creole, like Haitian Creole, than Spanish all the way up 

until high school because I went to a Haitian middle school.  Well, not Haitian middle school but 

it was predominantly Haitian.” Additionally, not only did he have a love for Latin women, but he 

also was born and raised in a neighborhood that was multiracial in Miami, FL. Jon also 

expressed that despite his eagerness to learn foreign language he was met by opposition from his 

family. He described his mom’s uneasiness with him learning another language and expressed 

“[my family members] were all together against it.” However, he mentioned there were several 

people with whom he discussed foreign languages, which assisted him in his decisions to 

continue foreign language. He received encouragement from the international office at the 

university in addition to his advisor informing him about the B.A. and B.S. tracks for his degree 

and the benefits of foreign language. He believed that foreign language can assist him in his 

goals as he stated, “I’m just trying to be as capable as possible in the 21st century in the second 

global economy.” 

Table 3. Jon Interview Response Summary  

Interview Question: RQ 

Alignment: 

Summary of Response: 

Int Ques 1: Describe experience in 

3 words 

 

RQ 1 “afterthought, passive interest, and play 

Int Ques 2: Describe experience 

before university 

 

RQ 1 Jon stated Elementary school didn’t take 

F.L. serious, High school I took it more 

seriously but got apathetic after second 

year 

 

Int Ques 3: Describe feelings in 

L2 classroom 

RQ 1 Jon was excited at first but grew apathetic 

after time and not investing time. Learned 

more outside of class with peers (how to 

express self) 
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Table 3. Jon Interview Response Summary (continued) 

Interview Question: RQ 

Alignment: 

Summary of Response: 

Int Ques 8: L2 instructors 

teaching style 

 

 

 

 

Int Ques 9: Relating to L2 

instructor 

RQ1 

 

 

 

 

 

RQ 1 

Jon stated elementary teacher didn’t really 

engage students, Teach For America 

(TFA) teacher 1 was stern, liked TFA 

teacher 2 because she was easygoing and  

could talk to her 

 

Jon stated Teach for America (TFA) 1 

teacher, “yes”, because closer to age but 

the other TFA teacher 2 “no” 

 

Int Ques 18: Current motivation 

 

 

 

 

Int Ques 19: Black instructor 

affecting L2 view 

 

RQ 1 

 

 

 

 

 

RQ 2 

 

With L2 experience at University, Jon 

said he can see the importance of it and 

knows that he needs to be able to speak a 

foreign language to return to Miami 

 

Jon said it was a “slippery slope” and 

depended on how instructor identified 

 

Londa 

Where Jon received uproar from his mom and family when he mentioned learning a 

language, Londa received affirmation and encouragement to learn the language from her mom 

and aunt who was Mexican and actually a friend of the family. Londa recounted teaching her 

family what she learned in Spanish class as she stated, “So my family, I would teach them what I 

learned. And I would be like momma, do you know the ABCs? She was like no tell me.” Londa, 

a Black female, senior year psychology major at the university, and currently in her 20s had 

various daily and foreign language learning experiences that have influenced her pursuit of 

foreign language at the university level. Londa was born and raised in California in a diverse 

neighborhood and has Hispanic friends to whom she speaks Spanish.  

When asked to describe her experience with foreign language, Londa expressed, “family, 

automatic, [and] comprehension.” Table 4 below, further provides a summary of her responses to 
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interview and questionnaire inquiries in regards to these experiences. Londa used the three words 

mentioned to describe her experience because a family friend, who Londa considers to be an 

aunt, cared for her as a baby and spoke only Spanish. In addition to the music she listened to 

growing up, this created an immersion experience in the Mexican culture for Londa. Londa 

stated her first language was Spanish and her mother intervened because “I started to understand 

[Spanish], so much so that my mom was like stop speaking Spanish for my baby cause she don’t 

understand English.” Although her mom gently scolded her aunt for not speaking Spanish to her, 

Londa voiced that her mom has always encouraged and taught her to learn Spanish and to be 

open to other cultures. This is shown as she expressed “well my family is very accepting to every 

ethnicity. My mom is very versatile.”  

Londa also mentioned she was uncomfortable at first in her Spanish middle school class 

because Native Spanish speakers looked at her with “jealousy” and “confusion” because she was 

able to speak Spanish well. However, her Spanish instructor informed her that she should not be 

afraid and to confidently respond in class if she knew the answer. Besides this experience, Londa 

depicted the remainder of her foreign language learning experience, which includes high school, 

as a positive one. She also stated that felt proficient in the language. She described her 

experience as positive because she felt it was a “breeze” due to her prior experience learning 

Spanish with her aunt and friends. Despite her positive experiences and achievement of all As in 

Spanish, Londa believed she could not take foreign languages at the university because it was not 

on her curriculum. She expressed she did not know the difference between the B.A. or B.S. 

degree because her advisor did not make the distinction. Later in the interview, Londa expressed 

that she would have continued with foreign language at her HBCU if it was promoted and she 

was able to take more advanced courses because “[learning a language] can be beneficial to you 
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in the workforce” and she recognized that “people who are bilingual or trilingual, often get better 

jobs and are needed in certain areas.”  

Table 4. Londa Interview Response Summary  

Interview Question: RQ 

Alignment: 

Summary of Response: 

Int Ques 1: Describe experience in 

3 words 

 

RQ 1 “family, automatic, and comprehension” 

Int Ques 2: Describe experience 

before university 

 

RQ 1 Londa had great experience. Got to show 

teacher she was Black and knows Spanish 

and can pronounce words in the language 

correctly 

Int Ques 3: Describe feelings in 

L2 classroom 

RQ 1  

Middle school, she felt uncomfortable 

because classmates wondered how she 

knew Spanish, High school (HS) she said 

she was popular and had confidence  

Int Ques 8: L2 instructors 

teaching style 

RQ 1  

Londa had to speak with middle school 

Spanish teacher to inform her she wanted 

to learn and needed her to answer class 

because she didn’t have patience for kids. 

High School (HS) Spanish 1 teacher spoke 

only Spanish, HS Spanish 2 teacher class 

was easy, mostly review 

Int Ques 9: Relating to L2 

instructor 

RQ 1  

Londa had close relationship with teachers 

and was able to understand them 

 

Int Ques 18: Current motivation 

 

 

Int Ques 19: Black instructor 

affecting L2 view  

RQ 2 

 

 

RQ 2 

Not taking L2 because didn’t know it was 

option. 

 

Would give more confidence because 

Londa could view herself in the teacher. If 

teacher can, so can she 

 

 

Joe 

While Londa was not aware of the distinction between the B.A. and B.S. degree, Joe was 

another learner-in-context who did know about this distinction but chose to continue with the 
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B.S. He did not want to take an additional foreign language course due to his negative experience 

learning Spanish at the university. Jon, a Black male, graduating senior political science major 

and currently in his 20s had various experiences that played a role in his motivation to learn 

languages at the college level. Table 5 below, further illustrates the responses Joe provided to the 

interview questions. 

According to table 5, although Joe was learning Spanish at the collegiate level, it was his 

first-time learning Spanish and was a requirement because he did not complete learning a 

language before he entered the university. When asked to describe his foreign language 

experience in three words, Joe instead provided a one word response— “difficult”. Joe expressed 

that he only wanted to use this one word because it best described his experience. Joe explained 

the reason he described his experience as difficult was because he believed he waited too late to 

learn Spanish. He believed if he would learned Spanish in high school, it would have been easier 

because of more time spent to learn the information. He referenced the difference between 

having a year to learn Spanish in high school in opposition to only one semester which he 

believes is not enough time. Joe explained that many times he felt lost in his classes because he 

was learning Spanish for the last time. Additionally, he stated the teaching style of one of his 

Spanish teachers, who used only the white board to conduct lessons was not effective and 

affected his ability to pass the course. However, he mentioned the teaching style of his other 

Spanish teacher (Spanish 1), who incorporated the use of the white board as well as technology, 

was helpful in his eventual passing of his Spanish courses.  

Although he wishes he could return to High school to learn foreign language based on his 

reason for describing his foreign language experience, Joe said his counselor and teachers made 

it appear that learning a language was not necessary until college and that it would be simple and 
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only two semesters to complete the language requirement. He also mentioned that his 

neighborhood was dominated by Hispanics after some time and that it was a big adjustment for 

Joe and his family. Joe expressed his disinterest in learning Spanish as he stated “we in America, 

like our first language is English. So why are y ’all trying to force me to learn Spanish?” Joe 

stated this attitude comes from his experience and unhappiness working in sales, which his 

perception was that his lack in ability to speak Spanish caused him to have low sales and limiting 

his mobility at work. Joe had many influences from his experience that would cause him not to 

have motivation to continue including with his parents. He believed because his parents didn’t 

attend college, they didn’t view foreign language as important to learn so he viewed it the same 

way. Joe expressed, “If I was in a college going home, I’d probably be more motivated to learn 

another language.” 

Table 5. Joe Interview Response Summary  

Interview Question: RQ 

Alignment: 

Summary of Response: 

Int Ques 1: Describe experience in 

3 words 

 

RQ 1 “difficult” 

Int Ques 2: Describe experience 

before university 

 

RQ 1 Joe did not take foreign language in high 

school but stated that he wished he took it 

in high school because of more time to 

learn. Spanish 1 was easy but Spanish 2 

was difficult at university 

 

Int Ques 3: Describe feelings in 

L2 classroom 

RQ 1 Joe felt “lost” because he was learning the 

language for first time  

 

Int Ques 8: L2 instructors 

teaching style 

RQ 1 Spanish 1 teacher used various techniques 

(i.e., board, technology, etc), Spanish 2 

teacher only wrote on board  

 

Int Ques 9: Relating to L2 

instructor 

RQ 1 Joe able to relate to Spanish 1 teacher only 

because he was not a native speaker  
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Table 5. Joe Interview Response Summary (continued) 

Interview Question: RQ 

Alignment: 

Summary of Response: 

Int Ques 18: Current motivation RQ 2 Joe is taking Spanish courses because it is 

a requirement to graduate with degree  

Int Ques 19: Black instructor 

affecting L2 view 

RQ 2 Joe would take Spanish course because it 

would be more relatable. Black instructor 

would have sympathy. 

 

Patrice 

The next learner-in-context, Patrice, a Black female, was a fourth year political science 

major and currently in her 20s. Patrice had one year of Spanish in high school in New York but 

did not complete her last year. For this reason, she was required to complete foreign language at 

the university. Shown in table 6, the response Patrice gave when asked to describe her 

experience with foreign language in three words was “fun, an experience, and helpful.” Patrice 

provided these three word as a description because although she shared a similar experience with 

Joe of being required to take foreign language at the university, her primary and secondary years 

in her Spanish classes were more hands on and full of various activities. She stated that she had a 

positive foreign language learning experience during high school because she was exposed to 

Spanish in 6th grade and it made her more familiar with the content and made her feel smart.  

Despite her positive experience in high school with her instructors, Patrice felt it 

necessary to mention that she finished high school at a predominately white institution which 

influenced her foreign language experience. Patrice admitted she did well in her foreign language 

class, however, she described how not all of her classmates appreciated her performance. She 

said, “And then with the white kids, they was hating. I don’t like that. They was mad.” She never 

mentioned explicitly if her environment was a reason for her not successfully completing her last 

year. Because Patrice was not able to receive the Spanish credit for her second Spanish class, she 
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was not able to be exempted from the universities requirement for foreign language. Although 

she expressed she was more motivated to take Spanish than the other students in her Spanish 

classes at first, she voiced her discontent and regret about continuing foreign language at the 

university as she stated “I regret not taking that Spanish credit in high school… because in 

college they don’t care.. for you to actually learn.” 

Table 6. Patrice Interview Response Summary  

Interview Question: RQ 

Alignment: 

Summary of Response: 

Int Ques 1: Describe experience in 

3 words 

 

RQ 1 “fun, an experience, and helpful” 

Int Ques 2: Describe experience 

before university 

 

RQ 1 Patrice had good experience and it helped 

that she had exposure in 6th grade because 

then Spanish was familiar 

Int Ques 3: Describe feelings in 

L2 classroom 

RQ 1  

Patrice felt good in class because her peers 

would request her help and she like being 

helper 

Int Ques 8: L2 instructors 

teaching style 

RQ 1  

She stated Spanish 1 teacher in high school 

was great because she incorporated various 

activities but other teachers did not which 

made class difficult 

 

Int Ques 9: Relating to L2 

instructor 

 

RQ 1 

 

Patrice stated she wasn’t able to relate to 

the teachers but it made the classes 

interesting and opened her up to idea that 

others can teach language   

 

Int Ques 18: Current motivation 

 

 

 

 

Int Ques 19: Black instructor 

affecting L2 view  

RQ 2 

 

 

 

 

RQ 2 

She had to take foreign language for 

requirement to graduate; however, she 

wished she took and completed Spanish in 

high school and not college  

 

Did not ask student this question.  
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Rollie 

Like Patrice who took foreign language in 6th grade, Rollie, also had foreign language in 

middle school. However, Rollie was able to use those courses for two high school credits in 

foreign language. Rollie, a Black female, was a junior political science major and currently in her 

20s. As a learner-in-context, Rollie successfully completed her foreign language classes in 

middle school; however, she did not have the desire to learn Spanish as demonstrated by her 

comment, “I had no choice but to take it. In elementary school and middle school, they only 

offered Spanish to take because I grew up in Miami so we had to take Spanish. We had no other 

option.” Rollie mentioned later that she desired to pursue French as her foreign language, which 

she was able to do at the university level.  

Rollie’s responses about not having the desire to learn Spanish but being forced because 

it was the only language offered provides an explanation for her selection of “forceful, 

uninteresting, and hard” when asked to describe her experience with foreign language in three 

words. Her responses to the interview questions are provide below in table 7. Although she 

described her experience before entering the university as neutral, she believed it was helpful to 

learn another language and appreciated the skills she obtained about learning for her elementary 

and middle schools class. Furthermore, Rollie explained that her family contributed to her 

motivation and interest of foreign language learning. She stated, “Yes, my dad, he was big on us 

learning another language.” Additionally, Rollie’s career aspirations to work internationally 

influenced her motivation to continue learning French at the university. 

Table 7. Rollie Interview Response Summary  

Interview Question: RQ 

Alignment: 

Summary of Response: 

Int Ques 1: Describe experience in 

3 words 

RQ 1 “Forceful, uninteresting, and hard” 
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Table 7. Rollie Interview Response Summary (continued) 

Interview Question: RQ 

Alignment: 

Summary of Response: 

Int Ques 2: Describe experience 

before university 

 

RQ 1 Rollie described her experience as neutral 

because she believes it’s good to know 

another language she did not want to learn 

forced language in elementary and middle 

school but instead French 

Int Ques 3: Describe feelings in 

L2 classroom 

RQ 1  

She was uninterested. Rollie did work to 

make grade but did not retain information 

about Spanish 

Int Ques 8: L2 instructors 

teaching style 

RQ 1  

Rollie mentioned she didn’t care for the 

teaching style and mentioned her response 

may be biased because she didn’t care for 

the language 

 

Int Ques 9: Relating to L2 

instructor 

 

RQ 1 

 

She stated she was not able to relate to 

instructor because she did not try to relate 

to them  

 

Int Ques 18: Current motivation 

 

 

 

 

Int Ques 19: Black instructor 

affecting L2 view  

RQ 2 

 

 

 

 

RQ 2 

Rollie expressed her future education and 

career goals are what motivated her to 

continue foreign language at the 

university  

 

Rollie mentioned having Black instructor 

would motivate her more because it would 

make her feel she is also capable of 

acquiring the language  

 

 

Kaori 

While Rollie had career goals that drove her to continue foreign language studies, Kaori 

did not believe she needed a foreign language to successfully fulfill the duties of her future job as 

a speech language pathologist. However, after some time at the university Kaori mentioned 

knowing a foreign language would be beneficial for her career as she stated, “that’s more 

clientele base if I can speak Spanish…” Kaori, currently in her 20s, grew up in small town in 



   

 

86 

 

Texas with her mother who has a working knowledge of Spanish and was a fourth-year 

psychology major.  

Following table 8 below, described her foreign language in three words as “simple, easy, 

and non-challenging.” Kaori used these three words described her experience because she had 

many Spanish speaking friends that helped her in class and the teacher allowed the students in 

her class to use google translate. Kaori had two years of foreign language before attending 

college. In her foreign language classrooms in high school she mentioned the classroom was 

dominated by native speakers which she believed to be unfair because they already knew the 

language. Kaori expressed she had a negative experience with foreign languages in class because 

the teachers did not teach. Additionally, she attended a school where non-foreign language 

teachers discouraged learning languages. Kaori stated, “If it was not a Spanish teacher, it was not 

positive….A lot of [white] people believe that if you’re in this country, you need to learn to 

speak the language. So they didn’t care to hear foreign [languages].” Although Kaori reported 

having a negative experience with foreign languages, she still expressed her motivation to 

continue foreign languages after completing a year at the university. Conversely, Mosie, another 

learner-in-context had a different experience with teachers as it pertained to foreign languages. 

Table 8. Kaori Interview Response Summary  

Interview Question: RQ 

Alignment: 

Summary of Response: 

Int Ques 1: Describe experience in 

3 words 

 

RQ 1 “simple, easy, and non-challenging” 

Int Ques 2: Describe experience 

before university 

 

RQ 1 Kaori stated her friends would teacher her 

bad things in class; however, the instructor 

did not teach class and allowed students to 

use google translate   

Int Ques 3: Describe feelings in 

L2 classroom 

RQ 1 She felt confused because she was not able 

to understand anything in class.  There was 

a new concept to learn every day 
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Table 8. Kaori Interview Response Summary (continued) 

Interview Question: RQ 

Alignment: 

Summary of Response: 

Int Ques 8: L2 instructors 

teaching style 

RQ 1 Kaori said the teaching style of her teacher 

was terrible and believes it was because 

teacher was retiring soon. She expressed 

possibly because students weren’t engaged 

as well 

 

Int Ques 9: Relating to L2 

instructor 

 

RQ 1 

 

She stated she was not able to relate to 

instructor. The instructor only spoke about 

her culture and not Black culture  

 

Int Ques 18: Current motivation 

 

 

 

 

Int Ques 19: Black instructor 

affecting L2 view  

RQ 2 

 

 

 

 

RQ 2 

She wanted to continue foreign language 

for career purposes but was told it was not 

offered  

 

 

Kaori stated it would not affect her view 

because she would not want anyone that’s 

not from Spanish background.  

 

Mosie 

Mosie, a Black African female, immigrated to the United States from Ghana during her 

middle school years. She was a third-year political science major and currently in her 20s. Mosie 

took Spanish in the third grade in addition to two years of Spanish in high school. As shown in 

table 9 for her response to interview questions, when asked to describe her experience with 

foreign languages in three words, Mosie responded “exploratory, culture, and curiosity.” I asked 

Mosie to elaborate on why she used these three words and she responded that she always wanted 

to explore other cultures and it intersected with her curiosity about languages as well. She 

described a third grade experience where she lost a Spanish competition because she didn’t know 

the word “contento.” Despite this failure, Mosie insisted this experience ignited a stronger 

motivation to continue and completely learn Spanish. She also reported that she had a pretty 

good experience in high school as a result of her past experience in elementary.  
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Mosie stated, in high school teachers were supportive of her when they discovered she 

knew and was learning a language. She stated, “So, they’re surprised and then when they learned 

that I was trying to learn Spanish, they were like, ‘Wow, even better’.” When asked if she was 

able to relate to her instructors, she responded yes to one teacher with whom she identified as a 

foreigner. In addition to supportive teachers, Mosie also had many international friends and a 

family who was supportive and encouraged her to learn another language similarly to Rollie. In 

fact, Mosie informed me that her mother speaks five different languages with the intention to 

learn a new language. In addition, her father speaks three languages and her younger brother 

uncovered that he was secretly learning Hebrew as a surprise to the family.    

Table 9. Mosie Interview Response Summary  

Interview Question: RQ 

Alignment: 

Summary of Response: 

Int Ques 1: Describe experience in 

3 words 

 

RQ 1 “exploratory, culture, and curiosity” 

Int Ques 2: Describe experience 

before university 

 

RQ 1 Mosie described her experience in a third 

grade Spanish competition, which she lost 

because she could not translate the word 

“contento” 

Int Ques 3: Describe feelings in 

L2 classroom 

RQ 1  

She expressed that she felt “really good” in 

class because she was a good student and 

her prior Spanish experience assisted her in 

high school 

 

Int Ques 8: L2 instructors 

teaching style 

 

RQ 1 

 

Mosie mentioned that she did not like the 

teaching styles of her instructors because 

they did not make the language “enticing” 

 

Int Ques 9: Relating to L2 

instructor 

 

RQ 1 

 

She stated she was able to relate to some of 

her instructors because she identified with 

them as a foreigner herself  

 

Int Ques 18: Current motivation RQ 2 

 

Mosie said she is motivated to learn 

Spanish but not in the classroom setting    
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Table 9. Mosie Interview Response Summary (continued) 

Interview Question: RQ 

Alignment: 

Summary of Response: 

Int Ques 19: Black instructor 

affecting L2 view 

 

 

RQ 2 

 

 

 

She expressed she would okay with Black 

instructor but would prefer a native speaker 

to show her/him that she is fluent and 

capable 

 

Bre 

Bre was a Black Jamaican female, who like Mosie immigrated to the United States 

during her primary years of education. Bre was a junior psychology major and currently in her 

20s. Bre took Spanish in 4th, 5th, and 6th grade. Additionally, she took two years of Spanish and 

one year of Latin in high school with the intentions of using the language to assist her in medical 

school. When asked to describe her experience with foreign languages in three words, she stated, 

“culture difference, access to new information, and different perspective.” According to table 10 

that provides her responses to the interview and questionnaire, Bre described a positive 

experience with foreign languages; however, she never referenced what it consisted of when 

further explaining. Instead she referred to her ability to communicate with native speakers. She 

expressed her confusion in her classes as she illustrated class was like “putting pieces together.” 

Bre also mentioned she had difficulty with new terms along the way.  

Furthermore, Bre expressed that while in Jamaica her mom had an interest in learning a 

second language and desired that Bre learn another language, however, was unable because of 

economic reasons. She stated, “It's just that because of economics, like, if she had the money to 

allow my sisters and I to learn [a foreign language] when we were younger she would have but, 

because of economic situations she couldn’t.” However, after moving to the United States they 

had the ability to learn a foreign language starting in primary school. In spite of the early 
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exposure, Bre expressed her dissatisfaction with her teacher’s instruction style because it was 

mostly handouts or her teacher telling the class to “sit down and be quiet.” On the other hand, 

she had one teacher who was interactive and engaging and that really got her attention when 

learning Spanish. Additionally, Bre has a history of family members who are from countries that 

speak Spanish, Portuguese, and English which served as a motivating factor for her mom and her 

to learn a foreign language.  

Table 10. Bre Interview Response Summary  

Interview Question: RQ 

Alignment: 

Summary of Response: 

Int Ques 1: Describe experience in 

3 words 

 

RQ 1 “cultural difference, access to new 

information, different perspective” 

Int Ques 2: Describe experience 

before university 

 

RQ 1 Bre expressed she had a good experience 

but referenced her ability to communicate 

Int Ques 3: Describe feelings in 

L2 classroom 

RQ 1 She stated she was confused and felt like 

she was putting puzzle pieces together 

 

Int Ques 8: L2 instructors 

teaching style 

 

RQ 1 

 

Bre had two teachers whose teaching style 

she described as okay but one teacher who 

was interactive and engaging 

 

Int Ques 9: Relating to L2 

instructor 

 

RQ 1 

 

She stated she was able to relate to her 

teachers who were from the islands (i.e., 

Puerto Rico, Dominican Republic, Cuba) 

 

Int Ques 18: Current motivation 

 

 

Int Ques 19: Black instructor 

affecting L2 view 

RQ 2 

 

 

RQ 2 

Bre mentioned she wants to be able to 

communicate with her friend and travel  

 

Bre expressed she would still pursue 

foreign language despite Black instructor 

  



   

 

91 

 

Baker 

Like Bre, Baker the last learner-in-context, stated he had family members who spoke 

Spanish. Baker, a Black male, attended a different university before coming to the current 

institution where he was a third year psychology major, currently in his 20s, and originally from 

California. When asked to describe his foreign language experience in three words, as shown in 

table 11, Baker described his experience as “uncoordinated, unsure, and family.” Baker used 

these three words to describe his experience because it is a description of how he viewed the 

language. He mentioned he understood the written form of Spanish faster although he was 

unsure of the language because he guessed a majority of the time.  

Baker expressed he took two years of Spanish in high school. Similar to a few of the 

previously mentioned learners-in-context, Baker had a positive first year in his foreign language 

course, but during his second year he admitted, “We didn’t do anything. [The Spanish 2 teacher] 

just went in there, gave us a warm-up, we took notes and that was it. I learned the most from my 

junior year.” Despite this second experience, Baker described an overall positive experience with 

foreign languages.  

Table 11. Baker Interview Response Summary  

Interview Question: RQ 

Alignment: 

Summary of Response: 

Int Ques 1: Describe experience in 

3 words 

 

RQ 1 “uncoordinated, unsure, and family” 

Int Ques 2: Describe experience 

before university 

 

RQ 1 Baker mentioned he had a difficult time in 

his second year of Spanish but learned a lot 

his first year. 

 

Int Ques 3: Describe feelings in 

L2 classroom 

RQ 1 He stated he was nervous because he 

needed to pass the class but it proved to be 

difficult a lot of the time 
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Table 11. Baker Interview Response Summary (continued) 

Interview Question: RQ 

Alignment: 

Summary of Response: 

Int Ques 8: L2 instructors 

teaching style 

 

 

Int Ques 9: Relating to L2 

instructor 

 

 

 

Int Ques 18: Current motivation 

 

 

Int Ques 19: Black instructor 

affecting L2 view 

RQ 1 

 

 

 

RQ 1 

 

 

 

RQ 2 

 

 

 

RQ 2 

Baker referenced the teachers’ leniency and 

one teacher’s ability to break down the 

Spanish language 

 

Baker felt he was able to relate to his first 

teacher because the teacher represented his 

culture well 

 

Did not ask student this question 

 

 

He felt it would empower him because if 

that Black person did it so can he as a 

student learning as well 

 

Summary 

The learners-in-context all mentioned having different experiences that contributed to the 

way they view the importance of learning a language. Some students had heavier cultural 

influences from family members and others had strong educational experiences and memories 

that influenced their decision to continue foreign language learning. In addition to these 

experiences, many of the students of this study who had positive experiences more than likely 

did not choose to continue foreign language because they were not aware it was an option as a 

result of a strict curriculum. To provide more detail on the various factors illuminated in these 

learners-in-context experiences, the following sections bring the focus of this study back to the 

case at large.  

Experiences Learning a Foreign Language  

Research Question one was concerned with how Black students described their 

experiences with foreign language studies. More specifically, I was interested in their 
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experiences with foreign language during their primary and secondary school years and after 

their matriculation into the university. A questionnaire (see Appendix D) was administered to 

these students prior to their interview to gather demographic information as well as additional 

data about their feelings towards foreign language studies. In addition, students were asked to 

describe how they felt in their foreign language classrooms, how they felt about their instructors’ 

teaching styles, and to describe their foreign language experience before coming to the university 

with three words and to describe why they chose those three words. Moreover, the students’ 

advisors and administrators, such as, department chair or dean, were interviewed in regards to 

the students’ educational experience.  

The following sections will cover the assertions and emerging themes from the findings. 

This includes themes about participants’ pre-collegiate and post-secondary experiences such as 

instruction, class demographics, and instructor influences. Additionally, the sections will cover 

additional assertions that are based on the literature and coding provided. 

Pre-Collegiate Experiences 

Instruction.  

To gather a better understanding of students’ experiences with foreign language study, 

interview questions were broken into two categories of questions, Pre- and Post-university 

experience. Students discussed the importance of instruction in their pre-collegiate experience 

and provided examples of teaching style, class size and demographics and engaging activities. 

For all students interviewed, only one student did not have a pre-collegiate experience with 

foreign language and is further explained in the next section.  

Several students mentioned they did not have positive experiences with foreign language 

and this negative experience with foreign language learning deterred them from continuing 
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foreign language in a university setting. The participants provided several different responses for 

their bad experience that reflected information about instruction of their teachers. One student, 

Liyah described her bad experience as a result of not being taught well. Liyah stated:  

Okay, my first year I had a new-hire teacher and she didn't teach it very well. And so, it 

was like we're having fun in her class ... class is fun the whole semester and then when I 

jumped into Spanish II, my next year I had a teacher who was hard, down by the books. 

And I hadn't learned pretty much anything from my first year so I was like, "I hate this 

class because I don't know how to do it. I didn’t learn anything the correct way.” So it 

was like, ‘I don’t want to do it anymore.’  

In this response, Liyah chronicled her transition from Spanish I to Spanish II. She believed her 

teacher was not successful at disseminating the appropriate knowledge in order for her to be 

successful in the successive course. Another student, Baker, illustrated a similar experience,  

My junior year I had a good teacher and my senior year for Spanish II, I kinda had a 

teacher who was just… we didn’t do anything. He just went in there and gave us a warm 

up, took notes, and that was it. So I mainly learned the most from my junior year.  

Baker recounted later in the interview that his Spanish II teacher would mostly have the class 

listen to audio tapes and translate, which Baker described as not being helpful.  

Kaori recounted a similar experience learning Spanish, “it was kind of like, here’s your book, use 

your phone, figure it out kind of thing.”  

Classroom demographics.  

Additionally, Kaori also expressed demographics of her classes as another reason for 

being discontent with her experience prior to entering the university. Kaori stated, “I didn't think 

it was fair that the people who were Hispanic got to take Spanish, even though they know street 
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Spanish but it’s basically the same. They can still read, it’s not hard.” In this instance, allowing 

Heritage speakers in the classroom was not justifiable for Kaori because she felt she was at a 

disadvantage. However, this experience did not deter her from wanting to continue foreign 

language study at the collegiate level, as she had positive experiences “growing up around 

people who were Hispanic” and learning Spanish from her friends. Kaori sought to pursue a 

minor in Spanish as a way to take foreign language at the university but was told that the minor 

was not offered and there was no way to take additional languages. Unfortunately, the 

information she received was inaccurate because of the foreign language distinction between the 

Bachelor of Arts and Science degree. At this HBCU in the southeastern region, the minor for 

languages was discontinued soon after the major was discontinued. Additionally, the Bachelor of 

Science degree for the two described majors does not allow students to pursue a foreign 

language, whereas the Bachelor of Arts degree allows students to take 12 credit hours of a 

foreign language for some of the majors in the College of Social Science, Arts and Humanities.  

There were only three students out of 10 pursuing a Bachelor of Arts degree, Jon, Bre, 

and Rollie. Jon and Bree did not mention having a negative experience in their foreign language 

classrooms during their earlier years. However, Jon stated that he grew apathetic in his Spanish 

class over time because of a large class size and his investment of learning Spanish outside of the 

classroom. Jon expressed:  

I was so excited to go at first, but then it’s like I became apathetic…I was not investing 

as much time in class as so much in the hallways with my friends who [kind of] spoke 

English…if we’re being honest, I mean like I learned how to properly utilize different 

insults, curse words, and ways of expressing hunger and things like that.  
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Where the classroom lacked engaging activities, Jon found his peers more engaging as a result of 

the communicative style of engagement. Bree, on the other hand, expressed the benefit of taking 

foreign languages to assist her in identifying words that she had never seen before. She stated, 

“Another thing that I learned from Latin is that a lot of the terms that are in English and Spanish 

are derived from Latin terminology, so that made it more interesting…” According to Bree, she 

took Latin so that it would assist her in medical school. She described her language knowledge 

of Latin as an assistance to help her learn other languages. Learning Latin allowed her to develop 

the skill of breaking words down to get an initial understanding of them without searching in a 

dictionary. Like Bree, Rollie is seeking a Bachelor of Arts because she is allowed to take a 

foreign language. In contrast, although Rollie did not explicitly state she had a negative pre-

collegiate experience, two words she used to describe that experience with foreign language 

learning were “forceful” and “uninterested.” She did not want to learn the language that was 

offered at the time in her middle school. Rollie stated, “Because I had no choice to take it. In 

elementary school and middle school, they only offered us Spanish to take because I grew up in 

Miami. So, we had to take Spanish. We had no other option.” In her response, Rollie depicted 

her limited selection as being the reason she had to take Spanish instead of French, which she 

would have had more motivation to pursue. Although the experience was not negative and in 

spite of her indifference to Spanish, Rollie maintained motivation to pursue foreign languages at 

the collegiate level.   

Post-Secondary Experiences 

Instructor Influences. When asked about their post-secondary experience, students 

discussed instructor influence as a contributor to their foreign language experience. From this 

discussion, caring instructors, teaching styles, and student career aspirations were themes that 



   

 

97 

 

appeared during the data analysis process. Lastly, as previously mentioned, there was one student 

who only had foreign language experience at the university level and is documented below.  

Caring Instructors and Teaching Styles. There were two students who took Spanish at 

the university who depicted their experience learning language more negatively because of their 

instructor. Patrice described her instructor as not caring. She stated, “Yeah. I regret not taking 

that Spanish credit in high school. I’m not going to lie. I do because in college they don’t care. 

Now if they cared a little bit more, then I would be like okay cool.” Patrice continued expressing 

her discontent with instructors’ lack of caring and a call for more tailored attention and different 

style of teaching saying “when you’re going to teach someone a different language, you have to 

give them some type of activities. You have to get them to see.” 

Joe had a similar illustration as he stated, “Spanish I, I had a good teacher and she 

understood we were students who didn’t speak Spanish good enough based on taking it late in 

life. But I did have another teacher for Spanish II and his teaching method made it difficult.” Joe 

expresses here that his instructor’s teaching style was the reason he performed poorly and he 

further explained how he had to withdraw from the course because he was not able to adjust to 

the teaching style of the course.  

Career/Personal Goals. In opposition to the negative experiences Patrice and Joe 

mentioned, Rollie and Jon also expressed the difficulty of their courses but did not recount any 

negative thoughts or feelings about their language learning experience. Instead, they expressed 

the benefits of taking foreign languages and their own motivation to pursue foreign language at 

this stage of their education. Rollie explained, “Because for my career goals, I need to know 

another foreign language. That’s pretty much the reason why.” Jon gave a similar response as he 
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shared, “I know in my heart that it is conducive to all the plans laid out in front of me for 

tomorrow and open the doors I want it to open. It will allow me to connect across cultures.”  

Summary 

 All of the students interviewed had varying experiences during the pre-collegiate and 

post-secondary years. Some of the students had negative experiences but decided to continue 

learning languages, and others with negative experiences decided to steer clear of foreign 

language classrooms. Additionally, some students had positive pre-collegiate experiences but as 

a result of their curriculum limiting what courses they could take decided not to continue foreign 

language study.  When asked how they would feel about a sudden requirement for foreign 

languages in their curriculum, most students stated they would be upset but would do what they 

needed to complete their degree. Their initial reaction is understandable, as they are junior/senior 

standing students who are at the brink of completing their undergraduate degree. Overall, these 

findings align with the three word responses students were asked to provide as a description of 

their foreign language experience. Some students felt their foreign language experience was 

“interesting,” “fun,” and “helpful” while others expressed that it was “difficult,” “required,” and 

“uninteresting.” Based on the responses provided by these students about their motivation, these 

responses about their experiences appear to indicate if these students acquired the motivation to 

continue foreign language studies at the university level aside from understanding the importance 

of foreign language in society today.  

Communication of Foreign Language Importance 

Another factor to consider when examining research question one is the information that 

teachers provide students about the importance of foreign language learning. The students of this 

study were interviewed and discussed the communication of information in regards to foreign 



   

 

99 

 

language importance. Participants were asked how teachers discussed foreign languages with 

them, in addition to peers and family members who may have influences on their decision-

making. Additionally, advisors discussed how they communicated with students about the 

importance of foreign languages at the university and if they mentioned how foreign languages 

could be helpful after graduating from the university.  

Pre-Collegiate and Post-Secondary Communication: Teachers, Advisors, Family, and Peers  

Pre-Collegiate Teacher and Advisor Experiences. In regards to students’ past and 

current experience with communication of information as it pertains to foreign language 

importance, six out of the 10 students interviewed, stated their high school teachers did not 

mention the need to take foreign languages at the collegiate level. Patrice stated, “Honestly I 

don't think they did. I don't remember you know besides the teachers that I had that was teaching 

the class. No one ever talked about Spanish.” Londa similarly mentioned, “Teachers, I've never 

spoke to teachers about Spanish if they weren't a Spanish teacher.” Another student, Joe, had an 

experience with regard to the communication of foreign language information where he stated he 

was informed foreign language was not required to gain entry into certain universities. Joe 

recounted, “It was an option to take it at the time because my advisor knew with different 

schools you didn’t need to get into school with foreign language.” After taking the foreign 

language at the university, Joe expressed his regret of not taking foreign language in high school 

because his perception of Spanish not being difficult if he learned it at a younger age.   

Although a majority of the students had similar stories with regard to dissemination of 

information about foreign languages at the collegiate level and after college, one student 

mentioned that because she grew up in south Florida there was emphasis placed on the 

importance of foreign languages once students entered the job market. Rollie mentioned,  
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Well, growing up in the South, foreign language is most definitely a big thing to learn. It 

was always talked about positively, especially being younger, saying, "Oh, yeah, when 

you're older it will be beneficial to you when you want to get a job," and stuff like that. 

Foreign language was always talked positively. 

In this case, Rollie’s hometown was a determining factor if teachers or advisors disseminated 

information about foreign languages. On the other hand, Kaori from Texas mentioned foreign 

language was viewed negatively as a result of perceptions in her hometown. Kaori stated,  

If it was not a Spanish teacher it was not positive. Like I said earlier before, one, I'm from 

Texas so you've got a lot of [white] people. A lot of [white] people believe that if you're 

in this country you need to learn to speak the language. So they didn't care to hear [a] 

foreign language. 

In this instance, Kaori did not have a positive experience when discussing foreign language with 

teachers and advisors. Because of other sociocultural issues, these teachers did not view learning 

foreign language as important and communicated that view to the student.  

 Family and Peer Experiences. While students received information about foreign 

languages from their teachers and advisors, some did not get information communicated to them 

about importance of learning foreign languages at the collegiate level and beyond. These 

students also had social and cultural influences from their peers and family in regards to foreign 

language learning. The majority of the participants of the study mentioned their high school 

classmates did not like foreign languages and that their classmates expressed their desire not to 

take a foreign language. In contrast, few participants of the study who came from a context 

where they socialized with a variety of cultures in school expressed their peers had more positive 

outlooks on foreign language learning.  
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Kaori, along with several other participants of this study, mentioned they had family 

support to continue foreign language learning. Kaori stated her mom, who also learned and 

knows Spanish, told her learning a foreign language is important but she also stated that it was 

not “stressed.” Patrice had similar support of foreign language learning from family, “Well for 

me, they had high expectations of me. I had to pass Spanish. I had to pass English.” However, in 

this instance, her family was concerned only because foreign language was a requirement and 

wanted her to be successful in her academic endeavors.  

Mosie also mentioned that she had family support, stating, “They also encourage[d] me 

to learn more languages, especially my mom. My mom speaks five languages.” Mosie has the 

support of her family and has an example of the benefit of knowing foreign languages, as her 

mom speaks multiple languages. Kaori and Rollie had similar circumstances where Kaori 

expressed that her mother’s best friend was Mexican and would speak Spanish to her, in addition 

to her mother and immediate family encouraging her to teach them what she learned “So, my 

family, I would teach them what I learned. And I would be like momma, do you know the 

ABC's, she was like no, tell me…” Rollie stated “Yes, my dad, he was big on us learning another 

language” as she gave a depiction of how her dad supported her and her siblings learning a 

language by providing computer and phonics games in the language. Another important factor to 

note with the families of two of these students— Bre who is Jamaican and Mosie who is 

Ghanian— is that they are international. The international perspective of the families of these 

students could have an impact on the way their families view foreign language learning because 

they needed to have a command of the English language to advance in the U.S.  

Although several students had families that communicated and emphasized the 

importance of foreign language learning, there were other students who had families that did not 
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mention foreign language or its importance. Liyah stated, “So my parents, my mom, she doesn't 

speak anything. My dad either but I'm mostly with my mom.” There were also families who 

were against learning foreign languages. Jon expressed this as he stated, “They were all together 

against it, especially my mom.” Jon further explained that his family was against languages 

because of cultures clashing and the perception of these other groups that spoke foreign 

languages taking jobs. Jon mimicked his mother as he stated, “they take jobs.  I remember that, 

being a very common expression growing up.  But they come over with their language and you 

know.” However, after his own experiences and discussions with his university advisor, he 

decided to pursue foreign languages at the collegiate level. 

Post-Secondary Advisor Experiences. In addition to these varying experiences, foreign 

language was not a subject area promoted at this post-secondary institution, which was another 

factor to consider in the experiences these students were having at this HBCU. Administrator, 

Dr. Kay, was interviewed regarding students’ experiences at the post-secondary level and alluded 

to the issue of foreign language promotion at the university as he expressed his uncertainty of the 

value the university places on foreign language: 

It's hard to really know what the university, how much value they place on foreign 

language, because you get kind of mixed messages. On the one hand they say, ‘Yes, we 

want people to go overseas, we want people to have this international experience’, but 

then we don't have a major in any of the languages. 

Two of the advisors interviewed corroborated this idea as they discussed their advising 

practices and experiences when meeting with students. As noted by the responses from students’ 

advisors, there was a split response regarding the advisement for the Psychology and Political 

Science majors where language and its importance was concerned. Advisor Anderson stated, “I 



   

 

103 

 

explain to them learning a language in itself is a benefit…” while Advisor Jackson stated, 

“foreign language was really not on the forefront for the political science students.” The advisors 

were asked how they presented the option of taking foreign language through the B.A. versus the 

B.S. and Advisor Anderson stated he explains to students the difference between the two tracks 

and that he also mentions the importance of foreign language. This explanation was supported 

when he recounted his experience advising students, “I try to be more politically correct how it's 

perceived in terms of getting the B.A. versus the B.S. So I often have students ask ‘what's the 

benefit of the B.A. versus the B.S.’ and I explain to them learning a language in of itself is a 

benefit.” 

Advisor Anderson expressed that he discusses with students how languages can help 

students to interact with other people from different cultures in the near future and that 

communication [through language] is the key to success in any relationship. Advisor Jackson, 

however, stated she did not disseminate information about foreign languages to students or 

provide information about the B.A. and B.S. unless students asked about taking a foreign 

language or in some cases if students “want to study abroad or whatever, then it is strongly 

recommended.” In these two instances the advising practices of students’ advisors influenced 

many of their students’ decision to pursue foreign language as a result of students receiving or 

not receiving information about their options as it pertains to taking a foreign language and 

degree track. However, questions remain for students who are not aware of the difference 

between the two degree types and do not ask.   

Summary 

The literature described students at a Historically Black Colleges and University (HBCU) 

stating more communication about the importance of foreign languages would help more 
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students at the university to see the importance of foreign language (Moore, 2005; Pratt, 2010). 

More students would have further motivation to pursue foreign language study if they knew that 

knowing a foreign language would be very important after they graduate from college. This idea 

of communicating the importance of foreign language was applied to several different contexts. 

According to the responses provided from students, with the exception of a few students, the 

importance of a foreign language was not communicated to most of the students during their pre-

collegiate years. There were some students who received from their families information about 

the importance of foreign language, but some who did not. In addition, some families actually 

disapproved of learning another language. Lastly, advisors had varying practices when advising 

students. As a result of the two advisors interviewed, findings revealed advisors may provide 

their students with information about foreign language benefits in addition to how it would be 

possible to pursue foreign language at the university level, and some advisors may not mention 

foreign languages unless students request information about studying abroad or show interest in 

improving their language skills by taking a foreign language. 

Lack of Speaking Ability in Foreign Language 

Research question two sought to examine if and how Black students’ past experiences 

influenced their motivation. Based on the literature (e.g., Davis & Markham, 1991) another 

factor that emerged as a possible influence on motivation to pursue foreign languages was 

students’ lack of comfort with their ability to speak in their language courses. The participants of 

the study reflected on their current speaking and foreign language abilities at the time and how 

their ability to speak made them feel. This also referred back to how their ability to speak the 

language influenced their motivation. When students were asked to rate on a scale 1 to 5 (one 

meaning they have much difficutly in the area and five meaning no difficutly in the area) their 
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attititude towards their speaking abilities in the current foreign language, the students who did 

not want to pursue foreign language provided a low rating. Additionally, they were asked to 

generally rate the importance of learning a foreign language in today’s society.   

While over half of the students interviewed rated their speaking abilities as a 3 or below, 

only two of those participants decided to pursue the Bachelor of Arts degree, which allots 12 

hours of foreign language in the curriculum. These two students also enrolled in foreign 

language at the collegiate level or planned to expand their foreign language knowledge through a 

study abroad opportunity. Although Jon gave himself a 3 for his speaking abilities, he mentioned 

“I am still able to get my point across.” It is important to note that Jon has taken most of his 

Spanish courses during study abroad experiences. He mentioned he did not feel he learned a lot 

from the Spanish course at his university but did not provide much detail as to why. Similarly, 

Bree rated her speaking abilities a 3 and mentioned, “…but I know that wherever I start Spanish 

class as I did with Spanish, because I took it multiple times, it’s easy for me. If I see the terms, 

it’ll be easier for me…” She later mentioned she was confident her previous experience learning 

Latin would help her with Spanish courses at the university. Based on her comments, Bree also 

does not steer away from language courses as a result of lack of speaking development but 

instead plans to use prior language experiences to assist her.  

Although these two students still had intentions of continuing to study a foreign language 

while in college, a majority of the other participants who gave themselves lower ratings had no 

intention unless it was a requirement for graduation. On the other hand, the three students who 

rated their speaking abilities a 4 or 5 mentioned their intentions to continue learning foreign 

languages although two of them are not pursuing foreign languages as noted by their declaration 

of obtaining Bachelor of Science degrees. Londa expressed that people who know another 
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language “get better jobs and are needed in certain areas…” and continued by saying “when you 

have somebody that speaks two languages, they’re more effective or more often to get hired”. 

However, Londa mentioned she did not need to continue learning another language. It is possible 

that because she was immersed in the Spanish language as a younger child and believes she is 

fluent in the language, she feels she does not need to continue learning a language in school. In 

contrast, Rollie who believes she is fluent and is motivated to continue the foreign language 

“…because after college I'm looking forward to furthering my education and getting a career. I 

know knowing another language would be beneficial to me so it's really important.” Rollie has 

made the decision to continue studying a foreign language in school because, according to her, 

she wants to become completely “fluent in French so to know the entire nine yards.”  

Summary  

These findings align with the theoretical proposition of this study as it pertains to students 

who believe their foreign language speaking abilities are limited or non-existent and their 

decision to continue foreign language courses. It does not align when considering the students 

who believe they are fluent or close to fluency in the target language and do not continue with 

foreign language courses at the university level. It is imperative to consider other factors that 

influence students as shown in the responses provided by Jon, Bree, and Londa. It is necessary to 

consider the student’s social and cultural background when examining what influences students’ 

choices in continuing foreign languages or not.  

Attention to Cultural Information Connecting Students to African Roots 

Attention to cultural information was another proposition that guided the analysis for this 

study and addressed research question two, which sought to examine if and how students’ past 

experiences influence their motivation to continue language learning in college. Based on the 
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literature, another factor that emerged as a possible influence on Black students’ motivation was 

teachers connecting the cultural lessons learned in class to African roots (Davis & Markham, 

1991; Pratt, 2010). The students in this study provided reflections of the previous and current 

experiences with foreign language and were asked if teachers connected their foreign language 

classes to the African culture, would they have been more motivated to learn a foreign language. 

In addition, students were asked if having a Black instructor would change their experience in a 

foreign language course.  

In regards to students’ past and current experience with foreign languages and the 

influence on their motivation to continue foreign language learning in college as it pertains to 

teachers connecting the cultures of foreign languages to African roots, seventy percent of 

students interviewed expressed they would appreciate learning a foreign language more. Joe and 

Patrice reference being at an HBCU and learning about the African culture in their other courses. 

They recount how this cultural attention would affect them. Joe mentioned the significance for 

him in the context of attending the university as he stated, “I think it would help because I think 

that’s how we [are] getting through this whole HBCU experience.” Patrice mentioned the 

significance for her in the context of identity development as she stated, “Yes. Actually, I think I 

would've appreciated being African more…” Several other students discussed their interest in 

learning more about the African culture in their language courses and also discussed the impact 

such study would have on their identity. For example, Rollie said, “I’m completely interested in 

learning about African diaspora and how things came to be and all that, so yes.” Additionally, 

they discussed their sense of obligation to learn a language, exemplified in Baker’s comment: “I 

have to do it because my ancestors did it.” He mentioned feeling obligated if the foreign 
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language course focused attention on providing a classroom experience centered in African 

culture.  

Although a majority of the participants expressed how much more they would appreciate 

languages and therefore would be influenced to continue learning languages, there were three 

students who stated relating the language they currently or previously learned to African culture 

would not change their perception about the language. They all mentioned they would still have 

interest in the language regardless if there was connection to African culture. Kaori mentioned 

her Spanish classes did not “have to relate to Black people at all,” but should have a culture day 

to explore the Hispanic culture. Liyah expressed she would have appreciated the language 

regardless as she stated “I was appreciative, I just ... the second class, it was just hard.” 

According to Liyah, the difficulty of her second Spanish course is what influenced her decision 

about continuing foreign language studies. While Liyah focused on her difficult prior 

experiences with Spanish, Londa mentioned she still would have been interested in foreign 

languages regardless and also “I probably would have a better outlook on my own culture when 

it comes to that. Comparing and seeing what they have in common, because there are 

similarities.”  

Londa and Kaori mentioned they would still have interest in the language; however, they 

are not pursuing foreign languages at the university. In addition to asking students how they 

would feel if their foreign language courses were connected back to the African culture, they 

were also asked if having a Black instructor would have an impact on their view of foreign 

language learning. Four students stated they would have more motivation to learning a foreign 

language if they had a Black instructor. Rollie stated, “It gives you more and more motivation 

because it’s like this person, they weren’t born speaking this language. They learned it just like 
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how I’m learning it, so it is possible.” Londa, along with others, maintained the same idea, “I 

think it would give me more confidence because you’re Black, I’m Black and you can speak a 

foreign language so I would want to do the same. If you can do it then I can do it, too.” While 

Joe believed having a non-native speaker would better help him learn Spanish, Kaori maintained 

her belief that a Black person (a non-native speaker) should not teach Spanish because the 

instructor would not know how to pronounce words in Spanish correctly where she provided the 

example of rolling ‘Rs’. Mossie stated she would be “okay” with a Black instructor but 

expressed her preference for a native speaker as well. Despite these two participants’ preference 

for a native speaker, later in the interviews Kaori mentioned difficulty relating to her Spanish 

instructor and both Mossie and Kaori expressed the importance of being able to relate to their 

instructors.   

Summary 

The literature presents information from Black students’ responses at HBCUs in regards 

to preference for class content to keep their engagement in foreign languages (Davis & 

Markham, 1991; Pratt, 2010). The findings in this study demonstrate this to be true for a majority 

of the students interviewed; however, as a result of all students not showing more desire to 

pursue foreign language, this theoretical proposition is invalid because the findings do not align 

completely (Yin, 2003). Although all students did not show more interest in foreign language 

after being presented with the idea of the course connecting to African culture, several students 

believed they would have interest in the course despite the new connection.      

Anxiety of Learning Languages from Complications with Standard English  

Although learning English is not a foreign language when considering the context of this 

study, the proposition most applies to research question two because of the interest in influence 
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on motivation to take foreign language at the collegiate level. Based on the reviewed literature, 

students who have a negative connotation to their own English abilities will have anxiety in 

regards to learning foreign language. Students who do not have a negative connotation will 

mention less anxiety (Smitherman, 1977; Krashen, 1982). Students were given scenarios about 

error correction and asked to explain how they would feel. Additionally, they were asked what 

difference if any, did they notice with the way they spoke English and someone from another 

race or culture.  

Different scenarios were given in the interview and a majority of the students mentioned 

that they would feel embarrassed if their teacher continued to point out their errors in front of the 

class and some students mentioned they would even shut down and not speak over the course of 

some time. While I maintain this proposition to be a factor to consider, many of the students 

interpreted the interview questions about the difference between their English and others with 

regard to foreigners. They did not refer to other American citizens. Therefore, I do not have 

sufficient data in regards to this proposition because I did not want to lead the students in 

answering in a way that would benefit my study.  

However, there were a few students who were able to provide brief insight on this area— 

Liyah, Patrice, and Jon. In regards to their English-speaking abilities, several students mentioned 

they noticed the difference with the way they spoke English in comparison to others. The 

participants describe their difference as using “Liyah: a lot of slang talk” or “Jon: African 

American Vernacular English”, as opposed to “Jon: Disney Channel English/Standard 

Professional English.” Patrice recounted the memories of her peers’ disdain for learning other 

languages as a result of not being able to speak English well. She stated, “The black kids, it was 

like, well, I barely know English. I'm failing my English class. How you gonna try to teach me 
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Spanish and I barely know English? I'm failing literature. I don't know this.” Of the three 

students, Jon is the only participant who is continuing foreign language study out of his own 

volition and does not have anxiety toward learning and using the language as shown when he 

stated “I get my point across, and even if I didn’t I speak enough to kind of change the sentence 

around.”  

Summary   

As a result of students responding to the interview questions geared toward Standard and 

Black English from a different perspective, the proposition could not properly be utilized for the 

purposed of this study. However, three participants briefly illuminated what I have seen in the 

literature with regards to Standard English (SE) and Black English (BE) (Cummins, 2000; 

Delpit, 1995; Smitherman, 1977). In this context, the one student who acknowledged having the 

ability to speak both Standard and Black English did not mention having anxiety or less 

motivation to continue learning or speaking a foreign language. This finding will be further 

discussed in the following chapter.  

Emerging Themes 

Critical Period Hypothesis  

One theme which emerged while conducting the initial review of data was a critical 

period for language learning. The critical period hypothesis refers to learning a second language 

during a certain time frame of child development in order to have less issues with foreign 

language studies. Based on the responses provided by staff members and students, this is an idea 

that is rooted in their belief about language learning. Several participants of this study provided 

their opinion about the importance of learning a language earlier in childhood. Dean Linz 

expressed “if [language] becomes a part of what you do naturally early on, [learning a language] 



   

 

112 

 

is no big deal. It’s just what you do”. The dean illustrated with an example of her niece who is a 

fluent user of technology. She expressed her niece has no issue with technology and working on 

computers because her niece grew up around it. However, Dean Linz believed an older 

individual may have difficulty or hesitate to use technology, which can be applied to the foreign 

language context. Dr. Kay felt similarly as he expressed, “I think the older you are, the more 

difficult it is to pick up a language because of just changes in the brain but also your 

predispositions.” He goes on to mention one predisposition where students may feel because they 

Speak English in America they may envision it as being enough. Joe corrobated this 

predisposition as he stated “why do I have to know this language when you came here?” When 

considering the importance of age and language development, how the curriculum is developed 

should be examined as well because students may develop negative feelings about a language 

because the courses did not engage or empower the students.   

Curriculum Design  

The second theme that emerged was curriculum design. Students such as Patrice, Joe, 

Baker, Liyah, and Kaori all mentioned having a rough transition between their Spanish 1 and 

Spanish 2 courses in high school and at the university level. It is important to note that 

curriculum development and how the courses are designed plays a major role in how students 

view and engage the course. The several students mentioned all expressed a rough transition 

between these two courses where the first installment of the course was easy but the second 

course was much more complicated. Joe expressed that he wished he had a course in between his 

two Spanish courses that would prepare him for his second Spanish class because he was lost and 

felt he did not learn anything in Spanish 1. Liyah stated, during her first year of Spanish in high 

school she had a new higher teacher and she felt she “didn’t learn anything the correct 
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way…conjugating…memorizing words,” which made it difficult in her Spanish 2 course because 

she was trying to reach a point where she did not feel behind. Several other participants 

mentioned similar stories.  

HBCU experience  

After completion of the second wave of analysis, the HBCU experience was another 

theme that emerged from the data because of similarities found from the literature (i.e., Craig, 

2011; Miah & Omar, 2011). Students and staff members referenced their HBCU experience at 

some point or another. As it relates to this study, it appears that many students expressed they 

were not aware foreign language was an option and the data appeared to have inconclusive 

information about practices of advisors where advisor Anderson stated, “I explain that with the 

BA, there’s that requirement of the three semesters of foreign language,” and Advisor Jackson 

who said “well, foreign language was really not on the forefront for the political science students 

unless they really asked for it.” However, several students mentioned they were not aware 

foreign language was an option for their degree and that there was a difference between the 

degree types. In fact, several students acknowledged the importance of foreign language. Liyah 

expressed along with several other participants of the study that “[foreign] language is important 

because jobs are looking for bilingual workers.” Jon also felt foreign language was important 

especially because “it was a marketable skill I could bring back with me and it would set me 

apart.” Londa expressed “If I knew about [the availability of foreign languages], I would have 

taken foreign language. It’s not promoted here.” Not only is language not promoted according to 

Londa, but also many of these participants did not take the initiative to further explore the 

difference between the two degree types. Despite their understanding of the importance of 

foreign language, they did not engage in finding more information about foreign language 
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studies at the university. As noted in several of the responses, they were not aware or for those 

who were aware, they did not engage in furthering their understanding about the B.A. / B.S. The 

discussion will follow to further explain how this information relates back to the literature and 

similarities amongst other HBCUs. 

Explanation of Visual Map  

According to the figure displayed in Appendix G, the participants all identified as Black, 

Junior or Senior, ranging in age from 18-25 years old. All of these students attend the HBCU 

where the study was conducted. Of these students’ educational experiences, which include 

interactions with the teacher, the instruction style and content learned, if students described a 

negative experience, they also did not have the motivation to continue foreign language studies 

at their university. However, if they described positive experiences, they more than likely 

mentioned having the motivation to continue foreign language studies. Despite their motivation 

to continue, if the participants were not aware of the B.A. / B.S. degree distinction, students 

assumed there was no option to take foreign language. In opposition, students who were made 

aware of the distinction continued foreign language studies.   

Furthermore, students’ sociocultural experiences were another factor consider in foreign 

language studies at the university level. These experiences included engaging in conversations 

and various actions from peers, neighbors, and family members. If students described positive 

experiences, they have the motivation to continue foreign language with the contingency of 

knowing the distinction between the B.A. /B.S. degree. However, the students who did not 

continue foreign language studies at the university, mentioned using the “duolingo” app or other 

technology related method. Additionally, if students described negative experiences and 
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interactions with family and friends, they did not have the motivation to continue language 

studies and thus did not continue at the university level.  

Chapter Summary 

Among the factors this research considered in determining the motivation of Black 

students to pursue foreign languages at the collegiate level was an examination of the social, 

cultural, and educational experiences of these students. The findings of this study revealed 

students’ educational experiences were a major factor in determining participants’ motivation. If 

students had bad experiences with foreign languages prior to entering the university, they most 

likely did not want to continue their studies in college. If students had good experiences with 

foreign languages prior to entering the university, some of them continued learning foreign 

languages in college and some did not continue learning it. For the students who did not continue 

foreign languages and had past experiences that were good, it was expressed that they were not 

aware foreign languages were available to them because it did not appear on their curriculum.  

The findings on students who had positive educational experiences with foreign language 

in their pre-university years but did not continue these studies in college align with the responses 

two advisors provided although inconclusive. The responses were inconclusive because one 

advisor mentioned informing advisees about the Bachelor of Arts track, which allows students to 

take 12 hours of foreign languages while the second advisors mentioned not informing advisees 

about the Bachelor of Arts degree and taking foreign language unless the students showed 

interest or requested study abroad. In addition to the experience with the practice of their 

advisors, students also indicated negative educational experiences with their language professor 

stifled their motivation to continue language study at the collegiate level past the foreign 

language requirement.  
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While the advising practices and educational experiences were factors in determining 

foreign language motivation for Black students at the collegiate level, aggressive dissemination 

of foreign language importance was another proposition utilized for the analysis of this study. 

The study revealed that the majority of students for this study had no conversation with a teacher 

or guidance counselor about taking foreign languages in college or the benefits of knowing a 

second language. For the students who spoke with someone about foreign languages prior to 

entering the university, the conversation was negative or taking foreign languages was viewed as 

a requirement to fulfill and not a skill that could be utilized in the future after graduating. In 

addition to the dissemination of foreign language importance at the high school level, students 

also mentioned their families’ discussion of foreign languages. Students who are furthering their 

knowledge of their chosen language mentioned their parents and family encouraged continued 

language study. There was one exception who went against family wishes and continued foreign 

language study because of its benefits long-term in reaching the goals the student set.  

Another theoretical proposition that was used for the analysis of this study focused on 

students speaking abilities and possible influences on students’ pursuit of foreign languages. 

Students who gave themselves low ratings for speaking in their language of choice generally did 

not pursue foreign language in college. It is possible this finding stems from the negative 

experiences students had prior to entering the university. Additionally, students who gave 

themselves a higher ranking for speaking in their chosen language made decisions to take foreign 

language at the university with the exception of one student who believed she was proficient 

enough in Spanish that she did not need to take foreign languages in college. Although this 

student expressed she did not need to take foreign language, she stated she would have taken 

foreign language at the university if she knew it was an option to take languages.  
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In addition, the proposition about students’ speaking abilities in the language of choice, 

data revealed that majority of students agreed they would appreciate learning a language more if 

the courses tied back to African roots and culture. Many students related back to feeling a sense 

of pride in identity. Although many students expressed they would be more willing to take 

foreign languages if there was a link with African culture, the findings were inconclusive with 

the discussion of having a Black instructor. Several students mentioned having a Black instructor 

would motivate and encourage them because they could identify with the instructor while others 

mentioned their perceived incapability of the instructor linguistically and phonetically and the 

desire to demonstrate to a native speaker the student had command of their native tongue. 

Despite this finding, the responses these participants provided contradict with their statements 

about the need to be able to relate to their teachers and mentioned the inability to relate to past 

F.L. instructors.  

In regards to the last proposition on Black students’ anxiety to learn foreign language as a 

result of their difficulties learning Standard English (SE) in primary and secondary school, 

majority of the students did not interpret the interview questions in a manner that fit the context 

and scope of this study, They compared their English speaking abilities with foreigners instead 

of other native English speakers. Because I did not want to lead students in answering in a way 

that would benefit me and the study, after two attempts I did not ask additional probing questions 

to redirect participants. However, three students expressed their acknowledgement of speaking 

Black English (BE) and had understanding of the difference between BE and SE. Only one 

student expressed concerns and anxiety of Black students taking F.L. because of perceived 

English deficiencies. For the benefit of future research study, it would be imperative to test more 
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interview questions that would elicit these responses without needing to lead students because 

their stories are all dynamic. 

Moreover, the study found there to be varying differences but major similarities when 

situating students’ motivation to pursue foreign language in each students’ context. Of the ten 

students illustrated as learners-in-context, sociocultural experiences were major determiners in 

student motivation for those students who continued foreign language at the university level. If 

students had support from family, they most likely continued. If students did not have their 

families’ support, they most likely did not with one exception. There was one student’s family 

that was against learning languages but the student’s social experiences with friends and 

neighbors strongly influenced his motivation to continue foreign language more strongly. 

Additionally, for the other learners-in-context, students referenced educational experiences in 

their primary, secondary and post-secondary years as playing major roles in the influence of their 

motivation to not continue.  

Furthermore, staff and students felt foreign language is a subject and process that students 

should start earlier in life. They feel it allow language learning to be viewed more positively if it 

were learning in childhood. However, if the curriculum is not designed properly in a way that 

engages students and allows a smoother transition for students, they will still have negative 

feelings towards language learning as evidenced in the several responses students provided about 

their experience with languages. Another factor to consider is how engaged these students are 

when they come to an HBCU that may not necessarily provide all of the answers to students 

unless they request the information as evidenced in the responses from students and advisors.  

Lastly, I found the propositions to be a constraint when focusing on the exploration of the 

research questions of this study. Although they provided a scope to assist the progress of the 



   

 

119 

 

study, they did not allow me to gather as much rich information as possible from this qualitative 

design. Additionally, the questions that were asked based on the propositions may have been 

guiding when asking students about their motivation to continue foreign language instead of a 

more open ended set of questions that allowed students to further explain their experience and 

their own reasons for choosing to continue or not continue foreign languages at the university 

level.  
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CHAPTER FIVE 

DISCUSSION 

The intent of this study was to expand the foreign language research literature on the 

Black population by exploring the experiences of Black students associated with language 

learning and their motivation to continue foreign languages beyond their pre-collegiate years. By 

studying the experiences of Black students associated with language learning and motivation, I 

hoped to provide additional insight on these students’ experiences to guide the direction for 

future researchers, policy makers, and educators.  

The study examined these two research questions: 

 (1) How do university level Black students at an HBCU describe their experiences with 

foreign language studies? 

(2) How have Black students’ daily and foreign language learning experiences influenced 

their motivation for continued foreign language study at the postsecondary level? 

Because the study employed a qualitative research design, propositions were used to help 

guide the direction of data collection and data analysis. Propositions were used to define the 

scope on the experiences studied and to increase the likelihood of the completion of this study. 

The findings of the study and the application of the propositions follow and are grouped under 

each research question. However, the discussion of the findings as it pertains to the embedded 

units follow the organization of the previous chapter.  

Discussion of Findings  

Embedded Units: Learners-in-Context 

Analysis of participants’ responses to interview questions about their experiences with 

foreign language in terms of situative motivation revealed several different contributing factors 



   

 

121 

 

to their pursuit of foreign language at the university. Several participants had strong negative 

educational experiences learning foreign language in their pre-collegiate years along with 

negative cultural experiences/associations about foreign languages when considering the 

practices of their family. According to these students (i.e., Liyah, Baker, Patrice, and Joe), their 

negative educational and cultural experiences fostered an environment that was not conducive 

for them to learn a foreign language. All four of these students had a negative experience during 

their second unit of Spanish in high school. Two of the students, Liyah and Joe, did not come 

from a family that supported learning or their family rejected learning a foreign language. 

Wenger (1998) discusses this phenomenon in terms of social practice, or “doing in a historical 

and social context that gives structure and meaning to what we do” (p. 47). It is important and 

justifiable to note all students represented did not have the same exact experience but had similar 

experiences across contexts. Because the four students mentioned they did not come from a 

family that had a social practice of learning languages, these students did not develop an interest 

or have motivation to learn languages as well. Further social interactions from peers who did not 

show a desire to learn languages or advisors and counselors who did not see the significance of 

languages also deterred them from making language learning a part of their social practice. To 

extend the argument, although Patrice and Baker had supportive families, they still did not have 

the motivation to continue in the social practice of learning language because it was difficult for 

them. Engaging in foreign language learning was not a supported social practice of any of these 

students’ historical and social contexts. In fact, according to some of the participants, their 

family, peers, teachers, and advisors discussed learning a foreign language in a negative manner. 

For this reason, it is safe to conclude that learners who are raised and taught in unsupportive 
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sociocultural and educational environments generally do not continue “practicing” or 

participating in tasks that are not aligned with the social practices and norms of these settings. 

On the other hand, there were students (e.g., Mossie and Rollie) whose cultural 

experiences with their family in addition to their positive educational experiences greatly 

influenced their decision and motivation to pursue foreign language while at the HBCU where 

this study was conducted. In fact, their family members who encouraged them to pursue foreign 

languages also spoke other languages. As shown in the responses from Mosie, Rollie, and Bre 

presented in the findings, when students have experience growing up around a family that speaks 

another language, it was significant for these students because they felt encouraged to do the 

same.  

Additionally, for some students, learning a foreign language was also a part of the social 

practice of their school environments. In these instances, Mosie and Rollie learning a foreign 

language aligned with the social practices of both their home and school environment, which 

made it conducive for these students to continue a foreign language in college. Despite these two 

participants being a part of a family and educational environment that support the social practice 

of language learning, Mosie did not pursue a language at the university but did indicate she 

might study a language outside of a formal education environment. 

Although Mosie and Rollie had supportive family environments which contributed to 

their desire to pursue foreign language after high school, Jon did not have family support but still 

had motivation to continue language study. He proved to be the only outlier to the main 

conclusion of supportive family environments and contexts igniting motivation for continued 

language pursuit. Despite his family’s disapproval of him learning a foreign language, Jon had 

other motivating factors in his environment that encouraged his continued language pursuit, such 
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as international peers, conversations with his university advisors, and his “love for Latin women” 

from his educational and social settings. Because Jon was able to maintain motivation to pursue 

Spanish as a foreign language at the university level as a result of his educational and social 

contexts supporting this practice, researchers may want to consider what supporting Black 

students to pursue foreign languages would look like in terms of best practices. The subsequent 

paragraphs will discuss the findings in terms of the research questions and individual 

propositions studied, which may inform best practices.  

Experience Learning a Foreign Language  

 The first research question addressed was the description of Black college students’ 

experiences. Analysis of the responses the students provided revealed they had varying 

experiences learning a foreign language in both the primary and secondary level with the 

exception of one student, Joe, who waited until college to enroll in foreign language courses. For 

the students who had experience with language studies before entering the university, several of 

them mentioned having negative experiences. Many of them mentioned that these negative 

experiences were the reason they did not want to pursue foreign languages any further. The 

students who described their experiences as negative discussed several different factors that 

contributed to these experiences such as the teachers and instruction. 

 Overall, the participants mentioned their instructor as being a major influence on their 

attitudes towards foreign language and eventually their motivation to pursue foreign language 

further. The literature addresses this matter. For example, it is suugested in Cummins’ (2000) 

researchr that if researchers, educators and policy makers want to understand why students 

choose to participate or disengage academically, human relationship must be acknowledged as 

the center for how education is executed Simply, students will more likely demonstrate interest 
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academically if they feel teachers care and believe in their capabilities. This was not the case for 

Liyah, who recalled the comments her Spanish II instructor made that caused her to feel she was 

not capable. According to Krashen’s (1982) affective filter hypothesis, responses such as the ones 

Liyah’s teacher gave would raise students’ affective filter and lower their motivation, making it 

difficult to learn in the classroom. In other words, Liyah had a raised affective filter, which made 

it difficult for her to learn in the classroom and influenced her decision not to continue learning a 

foreign language. This same principle can be applied to the other participants with negative 

experiences who did not have the desire to continue foreign language study. Baker, Patrice, and 

Joe were other participants who had instances where they did not believe their instructors cared 

about them or their success, which thus contributed to their negative experience in their foreign 

language course, and even later course failure for two of them.  

Poplin and Weeres (1992) mention that forming relationships was important for teachers 

to foster a positive environment for students to learn. A positive environment is important for 

students to maintain motivation to engage in learning. However, difference in culture and 

background experiences creates difficulty for both students and teachers to foster a conducive 

environment. Based on this information, the findings of this study reveal evidence of this as 

many of the students mentioned not being able to relate to their instructors. In fact, several 

participants expressed having a Black [emphasis added] instructor would help them appreciate 

learning a foreign language more. Some students mentioned having more hope because they 

could identify with the instructor and would gain more confidence. They provided this response 

because they believe foreign language achievement is possible for them as Black students who 

share similar experiences with their instructor to learn a foreign language as well. Additional 
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research should be conducted in settings that have Black foreign language instructors to 

determine if Black students describe more positive experiences in their language classroom.  

While students mentioned that having a Black instructor would have positively affected 

their attitude of foreign language learning, instruction remained another factor that students 

expressed was a major determiner in how they viewed foreign language studies. Joe, Patrice, 

Liyah, and Jon are examples of participants who expressed difficulty with their foreign language 

classes because of the instructor’s teaching style. For example, students expressed having an 

instructor, in their primary and secondary years, who gave assignments at random or told 

students to use their phones to help them with Spanish. Patrice mentioned having an instructor at 

the collegiate level who only lectured. The literature discusses the importance of having 

instruction that is engaging and modified to meet the needs of students in class (e.g., Al Rifai, 

2010). Al Rifai (2010) called for educators to modify their instruction to make it more engaging 

because it could produce changes in students’ attitudes, motivation, and strategies. Research 

should be done to determine how formal training can be incorporated into foreign language 

instructors hiring process prior to teaching language at the college level. Additional research 

should be conducted to determine what professional development opportunities are made 

available to professors at the university level to assist them in continuing to advance their best 

teaching practices.   

Black Student Experiences Influence on Motivation  

In light of the negative views developed from educators and instruction, students 

mentioned several factors that contributed to their motivation to pursue foreign language. These 

additional factors addressed the second research question that sought to understand how the 

experiences these students described influenced their motivation to complete a foreign language 
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course at the university level. In spite of how different the experiences were for each participant, 

they all mentioned having experiences that influenced their current motivation to continue 

foreign language study.  

A unique finding of this study was that only two students mentioned their goals for 

learning a foreign language. It is not a coincidence that these two students, Rollie and Jon, are 

also the only two students who focused on making sure they really learned their language of 

choice during their time at the university by pursuing a Bachelor of Arts degree and taking 

additional and advanced classes as a transient student beyond the 12 hours allotted for languages 

in their curriculum. The major difference between the two is their emphasis. Rollie expressed 

that her motivation to learn foreign languages was for career purposes. For Rollie, her desire and 

motivation aligns with the literature that discusses instrumental motivation — when a learner 

wants to acquire a language for practical reasons only, such as being promoted on a job or 

meeting classroom requirements (Al Rifai, 2010). On the other hand, Jon mentioned his affinity 

for Latin women, having the ability to connect with other cultures, and Spanish opening doors 

for him. Although he mentions wanting foreign language to open doors for him, Jon’s desire is to 

be able to connect across cultures and speak with Latin women. His comment aligns with the 

literature on integrative motivation, which describes a learner who desires to learn a language for 

the purpose of interacting with people of the given language (Al Rifai, 2010). It is important to 

note that these reasons outweighed his family’s disapproval of him continuing foreign language 

study. When developing methods to attract and retain more Black students in foreign language 

classrooms, educators, researchers and policy makers should consider the fact that his reasons for 

learning a language outweighed the disapproval of his family. Considering Jon’s other factors 

contributing to his motivation to pursue foreign language is important because it appears that 
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family experiences influenced the desires and motivation for some of these students more greatly 

than others. However, if it appears that other sources of influence may combat negative family 

influence, further investigation of these reasons may prove to be beneficial in determining 

methods to increase Black students’ motivation. Additional research should be conducted to 

determine what further strategies could work at an HBCU outside of the ones listed in this study 

to motivate students to pursue foreign language. Research should first be conducted to determine 

what policies HBCUs have in place in regards to students taking foreign languages at the 

university.   

Students’ speaking abilities in a foreign language was another factor the study attempted 

to determine had an influence on Black college students’ motivation. Although two students still 

had intentions to continue foreign language study while in college, a majority of the other 

participants who gave themselves lower ratings responses about their speaking abilities in 

foreign language aligned with the literature (Davis & Markham, 1991). The students did not 

believe they had learned enough to have a higher proficiency in a foreign language and so they 

had no intention to continue foreign language study unless it was a requirement for graduation. 

In spite of the responses from the students who gave themselves lower ratings, three participants 

gave themselves a 4 or 5 rating and only one student is pursuing a Bachelor of Arts degree. This 

is important to note because students who give themselves a 4 or 5 rating is stating they feel they 

can communicate in the foreign language of their choice, which should be a motivating factor for 

them to feel confident in pursuing foreign language at the university. Lastly, while I maintain the 

final proposition about Black students’ English abilities affecting their anxiety to engage in 

foreign language to be a factor to consider, as stated in the previous chapter, a majority of the 

students interpreted the interview question pertaining to this proposition in a different manner 
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than expected. Therefore, I do not have sufficient data in regards to this proposition because I did 

not want to lead the students in answering in a way that would benefit my study. 

Furthermore, in terms of the emerging themes from this study, policy makers have 

several factors they should examine when considering foreign language studies. The first theme, 

critical period hypothesis, appeared to be the most apparent as several students and staff 

members mentioned how much more effective it would have been for them to learn a foreign 

language as a child. Lenneberg (1967) first introduced the idea that language could only be 

acquired within a critical period- from early infancy to puberty. Birdsong (1999) later mentions 

the earlier someone is exposed to a language, the better it is for them to learn later. Many of the 

participants including staff members started language learning in high school, which Lenneberg 

(1967) may have viewed as too late. It is important for policy makers to consider implementing 

policies that provide students the opportunity to learn a language at an earlier ago so they 

develop a positive attitude towards language learning, which will make language easier for them 

to acquire.  

The second emerging theme, curriculum design, appeared to be another issue students 

expressed was a concern with foreign language studies. Many of the students mentioned they had 

a rough transition from Spanish 1 to Spanish 2. This aligns with Nation and Macalister’s (2009) 

belief that content and sequencing are two of a wide range of factors to consider in foreign 

language course design. Researchers suggest curriculum designers should ensure that they verify 

vocabulary, grammar, and other important content is intentionally distributed throughout the 

course. They express this because if students need certain concepts to assist them later in another 

course, it should be emphasized throughout the initial course (e.g., Nation & Macalister, 2009). 

Although many of the students of this study reference their K-12 experiences, this particular 



   

 

129 

 

institution should consider working with a curriculum designer to develop a program that has 

more cohesion. However, it would be imperative for researchers to examine how the curriculum 

is currently implemented if there is one to be enforced at this HBCU.  

The last emerging theme, HBCU experience, appeared as students and staff mentioned 

the lack of information sharing and mixed signals from the university. Although some students’ 

responses indicated they knew there was a B.A. and B.S. degree, based on their response they 

did not take initiative to inquire further about the difference. Miah and Omar (2011) note that 

majority of students at an HBCU are first generation college/university scholars who are 

minorities, which means they don’t receive much external support or have direction to navigate 

through campus life. Another piece of the HBCU experience is the delay in technology upgrade, 

which may contribute to why there appears to be no curriculum development for foreign 

language studies. Snipes, Ellis, and Thomas (2006) mentioned professors’ limited use of 

technology. Joe, a participant of this study, spoke about this as well when he described his 

experience with two different professors. One professor used technology, which appeared to help 

facilitate the learning of foreign language. The second professor did not use technology, which 

Joe expressed showed him the professor was knowledgeable about the language. However, the 

lack of technology use did not allow the professor to successfully transfer that knowledge in the 

classroom. The suggestions researchers Miah and Omar (2011) gave was for the HBCU they 

studied to conduct workshops, seminars, and to provide details about the benefits of using the 

resource. I believe similar suggestions can be made for this study based on the implications this 

study’s findings provide.  
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Implications 

This study was expected to yield rich findings that may be helpful in determining policies 

to improve the enrollment in foreign languages for the institution studied. The study and the 

findings produced can be used for researchers, policy makers, educators, and the community it 

represents to gain a better understanding of the influences Black students’ experiences with 

foreign language have on their motivation to continue language studies while enrolled at a 

university. Educators who may be considering developing interventions to implement at both the 

pre-collegiate and post-secondary level are strongly urged to review and examine this study 

closely. Analyzing this research can be helpful in anticipating the results to be expected from any 

changes made to the curriculum for this institution. Furthermore, those seeking to advocate for 

policies that strive to increase the enrollment in foreign language classrooms may find this study 

useful when educating their communities to make more informed decisions. 

The findings of this study indicate several implications. Findings related to Black 

students’ experiences with foreign language can be used to promote new institutional policies 

and to further inform these policies at both K-12 and college levels by informing these 

institutions of Black students’ experiences at both settings. This includes: (1) developing 

professional development opportunities that would assist educators in developing their teaching 

styles at both K-12 and university level to continue evolving their teacher practices for the 

benefit of reaching all students and learning styles that make their foreign language classrooms 

more engaging. These professional development opportunities should assist teachers with 

learning how to work with students of various learning styles and cultural backgrounds (Alim, 

2007). Making these professional development opportunities available to foreign language 

instructors may improve retention rates of Black students in foreign language classrooms at the 
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collegiate level. The policies should also include, (2) training of professors at the university 

level, (3) ensuring that teachers are following key components of the curriculum to guarantee 

successful transition between foreign language levels, (4) ensuring there is in fact a curriculum 

developed at the university level, (5) marketing information about foreign languages to K-12 

students more and having advisors provide and promote the idea of taking a foreign to benefit 

career options and the ability to communicate and interact with other cultures.  

 Furthermore, based on the negative experiences students mentioned, it would be best for 

K-12 institutions to support more positive foreign language learning experiences for Black 

students. Fostering these positive experiences in foreign language classes in K-12 settings would 

include providing cultural activities for the language of choice, as well as opportunities to speak 

with native speakers. Although providing opportunities for these students to interact with native 

speakers of the language would be beneficial to learners, it would not be the best practice to have 

native speakers as students in the classrooms learning the same language. Engaging in this 

practice could discourage students and according to Krashen (1982) raise their affective filter 

causing a decline in their ability to learn. Providing incentives to educators who receive 

outstanding evaluations from students and additional professional development to those who 

receive unsatisfactory evaluations may boost morale and teacher interest. It may also have a 

positive effect on students because they would learn to voice their needs as students and feel they 

are being heard, thus, fostering a positive environment for students to learn (Poplin & Weres, 

1992).  

Additionally, communication of the importance of foreign language after college to high 

school students is another area for educational leaders to consider when making institutional 

changes. Instead of informing students they need only two units of foreign language in high 
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school and would not have to worry about languages at college sends a negative message. 

Focusing on completing Spanish and the opportunities foreign language would permit students to 

have would be a better approach when speaking to Black students who may already feel 

apprehensive about languages. In addition to how information is communicated to students about 

foreign languages, universities with foreign language programs may want to consider practicing 

better marketing techniques that reach high school students at an earlier point in their high school 

years.  

Implications and Recommendations for Practice, Policy, and Future Research 

Based on the findings, methodology and implications of this study, I provide the 

following recommendations in the area of future research, practice, and policy. These areas are 

discussed in detail below. 

Further Research 

While this study examined the foreign language experiences of Black students, utilizing 

responses from the students, advisor, and administrative staff, this area should be researched 

further. For example, data that provide insight from the perspective of parents, teachers, and 

advisors about foreign language importance at the primary and secondary level would make a 

major contribution to the knowledge about this topic. Researchers might also consider replicating 

this study in the future to include data gathered from other HBCUs, as well as public, private, 

community college, Hispanic and other minority serving institutions. It is important to extend the 

study to these settings in order to get a more comprehensive understanding of Black students’ 

experiences at various levels and across various higher education institutions that claim to 

produce globally-prepared citizens. In addition, it is important to gain an understanding of their 

own Black students’ experiences because the type of students these institutions may vary. It is 
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possible the students may report similar issues and experiences and conducting the study at these 

institutions would provide additional insight. Moreover, this study may also be replicated for 

other university majors that provide students with the options similar to the Bachelor of Science 

degree and Bachelor of Arts degree, which allows students to pursue a foreign language. 

Researchers may want to consider replicating the study and adding additional majors because the 

experiences and motivation the Black students of these majors pursue or do not pursue foreign 

languages may vary as well. Furthermore, it is plausible that this study be replicated and 

expanded to other states, such as Georgia, New York, Texas, and California where the 

populations are diverse. Although not the intention of this qualitative study, the findings obtained 

from the future research studies described in Georgia, New York, or Texas can be compared with 

the findings from this study in Florida to conclude if there are noticeable similarities. Moreover, 

while this study did not provide evidence for the last proposition that focused on Black English 

and student anxiety in foreign language, a more focused examination of the interaction between 

SE and BE and how these influence Black students’ motivation to study a foreign language could 

yield additional information to inform language choices. A pilot study should be conducted to 

determine the language needed for interview questions that students would comprehend. 

Researchers could gather information via interviews or questionnaires to determine if Black 

students recognize a difference in their speech with others and their description of that 

difference. Additionally, the study can have questions about the students’ perception of BE and 

SE in relation to learning a foreign language. The future study may yield results that may impact 

how educators are trained to interact with and instruct students who may not speak SE (e.g., 

Charity-Hudley & Mallinson, 2011; Delpit, 1995). 
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Practice 

This study suggests there are multiple factors to consider such as educational experiences 

that influence motivation of Black students. However, by design, qualitative research findings 

cannot be generalized to the general population or other institutions in this case. Instead, 

transferability is the focus in which further research on the influence of policies that require strict 

adherence to curricula in addition to advising practices on Black students’ motivation to pursue 

foreign language at other institutions is recommended in this context. Additionally, research 

should be conducted on institutions to determine if study abroad is readily available because it 

serves as another method for students to learn foreign languages according to participants such as 

Jon who mentioned studying and learning a language abroad. Based on this study overall, it is 

possible that these policies and practices may yield similar findings at other HBCUs where Black 

students are not pursuing foreign language because they are not aware that their curriculum 

permits it and study abroad opportunities are not readily available or discussed openly. Research 

should be conducted on this idea and setting.  

Policy 

The researcher of this study assumes foreign language is beneficial for students, 

specifically Black students, who would like to leave college globally equipped to be competitive 

in the job market and that a policy permitting students to have the option of completing a foreign 

language at the collegiate level should be in place for all students and majors. Based on this 

study, there is no requirement to pursue foreign language at the studied institution with the 

exception of students who do not complete the requirement in high school or certain majors 

providing the option. More specifically, as determined by the curriculum set for students, only 

students who complete a Bachelor of Arts degree can pursue foreign language courses without 
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going outside of their prescribed curriculum. As a result of this study, the recommendation to 

this institution and others similar in context is to consider the importance of graduating globally 

ready students before discontinuing the offering of foreign languages at the institution. 

Identifying appropriate alternatives that foster a conducive environment that prepares globally 

prepared students may include policies that permit students to undertake foreign languages at 

institutions in the surrounding area. Furthermore, such policies should allow students to have a 

variety of languages from which they could choose such as Chinese, Arabic, German and other 

uncommon languages not traditionally taught at institutions with limited funds for foreign 

languages courses. 

  Furthermore, in terms of the emerging themes from this study (i.e., Critical Period 

Hypothesis, Curriculum Design, and HBCU experience), policy makers should consider starting 

foreign language learning at an earlier age so that students could develop an understanding and 

appreciation for languages based on the responses corroborated by two sources in the data. 

Although it is possible to learn a language after the critical period of childhood (Hu, 2016), 

starting at a young age may reduce the likelihood that Black students develop negative feelings 

about language learning especially when students reach the point of having varying abilities of 

proficiency in class. This information is important for curriculum designers as well to consider 

the varying proficiency levels in a foreign language classroom (Nation & Macalister, 2009), 

which appears not to have been the case for these students in their foreign language classrooms. 

In order to ensure students are engaged and willing to learn, the curriculum should consider 

various factors (i.e., class size, content and sequencing, wide range of proficient, teacher’s 

inexperience) that could affect the effectiveness and efficiency of the course (Brown, 1995; 

Nation & Macalister, 2009). Despite the curriculum development, there are still other Black 
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students who may have already advanced to the university level, specifically an HBCU. Based 

on the responses, it appears the culture of many HBCUs is prevalent at this institution as well 

where students do not take initiative to find out more information than what they are given (Miah 

& Omar, 2011). It would be beneficial to students and to change this culture if educators and 

staff members implemented policies that would push students to take more initiative and to seek 

out more information.      

Reflections  

Although this study has transformed over time since I first conceived it, the subject 

matter is what held my interest throughout its duration. I have wanted to know about Black 

students’ foreign language motivation since I was a student in Spanish classes. I always 

wondered why I was one of two to three Black students in a class of 25-30 students. Completing 

this study allowed me to gain a better understanding of this phenomena; however, maintaining 

productivity throughout proved to be extremely difficult.   

At first, reviewing and synthesizing the literature proved to be complicated because I had 

to find a gap in the literature that, while originally was only based on my experiences, was 

indicated by the gap. It was difficult because there was not much empirical research in this area 

of interest. I was disappointed at first but after a few discussions with professors, I realized that 

was the gap in the literature I would fill. In fact, I realized that research on this population of 

students was limited and was a gap in the literature, a gap I could begin to fill. After finding this 

gap, I found it difficult to succinctly and cohesively connect the research I had reviewed in a 

written format. Enrollment in a literature review course and brainstorming with members of my 

committee assisted me with this task.  
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There were other issues I faced in order to complete this study. The not so apparent 

problem was a result of initiating contact with students via their university email. Getting 

students who typically do not use their university account to respond to initial contact for 

participation was challenging. In addition, interviewing the Dean of the college that houses the 

majors selected for this study as well as the department chairs and advisors in their respective 

major areas was another challenge because of their busy schedules and many daily emails. 

Thankfully, we were able to find time in between the 2017 summer and fall semesters to 

complete the interview. Lastly, setting times for students to return for the second interview 

presented another challenge. Luckily, the incentives I offered brought many of the participants 

back with the exception of 1 student.  

Despite these issues I faced during the time I conducted the study, I was able to maintain 

the integrity of the study. I had no trouble receiving my home institution’s Institutional Review 

Board Committee approval to conduct the study using human subjects at the HBCU this study 

took place. Additionally, it was a smooth process to get approval from this HBCU’s IRB 

committee. Once I received these two approvals and I started interviews, participants appeared to 

be comfortable enough to respond to all of my interview questions. A major issue I had was 

writing the final report as a new researcher because of the complexity of using a case study 

approach. However, additional readings allowed me to progress through completion of the study.  

Summary  

The findings for this study revealed there were several factors that contributed to the 

motivation of Black students to pursue foreign languages in college. It was determined that 

educational experiences were a major factor in determining participants’ motivation. The 

findings could help educators and administrators of this institution and those similar understand 
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the influence educational institutions have on students pursuing foreign language at the 

university stage. To promote completion of foreign languages at the university there may need to 

be a change in the practices of advisors and teaching styles of instructors. Not only should 

educators and advisors make changes to their practices, but also administrators to curricula that 

would permit the option to take foreign languages for all degree types. Some instructors may 

have the intention of wanting to hold students accountable for learning material at home, but may 

not realize there are alternatives to this and employing various teaching styles would be more 

beneficial for the foreign language classroom. Ultimately, it is the task of these institutions and 

future researchers to identify and solidify techniques to entice Black students to engage in 

foreign language studies in addition to retaining them. 
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APPENDIX A 

RECRUITMENT LETTER 

Greetings and humble salutations,  

I am Derrick Pollock, a third-year doctoral student in the Curriculum and Instruction program 

with a focus in Foreign and Second Language Education in the School of Teacher Education 

department. I am interested in the motivation of Black students to pursue foreign language 

studies. I am looking to interview a maximum of 12-14 students to hear your own experiences 

with foreign language studies. The interview will be no longer than 30-45 minutes and will 

consist of a few questions about your experiences with foreign language studies. If you are 

willing to participate in these interviews, please send an email to xxxxxx@fsu.edu. Please be 

informed that there is no requirement to participate and you are not obligated to continue if you 

decide you wish to no longer participate. I hope to hear from you all soon and I am excited to 

hear your stories.  

Students will be required to email with following sentence  

Hello, I am ____ and I would like to participate in your research study on the motivation of 

Black students to pursue foreign language studies at collegiate level.  

Sincerely,  

 (first name and last name) 
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APPENDIX B 

CONSENT FORM 

Interview Informed Consent Form-Interview 

I freely and voluntarily and without element of force or coercion, consent to be a participant in the research 

project entitled: “Black students’ experiences and motivation to pursue foreign language study at the 

collegiate level in an HBCU: A holistic single case study.” This research is being conducted by Derrick 

Pollock, PhD candidate at Florida State University as a requirement to obtain his degree in Curriculum & 

Instruction: Foreign and Second Language Education.  I understand the purpose of his research project is to 

understand the past and current experiences and motivation of Black students with foreign language learning 

for those who are currently enrolled at the university. I understand that I was selected as a possible participant 

because I fall into one of three categories: 

 (1). Student: I identify as a Black student currently pursuing an undergraduate degree in my 

freshman/sophomore year.  

 (2). Advisor: I identify as an advisor of undergraduate students at the university working with 

freshman/sophomore students.  

 (3). Administrator: I identify as a faculty/administrator that has authority to set tone of 

department/college/school as it pertains to curriculum, morale, and overall experience of college students. 

I understand that I will be asked to complete a questionnaire provided by the researcher and then participate in 

a personal interview. I understand that I will be tape recorded by the researcher. These tapes will be kept by the 

researcher in a locked filing cabinet.  The total time commitment would be about 20-30 minutes for advisors, 

and/or administrators and 30-45 minutes for students with the possibility of a follow-up interview. I do not 

anticipate any risks beyond what is experienced in normal life if I agree to participate in this study. I 

understand my participation is totally voluntary and I may stop participation at any time.  My signature below 

will constitute my consent to participate in the research project.  All my answers to questions will be kept 

confidential (to the extent allowed by law) and identified by a subject code number.  My name will not appear 

on any of the results.  No individual responses will be reported.  Only group findings will be reported.   

I understand that this consent may be withdrawn at any time without prejudice, penalty, or loss of benefits to 

which I am entitled.  I have been given the right to ask and have answered any inquiry concerning the study.   

I understand that I may contact Dr. Elizabeth Jakubowski at (850) 644-1123 xxxxxxx@admin.fsu.edu for 

answers to questions about this research. I understand that information obtained during the study will remain 

confidential, to the extent allowed by law. 

If you have any questions about your rights as a subject/participant in this research, or if you feel you have been 

placed at risk, you can contact the Chair of the Human Subjects Committee, Institutional Review Board, through 

the Vice President for the Office of Research at (850) 644-8633 or by email at humansubjects@fsu.edu  

_______________________________________________________ _________________ 

Subject Signature       Date  

_______________________________________________________ _________________ 

Researcher Signature       Date 

mailto:xxxxxxx@admin.fsu.edu
mailto:humansubjects@fsu.edu
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APPENDIX C 

INTERVIEW QUESTIONS FOR VOLUNTEER PARTICIPANTS 

Advisors 

1. What is your personal view on foreign language learning? (Moore, 2005; Pratt, 2010) 

a. Do you have to have natural knack/pre-disposition for language learning language 

or do you think if student worked for it they will achieve it? 

b. What made you come this conclusion? 

2. What experiences have you personally had with foreign language learning? (Moore, 

2005; Pratt, 2010) 

3. What are some factors that has contributed to the way you view learning a foreign 

language? 

4. How would you describe the overall campus’ consensus about foreign language learning?  

5. When meeting with students for advisement, what is generally the discussion surrounding 

class selection? Is it prescriptive, descriptive, holistic? (Moore, 2005; Pratt, 2010) 

a. What is the general consensus/conversation surrounding taking foreign language 

courses? If it is needed or not needed? 

6. How have you presented the option of taking a foreign language? (Moore, 2005; Pratt, 

2010)   

a. Have you noted any benefits or pitfalls of taking foreign language here at 

the university?  

b. What were some of those things?  

c. What has been your mindset when providing this information to students? 
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7. When you have students that do not want to take foreign language, what are some reasons 

that they have mentioned? What is an example of a reason? 

Administrative Staff (Dean, Department Chair) 

1. What is your personal view on foreign language learning? (Moore, 2005; Pratt, 2010) 

a. Do you have to have natural knack/pre-disposition for language learning language 

or do you think if student worked for it they will achieve it? 

b. What made you come this conclusion? 

2. What experiences have you personally had with foreign language learning? (Moore, 

2005; Pratt, 2010) 

3. What are some factors that have contributed to the way you view learning a foreign 

language? 

4. How would you describe the overall campus’ consensus about foreign language learning?  

5. When meeting to design the curriculum for your majors, what has been the general 

consensus on foreign language learning from faculty? Administrators? Staff? (Moore, 

2005; Pratt, 2010) 

a. Is it something the committee believes everyone should leave with or is it just a 

requirement for those that need a foreign language? 

6. What languages are offered here at the university? (Moore, 2005; Pratt, 2010) 

a. Why are other languages not offered?  

b. I also noticed there was an actual language department with majors in foreign 

languages, what happened to those majors?   

7. What is the goal of your college/school for students graduating from your area?  
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Students: Pre-University  

1. Tell me three words that describe your experience with foreign language learning. 

(Moore, 2005; Pratt, 2010) 

2. Describe some of your previous experiences with foreign languages before coming to 

university based on these three words. Please provide examples (Moore, 2005; Pratt, 

2010) 

a. How do you think it has influenced your decision about foreign languages now? 

3. Describe how you felt most times in your foreign language classroom? Please provide 

examples. 

a. What reasons could you give to explain why you felt this way? 

4. How would describe the way teachers talked about foreign language around or with you? 

a. How would describe the way your peers talked about foreign language around or 

with you? 

b. How would describe the way your family talked about foreign language around or 

with you? 

5. What were some of the careers promoted on your Middle/High school?  

6. How is your family regarding other ethnicities?  

a. What is the view of bilingualism from other family members?  

7. How was your neighborhood regarding other ethnicities?  

a. What was the view of bilingualism from neighbors?  

8. What do you think about past foreign language instructors’ styles of teaching?  

a. Do you feel it was relevant to you and your cultural background?  

b. Was there some sort of cultural experiences?  
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c. If your teacher related the cultural information you learned to African 

descendants, would you have appreciated learning the language more? 

9. Do you feel you were able to relate to your foreign language instructors? Why/Why not? 

10. If you would have done well in a foreign language in high school, would you continue 

foreign language at collegiate level? Why? (Shaaban & Ghaith, 2000; Moore, 2005; Pratt, 

2010) 

11. If you would have done poorly in a foreign language in high school, would you continue 

foreign language at collegiate level? Why? (Shaaban & Ghaith, 2000; Moore, 2005; Pratt, 

2010) 

Students: Post-University 

12. On a scale from 1-5, 1 being not important and 5 being very important; How important 

do you feel learning a language is? (Moore, 2005; Pratt, 2010)   

a. How did you come to this understanding?  

b. Who influenced you to have this perception if anyone at all?  

c. Can you describe the dynamics of your relationship with that person?  

d. What is the value of their opinion to you?  

13. If you had to choose what skills you obtained from foreign language courses, what would 

they/it be? (Davis & Markham, 1991; Pratt, 2010) 

14. With your grammar, speaking, writing, and reading comprehension in mind as 4 different 

categories, how would you rate your abilities in these areas on a scale from 1-5, 1 being 

"I have a lot of difficulty in this area" and 5 being "No difficulty at all". Please explain 

further. 
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15. You are in a classroom and your teacher constantly corrects your grammar. How do you 

feel about this constant correction? Why?  (Krashen, 1982) 

16. You are on social media and you have that one friend who constantly corrects your 

grammar. How do you feel about this constant correction? Why? (Krashen, 1982) 

a. Think about your current choices surrounding foreign language and your own 

personal background. How do you think either of these two scenarios influence 

your willingness to learn a foreign language? If it does not, that is okay as well.   

17. What differences do you notice, if at all, with the way you speak English and the way 

someone from another race/culture speaks English? Please provide examples.  (Godley & 

Escher, 2010) 

18. What is your current motivation to pursue foreign language? 

19. How would having a Black instructor affect your view of foreign language? 

20. What is your current perception about foreign language and pursuing an education-

related degree?  

21. If your major requirements here at the university changed and you now had to take a 

foreign language course, how would you feel? Describe why.  

22. Do you feel it is important to be able to relate to your instructors? In what way? Why? 

Why not? 

23. What are your career goals for yourself? 

24. Why do you think fewer students of color continue language study? 
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APPENDIX D 

SAMPLE QUESTIONNAIRE QUESTIONS 

1. What age category do you fall into?  

a) 18-24 

b) 25-31 

c) 32-38 

d) Other 

 

2. What is your current major?  

 

3. Which degree are you pursuing in your major? 

a) Bachelor of Arts (B.A.) degree  

b) Bachelor of Science (B.S.) degree  

 

4. Do you know the difference between obtaining a B.A. or B.S. degree in your major?  

 

5. What is the difference between obtaining a B.A. or B.S. degree in your major? Please 

provide a detailed response. 

 

 

6. A group of 5 students are talking about the reasons they are taking a foreign language course 

here at the university. The following are responses from the 5 students, which one do you 

identify with most? 
a. Student 1: The main reason I am taking a foreign language is because I want to go 

into an international relations type of profession. 

b. Student 2: The main reason I am taking a foreign language is because my major 

requires it, otherwise I would not be interested. 

c. Student 3: The main reason I am taking a foreign language is because I grew up in a 

diverse area and I will need it when I go back home. 

d. Student 4: The main reason I am taking a foreign language is because my family 

immigrated here a while ago and I was never taught a second language. Now, I want 

to learn it so that I can connect and communicate with family. 

e. Student 5: The main reason I am taking a foreign language is because I just find it 

interesting. 

 

7. Your advisor just told you, you must take a foreign language course to graduate. How do 

you feel? 

a. Relaxed  

b. Frustrated  

c. Excited  

d. Other emotion/feeling 
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APPENDIX E 

IRB APPROVAL 

 

 

  



   

 

148 

 

APPENDIX F 

IRB APPROVAL MEMORANDUM

 

  

 
Office of the Vice President For Research 

Human Subjects Committee 

P O Box 3062742 

Tallahassee, Florida 32306-2742 

 (850) 644-8673 · FAX (850) 644-4392 

 

APPROVAL MEMORANDUM (for change in research protocol) 

  

Date:  

 

To:  

 

Address:  

 

Dept:    

 

From:       Thomas L. Jacobson, Chair   

  

Re: Use of Human subjects in Research 

Project entitled:    

   

 

The application that you submitted to this office in regard to the requested change/amendment to your 

research protocol for the above-referenced project has been reviewed and approved. 

 

Please be reminded that if the project has not been completed by                     , you must request 

renewed approval for continuation of the project. 

 

By copy of this memorandum, the chairman of your department and/or your major professor is 

reminded that he/she is responsible for being informed concerning research projects involving human 

subjects in the department, and should review protocols as often as needed to insure that the project is 

being conducted in compliance with our institution and with DHHS regulations. 

 

This institution has an Assurance on file with the Office for Human Research Protection. The 

Assurance Number is IRB00000446. 

 

Cc:   

HSC NO.   

06/29/2017

Derrick Pollock <dpollock@fsu.edu>

1820 Salmon Drive Tallahassee FL 32303

EDUCATION

Black students’ experiences and motivation to pursue foreign language study at the colle giate level in
an HBCU: A holistic single case study

03/22/2018

2017.21490

Elizabeth Jakubowski <emjakubowski@admin.fsu.edu>, Advisor
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APPENDIX G 

VISUAL MAP EXAMPLE 

 

  



   

 

150 

 

REFERENCES 

African American Linguist. (2015, November). Promoting world languages in the African 

American community. Retrieved from: http://www.weboaal.com/  

 

Al Rifai, N. (2010).  Attitude, motivation, and difficulties involved in learning the English 

language and factors that affect motivation in learning it, Procedia Social and Behavioral 

Sciences, 2 (2), 5216-5227. 

 

Alim, H. (2007). Critical hip-hop language pedagogies: Combat, consciousness, and the cultural 

politics of communication. Journal of Language, Identity, and Education, 6 (2), 161-176. 

 

Anya, U. (2011). Connecting with communities of learners and speakers: Integrative ideals, 

experiences, and motivations of successful black second language learners. Foreign 

Language Annals, 44(3), 441-466. 

 

Anyon, J. (1980). Social class and the hidden curriculum of work. Journal of Education, 162(1). 

1-11 

 

Banks, J. (1993). Multicultural education: Historical development, dimensions, and practice. 

Review of research in education, 3-49. 

 

Bassett‐Jones, N. (2005). The paradox of diversity management, creativity and innovation. 

Creativity and innovation management, 14(2), 169-175. 

 

Baugh, J. (2000) Beyond Ebonics: Linguistic pride and racial prejudice. New York, NY: Oxford 

University Press   

 

Baugh, J. (2004). Standard English and academic English (dialect) learners in the African 

Diaspora. Journal of English Linguistics, 32(3), 197-209. 

 

Baxter, P., & Jack, S. (2008). Qualitative case study methodology: Study design and 

implementation for novice researchers. The Qualitative Report, 13(4), 544-559. 

 

Berthoud, R. (1998). Defining ethnic groups: Origin or identity?!. Patterns of Prejudice, 32(2), 

53-63. 

 

Birdsong, D. (Ed.). (1999). Second language acquisition and the critical period hypothesis. 

Routledge. 

 

Bogdan, R., & Biklen, S. (2007). Qualitative research for education (5th ed.). Boston: Allyn & 

Bacon.  

 

Bollinger, L. (2003). The need for diversity in higher education. Acad Med, 78(5), 431–436. 

 

http://www.weboaal.com/


   

 

151 

 

Brigman, S., & Jacobs, L. (1981). Participation and success of minority students in university 

foreign language pro- grams. Modern Language Journal, 65, 371-376. 

 

Brown, J. D. (1995). The elements of language curriculum: A systematic approach to program 

development. Heinle & Heinle Publishers, 20 Park Plaza, Boston, MA 02116. 

 

Busse, V., & Walter, C. (2013). Foreign language learning motivation in higher education: A 

longitudinal study of motivational changes and their causes. Modern Language Journal, 

97(2), 435-456.  

 

Butler, K. (2001). Defining diaspora, refining a discourse. Diaspora: A Journal of Transitional 

Studies, 10(2), 189-219. 

 

Charity, A. (2007). Regional differences in low SES African-American children’s speech in the 

school setting. Language Variation and Change, 19(3), 281-293. 

 

Charity-Hudley, A., & Mallinson, C. (2011). Understanding English language variations in U.S. 

schools. New York, NY: Teachers College Press. 

 

Chenail, R. J. (2011). Interviewing the investigator: Strategies for addressing instrumentation 

and researcher bias concerns in qualitative research. The Qualitative Report, 16(1), 255. 

 

Clandinin, D. (Ed.). (2006). Studying teachers’ lives and experiences: Narrative Inquiry into K-

12 teaching. In. F. Elbaz-Luwisch (Eds.), Handbook of narrative inquiry: Mapping a 

methodology (pp. 357-382). Sage Publications. 

 

Clandinin, D., Connelly, F., & Chan, E. (2002). Three narrative teaching practices—One 

narrative teaching exercise. In N. Lyons & V LaBoskey (Eds.) Narrative Inquiry in 

Practice: Advancing the Knowledge of Teaching, 133-145. New York: Teachers College 

Press. 

 

Clark, B. (1980). An experiment in ethnicity and foreign languages in a Black college. Foreign 

Language Annals, 13, 411-414. 

 

Clark, I. (2003). Concepts in composition: Theory and practice in the teaching of writing. 

Routledge. 

 

Clement, K. (2011). The world Englishes paradigm and its implications for international 

students’ acquisition of Standard American English for university-level studies in the 

United States (Doctoral dissertation). Available from ProQuest Dissertations and Theses 

database. (UMI No. 1492486) 

 

Clément, R., Dörnyei, Z., & Noels, K. A. (1994). Motivation, self‐confidence, and group 

cohesion in the foreign language classroom. Language learning, 44(3), 417-448. 

 



   

 

152 

 

Collins, T. A., Knotts, H. G., & Schiff, J. (2012). Career preparation and the political science 

major: Evidence from departments. PS: Political Science & Politics, 45(1), 87-92. 

 

Cordier, B. (2014, April 18). Do you speak American [Video file]. Retrieved from 

https://www.youtube.com/watch?v=O78S7Ls-yr8  

 

Cottle, S. (2011). Taking global crises in the news seriously: Notes from the dark side of 

globalization. Global Media and Communication, 7(2), 77-95. 

 

Craig, W. O. (2011). Strategies for improving the retention of engineering and technology 

students at historically black colleges and universities HBCU. International Transaction 

Journal of Engineering, Management, & Applied Sciences & Technologies, 2(5), 561-

570. 
 

Creswell, J. (1998). Qualitative Inquiry and Research Design: Choosing Among Five Traditions. 

Thousand Oaks, CA: Sage.  

 

Csizér, K., & Lukács, G. (2010). The comparative analysis of motivation, attitudes and selves: 

The case of English and German in Hungary. System, 38 (1), 1-13. 

 

Cummins, J. (2000). Language, power, and pedagogy: Bilingual children in the crossfire. 

Tonawanda, NY: Multilingual Matters Ltd. 

 

Darawsheh, W. (2014). Reflexivity in research: Promoting rigour, reliability and validity in 

qualitative research. International Journal of Therapy and Rehabilitation, 21(12), 560-

568. 

 

Darlington, Y., & Scott, D. (2002). Qualitative Research in Practice: Stories From the Field. 

Buckingham, England: Open University Press.  

 

Davies, A., Hamp-Lyons, L., & Kemp, C. (2003) Whose norms? International proficiency tests 

in English. World Englishes, 22, 571-584. 

 

Davis, J., & Markham, P. (1991). Student attitudes towards foreign language study at historically 

and predominately black institutions. Foreign Language Annals, 24, 227-237. 

 

Deci, E. L., & Ryan, R. M. (2011). Self-determination theory. Handbook of theories of social 

psychology, 1, 416-433.  

 

DeCuir, J., & Dixson, A. (2004). “So when it comes out, they aren't that surprised that it is 

there": Using critical race theory as a tool of analysis of race and racism in education. 

Educational Researcher, 33(5), 26-31. 

 

Delpit, L. (1995). Other People’s Children: Cultural Conflict in the Classroom. New York, NY. 

The New Press.  

 

https://www.youtube.com/watch?v=O78S7Ls-yr8


   

 

153 

 

Delpit, L. (2003). Language diversity and learning. The critical pedagogy reader, 388-403. 

 

Dörnyei, Z. (1994). Motivation and motivating in the foreign language classroom. The modern 

language journal, 78(3), 273-284. 

 

Dörnyei, Z. (2000). Motivation in action: Towards a process‐oriented conceptualisation of 

student motivation. British Journal of Educational Psychology, 70(4), 519-538. 

 

Dörnyei, Z. (2009). The L2 motivational self-system. Motivation, language identity and the L2 

self, 36(3), 9-11. 

 

Dörnyei, Z., & Csizér, K. (2006). Motivation, language attitudes and globalisation: A 

Hungarian perspective (Vol. 18). Multilingual Matters. 

 

Doss, R., & Gross, A. (1994). The effects of Black English code switching effects of foreign 

language learning. Journal of Black Psychology, 20(3), 282-293. 

 

Driscoll, D. L. (2011). Introduction to primary research: Observations, surveys, and 

interviews. Writing spaces: Readings on writing, 2, 153-174. 

 

Du, X. (2009). The affective filter in second language teaching. Asian Social Science, 5(8), 162. 

 

Duff, P., & Bell, J. (2002). Narrative research in TESOL: Narrative inquiry: More than just 

telling stories. TESOL Quarterly,36(2), 207-213. 

 

Dweck, C. (1999). Self-theories: Their role in motivation, personality, and development. 

Philadelphia, PA: Psychology Press. 

 

Elliot, A. J., & Dweck, C. S. (2005). Handbook of competence and motivation. New York: 

Guilford Press. 

 

Engle, L., & Engle, J. (2003). Study abroad levels: Toward a classification of program 

types. Frontiers: The interdisciplinary journal of study abroad, 9(1), 1-20. 

 

Farkas, G. (2003). Racial disparities and discrimination in education: What do we know, how do 

we know it, and what do we need to know? Teachers College Record, 105(6), 1119-1146. 

 

Feely, A., & Harzing, A.W. (2003). Language management in multinational companies. Cross 

Cultural Management: An International Journal, 10(2), 37-52.   

 

Fisher, D., & Lapp, D. (2013). Learning to talk like the test: Guiding speakers of African 

American vernacular English. Journal of Adolescent & Adult Literacy, 56(8), 634-648. 

 

Flynn, J. (2011). The language of power: Beyond the grammar workbook. English Journal, 

100(4), 27-30.   

 



   

 

154 

 

Fries, C. (1940). American English grammar. New York: Appleton Century Crofts. 

Fries-Britt, S., & Turner, B. (2002). Uneven stories: Successful black collegians at a black and a 

white campus. The Review of Higher Education, 25(3), 315-330. 

 

Gardner, R. (1978). Social psychological aspects of second language acquisition. Department of 

Psychology, University of Western Ontario.  

 

Gardner, R. (1985). Social psychology and second language learning: The role of attitudes and 

motivation. Arnold. 

 

Gardner, R., & Lambert, W. (1959). Motivational variables in second-language 

acquisition. Canadian Journal of Psychology/Revue canadienne de psychologie, 13(4), 

266. 

 

Gardner, R., & Lambert, W. (1972). Attitudes and motivation in second language learning. 

Rowley, MA: Newbury House. 

 

Gasman, M. (2013). The Changing Face of Historically Black Colleges and Universities. Penn 

Center for Minority Serving Institutions, Retrieved from 

http://repository.upenn.edu/gse_pubs/335   

 

Gatlin, N. (2013). Don’t forget about us: African-American collegiate students’ newfound 

perspectives on foreign language motivation, foreign language anxiety, and their beliefs 

about foreign language learning (Doctoral dissertation). 

 

Gillborn, D. (2008). Coincidence or conspiracy? Whiteness, policy and the persistence of the 

Black/White achievement gap. Educational Review, 60(3), 229-248. 

 

Glesne, C. (2006). Becoming qualitative researchers: An introduction (3rd ed.). New York: 

Longman. 

 

Godley, A., & Escher, A. (2012). Bidialectal African American adolescents’ beliefs about 

spoken language expectations in English classrooms. Journal of Adolescent & Adult 

Literacy, 55(8), 704-713.  

 

Greeno, J. (1998). The situativity of knowing, learning, and research. American Psychologist, 

53(1), 5. 

 

Guba, E. (1981). ERIC/ECTJ annual review paper: Criteria for assessing the trustworthiness of 

naturalistic inquiries. Educational Communication and Technology, 29(2), 75-91. 

 

Guillaume, A. (1994). Whose language is it anyway? Minority participation within our reach. 

ADFL Bulletin, 25, 65-68. 

 

Hall, E., & Post-Kramer, P. (1987). Black math and science majors: Why so few?. Career 

Development Quarterly, 35: 206-219. 

http://repository.upenn.edu/gse_pubs/335


   

 

155 

 

Hays, P. (2004). Case study research. In K. deMarrais & S. Lapan (Eds.), Foundations for 

research: Methods of inquiry in education and the social sciences (p. 217-234). Mahwah, 

New Jersey: Lawrence Erlbaum Associates.  

 

Hennessey, B. & Amabile, T. (1998) Reward, intrinsic motivation, and creativity. American 

Psychologist, 53(6), 674–676. 

 

Hidi, S., & Renninger, K. (2006). The four-phase model of interest development. Educational 

psychologist, 41(2), 111-127. 

 

Holvino, E., Ferdman, B. M., & Merrill-Sands, D. (2004). Creating and sustaining diversity and 

inclusion in organizations: Strategies and approaches. 

 

Holzer, H., Offner, P., & Sorensen, E. (2005). Declining employment among young black less‐
educated men: The role of incarceration and child support. Journal of Policy Analysis and 

Management, 24(2), 329-350. 

 

Howard, R. (1996). The great wall of African American vernacular English in the American 

college classroom. A Journal of Composition Theory, 16(2), 265-283. 

 

Howard, T., & Navarro, O. (2016). Critical race theory 20 years later where do we go from 

here?. Urban Education, 51(3), 253-273. 

 

Hsieh, P. (2008). Why are college foreign language students’ self-efficacy, attitude, and 

motivation so different?. International Education, 38(1), 76-101. 

 

Hu, R. (2016). The age factor in second language learning. Theory And Practice In Language 

Studies, (11), 2164. 

 

Hubbard, L. (1968). Modern foreign language for the racially disadvantaged. Modern Language 

Journal, 52, 139-140.  

 

Hubbard, L. (1980).  The minority student in foreign languages. Modern Language Journal, 64, 

75-80. 

 

Hubbard, D. (2006). The color of our classroom, the color of our future. Academe, 92(6), 27-29 

 

Institute of International Education. (2006). Open Door Report 2006. Retrieved November 13, 

2009, from http://www.opendoors.iienetwork.org   

 

Jayne, M. E., & Dipboye, R. L. (2004). Leveraging diversity to improve business performance: 

Research findings and recommendations for organizations. Human resource 

management, 43(4), 409-424. 

 

Kluger, R. (2011). Simple Justice: The History of Brown v. Board of Education and Black 

America's Struggle for Equality. Vintage. 

http://www.opendoors.iienetwork.org/


   

 

156 

 

Knight, L., Davenport, E., Green-Powell, P., & Hilton, A. (2012). The role of historically black 

colleges or universities in today’s higher education landscape. International Journal of 

Education, 4(2), 223. 

 

Knight, L., Davenport, E., Green-Powell, P., & Hilton, A. (2014). An analysis of historically 

black colleges and universities student retention and attrition efforts. International 

Journal of Humanities Social Sciences and Education, 1(8), 123-138. 

 

Kondo-Brown, K. (2013). Changes in affective profiles of postsecondary students in lower-level 

foreign language classes. Foreign Language Annals, 46(1), 122-136. 

 

Krashen, S. (1982). Principles and practice in second language acquisition. Elmsford, NY: 

Pergamon Press. 

 

Krefting, L. (1991). Rigor in qualitative research: The assessment of trustworthiness. American 

Journal of Occupational Therapy, 45(3), 214-222. 

 

Ladson-Billings, G. (2006). From the achievement gap to the education debt: Understanding 

achievement in US schools. Educational researcher, 35(7), 3-12. 

 

Larsen-Freeman, D., & Long, M. H. (2014). An introduction to second language acquisition 

research. Routledge. 

 

LeMelle, T. J. (2002). The HBCU: Yesterday, today and tomorrow. Education, 123(1), 190-197. 

 

Lenneberg, E. H. (1967). Biological foundations of language. New York: Wiley. 

 

Leonard, J., Horvat, E., & Riley-Tillman, T. (2002). Achieving diversity in academia: A dream 

deferred?. AERA, 2-21. 

 

Maehr, M. L., & McInerney, D. M. (2004). Motivation as personal investment. Big theories 

revisited, 4, 61-90.  

 

Maehr, M. L., & Zusho, A. (2009). Achievement goal theory. Handbook of motivation at school, 

77-104.  

 

Mason, J. (1994). Linking qualitative and quantitative data analysis. Analyzing qualitative data, 

89-110. 

 

McArthur, T. (2001). World English and world Englishes: Trends, tensions, varieties, and 

standards. Language Teaching, 34, 1-20.  

 

McArthur, T. (2002). The Oxford guide to world Englishes. England: Oxford University Press. 

 

McArthur, T. (2004). Is it world or international or global English, and does it matter?. English 

Today, 20(3), 3-15. 



   

 

157 

 

 

Mehra, B. (2002). Bias in qualitative research: Voices from an online classroom. The Qualitative 

Report, 7(1), 1-19. 

 

Mercer, S., & Ryan, S. (2010). A mindset for EFL: Learners’ beliefs about the role of natural 

talent. ELT Journal, 64(4), 436-444. 

 

Merriam, S. (1998). Qualitative research and case study applications in education. San 

Francisco: Jossey-Bass.  

 

Merriam, S. (2009). Qualitative research: A guide to design and implementation. San Francisco, 

California: Jossey-Bass. 

 

Miah, M., & Omar, A. (2011). A case study on awareness, willingness and utilization of 

resources by students at HBCU. International Journal of Education and Development 

using Information and Communication Technology, 7(2), 56. 
 

Miles, M., & Huberman, A. (1994). Qualitative data analysis (2nd ed). Thousand Oaks, CA: 

Sage. 

 

Mong, S. N., & Roscigno, V. (2010). African American men and the experience of employment 

discrimination. Qualitative Sociology, 33(1), 1-21. 

 

Moore, Z. (2005). African-American students’ opinions about foreign language study: An 

exploratory study of low enrollments at the college level. Foreign Language Annals, 

38(2), 191-200.  

 

Moore, Z. T., & English, M. (1998). Successful teaching strategies: Findings from a case study 

of middle school African Americans learning Arabic. Foreign Language Annals, 31(3), 

347-357. 

 

Mufwene, S. (2001). What is African American English. Sociocultural and historical contexts of 

African American English, 27, 21-51. 

 

Mullen, S. (2014). Study abroad at HBCUs: Challenges, trends, and best practices. 

In Opportunities and challenges at historically Black colleges and universities (pp. 139-

164). Palgrave Macmillan, New York. 

 

NAFSA (Association of International Educators). (2003). Securing America’s future: Global 

education for a global age. Report of the Strategic Task Force on Education Abroad.  

 

Nation, I. S., & Macalister, J. (2009). Language curriculum design. Routledge. 

 

National Center for Education Statistics. (2006). Digest of education statistics, 2005 fast facts 

(2006-005). US Department of Education. Retrieved February 8, 2008, from 

http://nces.ed.gov/fastfacts/display.asp?id=98   

http://nces.ed.gov/fastfacts/display.asp?id=98


   

 

158 

 

Nelson, L.W. (1990). Code-switching in the oral life narrative of African-American women: 

Challenges to linguistic hegemony. The Journal of Education, 172(3), 142-155. 

 

New American Economy (2017, March 1). Demand for bilingual workers more than doubled in 

5 years, new report shows. Retrieved from http://www.newamericaneconomy.org/press-

release/demand-for-bilingual-workers-more-than-doubled-in-5-years-new-report-shows/  

 

Nieswiadomy, R. M. (2002). Qualitative research designs. Foundations of Nursing Research (4 

th ed.). Upper Saddle River, New Jersey. Prentice Hall. 

 

Nolen, S., Horn, I., & Ward, C. (2015). Situating motivation. Educational Psychologist, 50(3), 

234-247. 

 

Nolen, S., & Ward, C. (2008). Sociocultural and situative approaches to studying 

motivation. Advances in motivation and achievement, 15, 425-460. 

 

Noguera, P. A. (2009). The trouble with black boys:... And other reflections on race, equity, and 

the future of public education. John Wiley & Sons. 

 

Norton-Peirce, B. (1995). Social identity, investment, and language learning. TESOL quarterly, 

29(1), 9-31. 

 

Norton, B. (2000). Identity and language learning: Gender, ethnicity and educational change. 

Harlow, England: Pearson Education Limited.  

 

Norton, I. (2008). International education remains a challenge at Historically Black Colleges. 

Retrieved from http://chronicle. com/article/International-Education/41068/     

 

Noy, C. (2008). Sampling knowledge: The hermeneutics of snowball sampling in qualitative 

research. International Journal of Social Research Methodology, 11(4), 327-344.  

 

Ogbu, J. (1992). Understanding cultural diversity and learning. Educational Researcher, 21(8), 5-

14, 24. 

 

OPE (Office of Post Secondary Education). (2009). International education programs service, 

study abroad: Enhancing international and area studies education. Retrieved from 

http://www.ed.gov/about/offices/list/ope/iegps/study-abroad.html   

 

Orr, A. J. (2003). Black-white differences in achievement: The importance of wealth. Sociology 

of Education, 281-304. 

 

Otten, M. (2003). Intercultural learning and diversity in higher education. Journal of Studies in 

International Education, 7(1), 12-26. 

 

Palmer, R., Davis, R., & Maramba, D. (2010). Role of an HBCU in supporting academic success 

for underprepared Black males. Negro Educational Review, 61(1-4), 85.  

http://www.newamericaneconomy.org/press-release/demand-for-bilingual-workers-more-than-doubled-in-5-years-new-report-shows/
http://www.newamericaneconomy.org/press-release/demand-for-bilingual-workers-more-than-doubled-in-5-years-new-report-shows/
http://www.ed.gov/about/offices/list/ope/iegps/study-abroad.html


   

 

159 

 

Patton, M. Q. (2002). Qualitative research and evaluation methods (3rd ed.). Thousand Oaks, 

CA: Sage. 

 

Pew Research Center. (2016, November). Hispanic population growth and dispersion across 

U.S. counties, 1980-2014. Retrieved from 

http://www.pewhispanic.org/interactives/hispanic-population-by-county/  

 

Phillips, M., Crouse, J., & Ralph, J. (1998). Does the Black-White test score gap widen after 

children enter school? In C. Jencks & M. Phillips (Eds.), The Black-White test score gap 

(pp. 229–272). Washington, DC: The Brookings Institution. 

 

Poggenpoel, M., & Myburgh, C. (2003). The researcher as research instrument in educational 

research: A possible threat to trustworthiness? (A: 

research_instrument). Education, 124(2), 418. 

 

Pollock, K., & Meredith, L. (2001). Phonetic transcription of African American vernacular 

English. Communication Disorders Quarterly, 23 (1), 47-53.  

 

Poplin, M., & Weeres, J. (1992). Voices from the inside. The Institute for Education in 

Transformation. 

 

Pratt, C. (2010). Maintaining the momentum of students of Spanish from high school to college. 

Hispania, 93(4), 671-685.  

 

Renandya, W. (2015). L2 motivation: Whose responsibility is it?. English Language Teaching, 

27(4), 177-189.  

 

Richards, J. C., & Rodgers, T. S. (2014). Approaches and methods in language teaching. 

Cambridge university press. 

 

Salt, B. (2008). The global skills convergence: Issues and ideas for the management of an 

international workforce. KPMG International. Retrieved from 

http://www.areadevelopment.com/article_pdf/id86996_GlobalSkills2.pdf   
 

Schmidt, R. (1995). Consciousness and foreign language learning: A tutorial on the role of 

attention and awareness in learning. Attention and awareness in foreign language 

learning, 9, 1-63. 

 

Sealey-Ruiz, Y. (2008). Spoken soul: The language of black imagination and reality. The 

Educational Forum, 70 (1), 37-46. 

 

Sebeck, L. (2005). Underrepresented groups in study-abroad programs. Journal of Student 

Affairs at New York University, 1(5), 38–44. 

 

Shaaban, K., & Ghaith, G. (2000). Student motivation to learn English as a foreign language. 

Foreign Language Annals, 33(6), 632-644.  

http://www.areadevelopment.com/article_pdf/id86996_GlobalSkills2.pdf


   

 

160 

 

 

Shaaban, K., & Ghaith, G. (2003). Effect of religion, first foreign language, and gender on the 

perception of the utility of language. Journal of Language: Identity and Education, 2(1), 

53-77.  

 

Smitherman, G. (1977). Talkin and testifyin: The language of black America. Boston, MA: 

Houghton Mifflin. 

 

Snipes, V. T., Ellis, W., & Thomas, J. (2006). Are HBCUs up to speed technologically? One 

case study. Journal of Black Studies, 36(3), 382-395. 

 

Souto-Manning, M. (2007). Acting out and talking back: Negotiating discourses in American 

early educational settings. Early Child Development and Care, 179 (8), 1083-1094. 

 

Stake, R. E. (1995). The art of case study research. Thousand Oaks, CA: Sage.  

 

Stephens, N. M., Hamedani, M. G., & Destin, M. (2014). Closing the social-class achievement 

gap: A difference education intervention improves first-generation students’ academic 

performance and all students’ college transition. Psychological Science, 25, 943–953. 

 

Sternberg, R. J. (Ed.). (1997). Career paths in psychology: Where your degree can take you. 

Washington, DC: American Psychological Association. 

 

Suri, H. (2011). Purposeful sampling in qualitative research synthesis. Qualitative Research 

Journal, 11(2), 63-75.  

 

Švrakić, N. M., Švrakić, D. M., & Cloninger, C. R. (1996). A general quantitative theory of 

personality development: fundamentals of a self-organizing psychobiological 

complex. Development and Psychopathology, 8(1), 247-272.  

 

Thomas, R. (1972). The foreign language requirement: Some reflections. The Bulletin of the 

Midwest Modern Language Association, 5(1), 36-41. 

 

Valencia, R. (Ed.). (2012). The evolution of deficit thinking: Educational thought and practice. 

Routledge. 

 

Van Camp, D., Barden, J., Sloan, L., & Clarke, R. (2009). Choosing an HBCU: An opportunity 

to pursue racial self-development. Journal of Negro Education, 78, 457-468. 

 

Volet, S. (2001). Understanding learning and motivation in context: A multi-dimensional and 

multi-level cognitive-situative perspective. In S. Volet & S. Jarvela (Eds.), Motivation in 

learning contexts: Theoretical advances and methodological implications (57-82). 

Amsterdam: Pergamon-Elsevier.  

 

Walsham, G. (1995). Interpretive case studies in IS research: nature and method. European 

Journal of information systems, 4(2), 74-81. 



   

 

161 

 

Wenger, E. (1998). Communities of practice: Learning, meaning, and identity. Cambridge, UK: 

Cambridge University Press 

 

Wentzel, K. R. (1997). Student motivation in middle school: The role of perceived pedagogical 

caring. Journal of educational psychology, 89(3), 411. 

 

Wheeler, R., Cartwright, K. B., & Swords, R. (2012). Factoring AAVE into reading assessment 

and instruction. The Reading Teacher, 65(6), 416-425. 

 

White, J. (2011). De-centering English highlighting the dynamic nature of the English language 

to promote the teaching of code-switching. English Journal, 100(4), 44-49.  

 

White, J., & Ali-Khan, C. (2013). The role of academic discourse in minority students’ academic 

assimilation. American Secondary Education, 42(1), 24-42. 

 

White, J., & Lowenthal, P. (2011). Minority college students and tacit “codes of power”: 

Developing academic discourses and identities. Review of Higher Education, 34(2), 283-

318. 

 

Whitney, J. (2005). Five easy pieces: Steps toward integrating AAVE into the 

classroom. English Journal, 64-69. 

 

Wiberschied, L., & Dassier, J. (1991). Increasing the number of minority FL educators: Local 

action to meet a national imperative. Modern Language Journal, 79, 2-14.  

 

Wood, J., Collins, E., Davis, C., & Hilton, A. (2013). The relevance of historically Black 

colleges and universities in preparing Black educators and teachers, Journal of Education 

Policy. 

 

Wooster, R. (2009). Creative inclusion in community theatre: a journey with Odyssey 

Theatre. RiDE: The Journal of Applied Theatre and Performance, 14(1), 79-90. 

 

Yin, R. (2003). Case study research: Design and methods (3rd ed.). Thousand Oaks, CA: Sage 

Publications.  

 

Yin, R. (2017). Case study research and applications: Design and methods (6th ed.).Thousand 

Oaks, CA: SAGE Publications. 
 

  



   

 

162 

 

BIOGRAPHICAL SKETCH 

Derrick Lee Pollock graduated from Florida State University in Tallahassee, Florida with 

a Bachelor of Science in Psychology and a Master of Science in Teaching. He anticipates earning 

a doctoral degree in Foreign and Second Language Education in the spring of 2018. His research 

interests include foreign language education, Black student motivation, instructor practices and 

code-switching. 

 


