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Session I: Roundtables 

Space & Safety, CWCA/ACCR 2022 Virtual Conference  

Friday, May 27, 2022 at 12:40-1:10 pm EST.  

Panel Title: A posture of listening and inquiry: Multilingual and racialized student 

agency and first-year writing instruction.  

Panel Organizer: Marci Prescott-Brown, Ph.D., Writing and Academic Skills Centre 

Instructor & Multi-language Learning Specialist, Transitional Year Programme, 

University of Toronto 

Panelists: Majid Nikouee, Ph.D., English Language School, University of Alberta; 

Sheila Batacharya, Ph.D., Assistant Professor, Teaching Stream, Institute for the Study 

of University Pedagogy (ISUP), University of Toronto Mississauga 

Abstract: Integrating theoretical frameworks (queer, decolonial, anti-racist, and 

intersectional), this panel addresses how technology and online supports can help meet 

students’ writing needs in the pandemic-transformed environment. Specifically, 

multilingual and racialized students seeking writing support communicate affective and 

cognitive requests to instructors. We consider ways of extending welcome and 

assistance that resonate with diverse students through a posture of listening and 

inquiry, not ownership, and propose ideas for responding effectively to these 

multifaceted student needs.   

Presentations: 

Marci Prescott-Brown, Ph.D., Writing and Academic Skills Centre Instructor & 

Multi-language Learning Specialist, Transitional Year Programme, University of 

Toronto. 

Title: Decolonial Approaches for the ELL Classroom: The Benefits of Using Texting and 

Speech-to-Text Technology in the Writing Composition Process. 

I want to propose something that may seem unconventional to some: technology, 

including texting and dictating, can improve students’ writing. Drawing on the comments 

of 68 students who gave me permission to share their thoughts, I will discuss students’ 

experiences with these technologies. These students were taking the class Academic 

Writing: Fundamentals at Algoma University (Brampton campus), and well over 90% are 

racialized, multilinguals, and/or English language learners. Most had arrived in Canada 

from their native countries in recent weeks.  

https://utoronto-my.sharepoint.com/personal/s_batacharya_utoronto_ca/Documents/Roundtable%205%20Minute%20Synopsis%20&amp;%20Discussion%20Questions.docx#_msocom_1
https://utoronto-my.sharepoint.com/personal/s_batacharya_utoronto_ca/Documents/Roundtable%205%20Minute%20Synopsis%20&amp;%20Discussion%20Questions.docx#_msocom_3
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For context, I want to draw your attention to slides 3-5, where I am clear about the 

voices that have influenced my pedagogical approach.  My assignments include a group 

work writing activity where students created an argumentative paragraph in response to 

one or two of the course readings, which included online, magazine, and newspaper 

articles. Each group was instructed to use two of the following three options in their 

prewriting process: texting, speech-to-text technology, and handwriting. (Speech-to-text 

options were discussed in class previously). I required them to show images of the 

prewriting they had engaged in.  

From the submissions, I could see that the technological options had facilitated 

students’ navigation of their identities in the writing space in a way that “decolonize[d] 

the…classroom” (Chavez, 2021). Students sometimes chose to text as a group for this 

assignment in languages besides English; as I encouraged students to do what was 

most helpful while prewriting, I expected and welcomed this. In their prewriting 

submissions, students showed confidence discussing the various voices represented 

and their identities and experiences. It was clear that texting, dictating, and handwriting 

helped the ideas to flow to varying degrees. With texting, many were capturing thoughts 

to share about the class readings even outside of class with their peers for this 

assignment.  

I then had the students complete a survey that included this question: 

If you had to create an assignment at home requiring you to use the prewriting (idea 

generation) phase, which two of the three options would you use and why? Are there 

any that you haven’t used much but would like to use more in the future in your writing 

process? Please share.  

In response to this question, the combination Texting & Handwriting was chosen 29 

times, Texting & Dictating was chosen 23 times, Handwriting & Dictating was chosen 5 

times, Handwriting alone was picked 6 times, dictating alone was picked 1 time, and 

texting alone was picked 1 time.  

Student comments suggested they particularly valued texting (See slide#6). In their 

answers to another survey question, many acknowledged that texts may have 

nonstandard spelling or grammar, and that perhaps these textisms might be negative 

(see slide#7). Yet, they clearly found texting extremely convenient, stress free, and 

familiar, thus making it an easy way to generate ideas, despite some scholars 

bemoaning the effect of texting on writing (as previously discussed on slides#4-5). By 

contrast, some students who referenced dictating desired to use it more in the future to 

increase comfort with it, something none of them indicated about texting (for more 

responses to dictating see slide #8). Those who chose dictating as an option frequently 
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found it to be helpful (see slides#9&10; dictation disadvantages as per the students are 

on slide#11) 

As you can see in the student responses on slide#12, students’ perception of the 

benefits of handwriting included using this mode for exams such as IELTS as well as 

being the way of writing that they first learned and thus familiar.  

Overall, my writing instruction practice is one where I strive to go on the journey with my 

students. I learned a lot from the students’ responses to the assignment I have 

described here and believe I can build on this study in the future.  

Discussion question: How have you continued to navigate the tools students bring to 

the writing process in various writing contexts in ways that make space for identities of 

all kinds? What prompts you to suggest different or unfamiliar tools for students to use?  
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************************************************* 

Majid Nikouee, Ph.D., University of Alberta 

Title: Challenges for a Non-Native Speaking Writing Tutor: A Personal Narrative 

I am going to talk about my experience as a NNS tutor at a NS-dominant writing centre. 

I would also like to talk about the needs and concerns of ESL students visiting writing 

centres. In this case, I have got an emic perspective because I have visited my own 

writing centre as an ESL student several times. 

Research shows that students have a preference for NS tutors (Chang, 2011; Zhao, 

2017) even if they are pleased with how NNS tutors address their grammatical errors. 

This can be the influence of “native speaker fallacy” (Phillipson, 1992), meaning that NS 

tutors are deemed to be better because they are native speakers and do not have an 

accent. As a result, ESL students may not be able to see what a NNS tutor is capable of 

providing as opposed to a NS tutor. 

https://doi.org/10.18806/tesl.v20i2.945
https://doi.org/10.15640/ijlc.v2n3a4
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Two possible consequences of the native speaker fallacy are that (1) students may be 

more receptive to NS tutors’ suggestions than those of NNS tutors and (2) students may 

be more interruptive with NNS tutors. And this seems to be because they do not trust 

NNS tutors’ language competency. Therefore, native speaker fallacy can lead to 

students’ distrust of NNS tutors; and as a result, they may book appointments with NS 

tutors after meeting with a NNS tutor to go over the same assignment. I personally have 

had students who after starting the session thought I was a NS tutor because I do not 

have a thick foreign accent. They told me that they had met with X, who was a NNS 

tutor, but wanted a NS tutor to see their assignment as well. 

Another factor affecting a ESL student’s reaction to tutors, whether NS or NNS, is a 

tutor’s style of providing corrective feedback (CF). During my training as a tutor, I was 

constantly told that I need to be a guide on the side rather than a sage on the stage 

during a tutorial. To me, this means CF should typically be indirect; hence putting part of 

the burden for correcting mistakes on students’ shoulders. However, in some cultures, 

and I come from one of those cultures, a tutor is supposed to be an all-knowing agent 

who tells the reader what is right and what is wrong. In such a context, not correcting 

students’ mistakes means the tutor is either not knowledgeable enough or is not 

prepared for the session. I remember once I had a client, a NNS, who put her 

assignment in front of me, asked me to correct her grammatical mistakes, and looked 

away while waiting for me to do so. I spent 10 minutes explaining that my job is to help 

them become a better writer rather than correcting their mistakes. I corrected some of 

the mistakes and encouraged them to correct some others. She left the session halfway 

through and the next day my supervisor told me that I had negative comments from a 

student. 

Nonetheless, it is not fair to hold only students accountable for this situation. I have met 

NNS tutors self-marginalizing in front of colleagues and students. I sent a cover letter to 

a NNS tutor for review. When I went through their comments, I saw the same sentence 

a couple of times: English is not my first language, so I am not sure about this! I believe 

this is fostering a fallacy from inside a community of practice.  

What can be done? I do not wish to sound prescriptive nor to close my talk without 

mentioning what I personally think can be done to help my fellow NNS tutors: 

1. Setting up focused reading groups seems to be a good idea. They can attend 

focused reading groups about different topics, such as providing written CF for 

ESL students or different tutoring philosophies. 

2. Tutor and student training is essential in resolving this issue. What kind of 

training? What should be the target of training? I would like to have your thoughts 

on this.  
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Discussion question: I would like to know if you have taken any measures in your 

writing centre against native speaker fallacy or what measures you think can be taken.  
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************************************** 

Sheila Batacharya, Ph.D., Assistant Professor, Teaching Stream, Writing Studies, 

Institute for the Study of University Pedagogy (ISUP), University of Toronto 

Mississauga 

Title: Decades in the Making: Critical and Diverse Discourse Practices in Online Writing 

Instruction. 

Decades of research about online instruction and student engagement can be found in 

Applied Linguistics (Hauk & Wernecke 2013, Helm 2015, Reinders & White 2016) as 

well as in the Scholarship of Teaching and Learning (SoTL) (Ensmann et al. 2021; 

Sousa 2021) and Writing Studies and Writing Centre where student agency, writing 

process, discourse communities, genre analysis (Wardle & Downs 2020; WAC 

Clearinghouse n.d.), multilingualism, multimodality, accessibility, and creative digital 

approaches are increasing concerns. Furthermore, anti-racist and decolonial pedagogy 

(Chavez 2021) centre student engagement along with critiques of standardized English 

and calls for critical language awareness (CLA) (Shapiro, 2022).  

Shapiro (2022) explains CLA as conceptual and practical; “pedagogically generative 

rather than prescriptive” (p. 54) , and prioritizes situated language concepts. Today, I’ll 

address two situated language concepts that are discourse strategies and 

counterhegemonic opportunities for enriching student agency and teacher efficacy. 

They are: “adda” as described by Dipesh Chakraborty (2009) and “feeling and placing 

language” as explained by Natalie Baloy (2011).  

Dipesh Chakraborty (2018) explains adda as conversation to pass the time in a carefree 

spirit. Adda indexes place and positionality, but Chakraborty rejects nostalgic and 

essentialist claims that adda is solely a Bengali or Indian practice. Adda has positive 
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and negative connotations; it is described as deviant, idle and frivolous banter, but it is 

also considered intellectual, consequential, and respectable. At times adda indexes 

resistance to modernity and capitalism, and at other times a celebration of progress and 

globalization. However, in either case knowledge co-construction is privileged and ideas 

are often explored with abandon while participating in adda; this discourse strategy can 

be described as witty and risky - something my students sometimes actively avoid.  

Teaching about adda can generate CLA in the classroom by encouraging students to 

think about agency, co-constructed knowledge, genres, and discourse practices that are 

not standard in North American English and writing instruction. Chakrobarty asks: “How 

does  one manage to feel at home in the context of capitalist cities?” (p. 148), and I 

extend his insights to ask: How might students think about belonging in standardized 

English academic settings? Adda is relevant to the idea of discourse communities and 

examples such as friend groups, online chat, social media, communities of interest, 

affiliation, geography, and identity (e.g., Chakroborty addresses gender, queer 

erroticism, class, and colonialism p. 156). Adda can be used to teach about text types 

(e.g., adda re: newspapers, literature, films, art p. 160), and it emphasizes writing as a 

process (p. 162) and that discourse has no “terminal point” (p. 163). Chakroborty argues 

that while adda contests modernity, capitalism, social norms and roles (p.164), 

subversion takes place within systemic and inequitable power relations (p. 168). 

Nonetheless, it is also a discourse strategy of critique, dialogue, and enjoyment in the 

sense of belonging that it generates.   

Drawing on her research conducted in British Columbia, Natalie Baloy argues that 

indigenous language revitalization is hindered by three key issues (p. 516): 1) 

stereotypes: the misconception that authentic indigenous identity and living in cities are 

at odds; 2) failure to grasp linguistic diversity and how land, language, and identity are 

connected and “placed”; and 3) availability of practical approaches to fostering language 

revitalization in urban spaces for local and non-local indigenous people. Making places 

for language learning include immersion camps, internet, cultural expression, 

apprenticeship, groups, place names, protocols for belonging, engagement, and 

enjoyment, similar to adda (pp. 533-536). Baloy writes: “This entails both ideological 

and practical processes,” and similar to Sharprio’s (2022) explanation of CLA and 

Chakroborty’s research about adda, Baloy emphasizes the practical discourse 

strategies alongside sociolinguistic ideologies.   

Situated and place-based language concepts have multidimensional meanings, and  

addressing linguistic and cultural diversity necessitates consideration of the discursive 

strategies that underpin different “linguistic worlds” (Young, 2009). Teacher and student 

awareness of language ideologies and engaging in diverse discourse practices 

improves language learning for in-person and online teaching because it acknowledges 
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students for whom these discourse strategies are familiar and builds CLA for all 

students in the classroom.  

Discussion question: What are non-standard language concepts and discourse 

strategies that you know about and/or share with your students? 

Possible responses: Liming in Trinidad & Tobago, Coffee Bar, Cafe, Coffee House, 

Porch, Veranda, Rooftop, Kitchen Table, Barber Shop, Salon, BB Court, Social Media, 

Book Clubs, Poetry Club, Slams, Parks & Gardens, Street Corner, Curb, Youth Hostels. 

Jason Lipeles “Chavruta” study with a partner who questions and challenges. Coalition 

building: “The Time is Always Now: A Conversation with Karma R. Chávez about 

Coalition and the Work to Come” (Interview by Gavin P. Johnson, n.d.). Raymond 

Sewell’s challenge to acknowledge and appreciate Indigenous methodologies during 

the Opening Plenary.    

References 

Baloy, N.J.K. (2011). "We Can't Feel Our Language": Making Places in the City for 

Aboriginal Language Revitalization. The American Indian Quarterly 35(4), 515-548. 

https://www.muse.jhu.edu/article/453956. 

Chakrabarty. D. (2018). Adda: A History of Sociality. In Provincializing Europe (pp. 180–

213). Princeton University Press. https://doi.org/10.1515/9781400828654-010 

Chavez, F. R. (2021). The anti-racist writing workshop: How to decolonize the creative 

classroom. Haymarket Books. 

Davies, G., Otto, S.E.K. & Ruschoff, B. (2013). Historical perspectives on CALL. In 

M.Thomas, H. Reinders and M. Warschauer (Eds.), Contemporary computer-assisted 

language learning (pp. 19-38). New York, NY: Bloomsbury. 

Ensmann, S., Whiteside, A., Gomez-Vasquez, L., & Sturgill, R. (2021). Connections 

before curriculum: The role of social presence during COVID-19 emergency remote 

learning for students. Online Learning, 25(3), 36-56. doi: 10.24059/olj.v25i3.2868 

Hauck, M. & Warnecke, S. (2013). Materials design in CALL: Social presence in online 

environments. In M.Thomas, H. Reinders and M. Warschauer (Eds.), Contemporary 

computer-assisted language learning (pp. 95-115). Bloomsbury. 

Helm, F. (2015). The practices and challenge of telecollaboration in higher education in 

Europe. Language Learning & Technology, 19(2), 197-217. 



9 
 

Reinders, H & White, C. (2016). 20 years of autonomy and technology: How far have 

we come and where to next? Language Learning & Technology, 20(2), 143-154. 

http://llt.msu.edu/issues/june2016/reinderswhite.pdf 

Sousa, A. N. (2021). Dialogue in Online Learning Spaces: How Transitioning to Online 

Learning During a Pandemic Impacts Classroom Dialogue and Inclusivity. Journal of 

Teaching and Learning with Technology, 10/Special Issue, 229-237. doi: 

10.14434/jotlt.v9i2.31383 

WAC Clearinghouse. (n.d.). A brief history of the WAC Clearinghouse. 

https://wac.colostate.edu/about/brief-history/  

Wardle, E. & Downs, D. (2020). Writing about Writing (4th ed.). Bedford / St. Martin’s. 

Young, V. A. (2020). Should writers use they own English? In E. Wardle & D. Downs 

(Eds.) Writing about Writing (4th ed.) pp 325-335. Bedford / St. Martin’s. 

 

Discussion questions:    

Marci: How have you continued to navigate the tools students bring to the writing 

process in various writing contexts in ways that make space for identities of all kinds? 

What prompts you to suggest different or unfamiliar tools for students to use?  

Majid: I would like to know if you have taken any measures in your writing centre 

against native speaker fallacy or what measures you think can be taken.  

Sheila: What are non-standard language concepts and discourse strategies that you 

know about and/or share with your students? Your questions? 

 

 

Thank you for participating in this roundtable! 

 

 


