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The issues of linguistic diversity and linguistic justice have generated a lot
of discussion, research, and debate in writing studies over the last half cen-
tury, and the last two decades have seen a stronger interest in addressing
linguistic prejudices with the wider impact of translingual approaches and
anti-racist movements. But while this shift is timely and necessary, writing
studies as a field has largely ignored the growing diversity of teachers of writ-
ing just as it has been attracting increasing numbers of graduate students
and international scholars and expanding its reach around the world. For
instance, all the chapters in Shirley Rose and Irwin Weiser’s (2018) excellent
collection 7he Internationalization of US Writing Programs focused on serving
students, and references to instructors were limited to how to prepare them
to support international student writers. Elsewhere, work on translingualism
has overwhelmingly focused on supporting students through curricular and
pedagogical changes (e.g., Canagarajah, 2013; Horner et al., 2011; Horner &
Tetreault, 2017; Lee & Jenks, 2016). This collection offers a deeper insight
into the experiences of nonnative English speaking teachers (NNESTs) at a
variety of postsecondary institutions in different U.S. geographical contexts
and suggests ways that writing programs can support the success of not only
increasingly diverse students but also increasingly diverse teachers of writing.

While the fields of TESOL and applied linguistics have seen a substantial
number of studies addressing and challenging the native speaker fallacy as it
relates to nonnative English-speaking professionals in these fields (we offer a
more detailed overview of this work in the next section), the field of writing
studies has not fully acknowledged the extent of linguistic diversity among
writing instructors, nor has it fully explored how writing pedagogies can draw
on this diversity as our field strives towards greater linguistic inclusivity and
justice. This collection brings together a number of voices, most of whom are
nonnative English speakers, that represent a great multiplicity in terms of the
authors’ nationalities, genders, career stages, and cultural, religious, and racial
backgrounds. Many of the authors draw on their unique positionality within
writing studies to explore their own and their students’ experiences through
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an intersectional lens. The accounts presented in these chapters aim to move
our field towards a greater understanding of linguistic diversity of our in-
structor population while also promoting greater inclusivity in our research
and pedagogical practices.

A Note on Terminology

Before we continue, it is important to note that the terms native English speak-
er (NES) and nonnative English speaker (NNES) have seen a considerable
amount of debate within TESOL, applied linguistics, and writing studies alike.
Vivian Cook (1999) and Claire Kramsch (1997) argued that the NES/NNES
dichotomy is unclear. While native speaker is often conflated with fluency in
a language, it only really refers to the language a speaker learned first (Cook,
1999); as we have learned in our own work, defining one’s first language is often
complicated for those growing up in multilingual contexts. More importantly,
it is an unattainable status for someone not born learning a particular language,
and scholars have found it more productive to focus on the unique competen-
cies of L2 users such as their ability to code switch. George Braine, in his intro-
duction to his 1999 collection Non-Native Educators in English Language Teach-
ing, acknowledged the problematic history and implications of the “NNES”
term, admitting that it provided legitimacy to the very native-nonnative di-
chotomy that the collection strove to prove as false or misconstrued. Braine
also cited a list of suggested alternatives, among which were “second language
speaking professionals” and “non-native teachers of English,” yet the collection
retained both “NES” and “NNES” terms while simultaneously pointing, like
Cook (1999) and Alan Davies (1991), to the difficulties in defining what either
a native or a nonnative speaker actually is or difficulties in assigning either one
label to multilingual speakers of English in some cases (e.g., Brutt-Griffler &
Samimy, 200r1; Liu, 2005). The NNES/NES terms then became widely used in
the publications appearing after Braine’s volume, and it is our intent in using
them in this collection to connect and expand on this existing body of literature.
As Lucie Moussu and Enric Llurda (2008) also pointed out, many language
users who consider themselves either native or nonnative speakers self-align
with either linguistic group as “a way of positioning themselves as members or
as aliens in a particular social community” (p. 318).

NNES Teachers of English in TESOL

'The NNEST movement in professional TESOL circles started gaining rec-
ognition in the 1990s (e.g., Medgyes’s The Non-Native Teacher published in
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1994) and grew exponentially in the late 1990s throughout the 2010s. The first
colloquium on NNES professionals in TESOL organized by Braine at the
1996 TESOL Convention featured a number of prominent NNES scholars,
including Ulla Connor, Suresh Canagarajah, and Jacinta Thomas. Two years
later, the NNESs in TESOL Caucus was formed (headed by Braine), which
evolved in 2008 into the NNES Interest Section with the goal to promote
wider awareness of and research into NNES issues as well as fight discrimi-
natory practices in the profession (Kamhi-Stein, 2016; also see Brady, 2018, for
more on this history). Numerous publications have contributed to the move-
ment, with a number of books and edited collections including Braine’s 1999
Non-Native Educators in English Language Teaching, Lia D. Kamhi-Stein’s
2004 Learning and Teaching from Experience and Llurda’s 2005 Non-Native
Language Teachers, Ahmar Mahboob’s 2010 NNES Lens, and Bedrettin Yazan
and Nathaniel Rudolph’s (2018) Criticality, Teacher Identity, and (In)Equity
in English Language Teaching—bringing together an impressive number of
NNES and NES voices. As of 2015, Kamhi-Stein counted 356 publications
on the topic, a number that had accelerated in recent years, with 32% of those
appearing since 2010—she also noted that the TESOL Encyclopedia of English
Language Teaching, published in 2018, would include an entire volume with 45
entries on NNEST issues.

Some of the earlier studies, like Péter Medgyes’s (1994) 7he Non-Native
Teacher or his earlier articles, focused on comparisons between NNES and
NES teachers of English. Medgyes viewed NES and NNES as fundamen-
tally different teachers, mostly on the basis of the differences in language
proficiency, and investigated how these linguistic differences translated into
differences in teaching practices and self-perceptions. However, an import-
ant strand of NNES research focused not on the perceived difterences be-
tween NES and NNES teachers but rather on dismantling the artificially
constructed divides between the two groups. Publications like Robert Phil-
lipson’s (1992) Linguistic Imperialism, Alastair Pennycook’s (1994) The Cultural
Politics of English as an International Language, Henry G. Widdowson’s (1994)
“The Ownership of English” (1994) and CookK’s (1999) “Going Beyond the
Native Speaker in Language Teaching” paved the way for many researchers
to question the privileged status of English varieties from what Braj Kachru
(1986) called the “inner circle” or “center” English speaking countries (the UK,
the US, Australia, New Zealand, and Canada) and the privileged status of the
teachers who claim these varieties of English as their native language.

Phillipson (1992) coined the term “native speaker fallacy” and traced its
origins to a 1961 conference on TESOL held in Uganda where the status
of NESs as superior teachers of English was widely legitimized. He also
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demonstrated how upholding the native speaker teacher status helped the
“center” countries to maintain control over the TESOL industry, as well as
how native speaker fallacy was tied in with racial discrimination and the his-
tory of colonialism for languages such as English, French, Spanish, Russian,
and Portuguese.

As touched on earlier, Cook (1999) demonstrated how various definitions
of a native speaker contain a number of incidental characteristics such as
complete knowledge of the language (far from all native speakers are com-
pletely competent in it) or belonging to a speech community (native speakers
might want to disassociate themselves from the community of native speak-
ers). The only unquestionable characteristic of a native speaker is that they
speak the language learned first in childhood. Thus, the native speaker com-
petence is by definition an unattainable goal for second language learners:
“Adults could never become native speakers without being reborn” (Cook,
1999, p. 187). They can, however, attain native-like levels of proficiency in their
second language and become indistinguishable from native speakers in their
language use. Furthermore, Cook argued that a “native speaker” in traditional
understanding is a monolingual speaker of that language; thus, comparisons
between bilingual speakers or L2 learners and monolingual native speakers
are inherently fallacious because the minds of these speakers are “qualitatively
different” in a number of ways, including language and thought processing
(1999, p. 191). Nonetheless, comparisons between NS and NNS persist in lan-
guage learning pedagogy and have a negative effect on both students and
NNS teachers as these comparisons are drawn not from the perspective of
difference, as Cook argued, but from the viewpoint of deficit, whereby NNSs
are by default inferior to their NS counterparts. Multiple studies have point-
ed out that this deficit view is widespread in contexts across the globe and
among English language learners, educational administrators and employers,
and NNES teachers themselves.

A number of studies looked into the ways prejudices against NNES
teachers present employment challenges for these teachers. For instance, in
Mahboob’s studies (2003 and 2004), the majority of Intensive English Pro-
gram administrators in the US considered NES status to be an important
factor in hiring ESL teachers. In EFL contexts, it has not been uncommon
for many countries to hire ESL teachers on condition of holding an “inner
circle” country citizenship or directly requiring native speaker status or na-
tive-like proficiency in teacher job ads (Lengeling & Pablo, 2012; Ramjattan,
2015; Ruecker & Ives, 2014; Selvi, 2010). Thanks to advocacy by NNESTs
within TESOL, TESOL released the “Position Statement Against Discrim-
ination of Nonnative Speakers of English in the Field of TESOL” in 2006,
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which has led to a number of practices by the organization, including prohib-
iting native speaker requirements in hiring practices on its jobs listings and at
its national convention. Members of the NNEST movement have also raised
awareness of these issues via social media, encouraging members to contact
employers practicing discriminatory practices in order to educate them about
the problem of focusing on nativeness over other, more relevant qualifications
(Ruecker & Ives, 2014).

Equally important, deficit discourses and native speakerism affect NNES
teachers’ self-perception and self-positioning. NNES teachers’ self-percep-
tion became the central focus of a number of studies looking at teachers’
perceived language skills and these perceptions’ effect on teaching strategies
and teachers’ self-positioning in the classroom and in the ideological and
political debates (e.g., Huang, 2018; Llurda & Huguet, 2003; Matsumoto,
2018; Reves & Medgyes, 1994; Samimy & Brutt-Griffler, 1999). Medgyes
(1994) was one of the first to point out that NNESTs suffer from a kind of
inferiority complex as they often feel they cannot attain the same level of
proficiency in English or have a native-like accent. Some publications pre-
sented NNESTS’ autobiographical accounts of navigating academic writing
in English and professionalization in the TESOL field, and some presented
case studies of effective collaboration (e.g., Connor, 1999; de Oliveira & Lan,
2012; Liu, 2005). Other studies documented NNESTS’ evolving identities and
self-perception through a variety of quantitative and qualitative methods.
For instance, participants in Keiko Samimy and Janina Brutt-Griffler’s study
(1999), NNES TESOL students, thought that NESs were more proficient
users of the English language, but the participants also saw benefits in their
knowledge of students’ L1 and appreciated EFL contexts more than ESL
ones where their competence was more likely to be questioned. Participants
in Sibel Tatar and Senem Yildiz’s (2010) study in Turkey recognized a variety
of strengths of NNESTSs, including their ability to draw on shared culture and
language, their experiences as a language learner, and their ability to man-
age the classroom better. Overall, investigations of NNESTSs’ self-perceptions
have painted a complicated picture where NNESTS’ sense of confidence is
shaped by a number of factors including previous education and exposure to
the U.S. higher education, their race, and their students’ backgrounds.

Some scholars have documented student perceptions of NNESTs (Amin,
1997; Aslan & Bailey, 1983; Benke & Medgyes, 2005; Lipovsky & Mahboob,
2010; Ma, 2012; Pacek, 2005; Rubin, 1992; Timmis, 2002; Thompson, 2017).
Donald Rubin (1992) found that race/ethnicity and language are often con-
flated by listeners when they played a recording for undergraduate students
accompanied by a picture of an Asian instructor and a Caucasian instructor—
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comprehension levels dropped when the recording was accompanied by the
picture of the Asian instructor. While earlier work (e.g., Timmis, 2002) found
that students generally held negative attitudes towards NNESTs, more recent
work has indicated more balanced attitudes. Lai Ping Florence Ma (2012)
found that the 30 secondary students she interviewed in Hong Kong saw
unique advantages to having both NNES and NES teachers. For instance,
a number of students said that NNES teachers benefited from knowing and
using students’ L1, better understood student needs and challenges as lan-
guage learners, and were more easily understood. On the other hand, NES
teachers were praised for having good English proficiency, having a more re-
laxed classroom, and motivating presence which facilitated learning. Studies
in English as a second language (ESL) contexts (as opposed to English as
a foreign language (EFL) contexts) have also found more balanced student
attitudes. In a study of 19 Japanese students in the US, Caroline Lipovsky and
Mahboob (2010) found that students appreciated the complementary knowl-
edge and abilities of their NNESTs and NESTs. Elsewhere in the US, Erhan
Aslan and Amy Thompson (2017) found in a survey of 76 ESL students that
what respondents “seem to be paying attention to the most is the professional
and personal qualities of their teachers rather than their native/nonnative
status” (p. 289).

Linguistic Diversity in Writing Studies

Despite this robust body of literature on the experiences and challenges of
NNES teachers of English in TESOL and applied linguistics, writing studies
overall has yet to recognize and explore the full scale of implications of lin-
guistic diversity among writing instructors in the US, partly due to the com-
plicated history of linguistic pluralism in the field. Bruce Horner and John
Trimbur (2002) argued that postsecondary writing instruction in the US has
been historically shaped by a “tacit language policy of unidirectional English
monolingualism” (p. 594) as writing instruction in English came to replace, in
the late nineteenth century, the classical curriculum of Latin and Greek. While
other historians of composition (e.g., Crowley, 1998; Miller, 1991) pointed to the
policing and elitist motives that facilitated the establishment of college com-
position, Horner and Trimbur showed how at the birth of composition, En-
glish was severed from other modern languages into its own entity, assuming
the role of the only language of writing. The special place assigned to English
also helped solidify the “social identity of U.S. Americans as English speak-
ers” (Horner & Trimbur, 2002, p. 607). While the United States today is no

less multilingual and multicultural than it was in the late nineteenth and early
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twentieth centuries, the same reified notions of language and nationality and
monolingual culture are evident today in many English-only policies and argu-
ments and, as Horner and Trimbur maintained, in writing studies at large when
language learning is commonly portrayed as moving unidirectionally towards a
monolingual native speaker ideal.

Writing studies’ attempts to acknowledge and account for the linguistic
diversity in composition classrooms and in the wider U.S. social landscape
are most visible in the publication of the CCCC 1974 resolution “Students’
Rights to Their Own Language” (SRTOL). The resolution was developed in
response to the changing student demographics, growing Civil Rights and
other political movements in and outside of academia, and the efforts of re-
searchers like James Sledd (1969) or Geneva Smitherman (1977; 1995) who
strove for acknowledgement of the legitimacy of English dialects commonly
deemed substandard. SR7'OL maintained that all students, regardless of their
socioeconomic or racial background, had the right to “their own patterns and
varieties of language—the dialects of their nurture or whatever dialects in
which they find their own identity and style.”

Perhaps in response to visible changes in student demographics and also
in the field’s growing embrace of anti-racism, issues of language diversity
have been more prominent in the composition circles for the last decade with
the advent of translingual approach. Following earlier work by Canagarajah
(2006), Horner and his co-authors (2011) published their influential opinion
piece “Language Difference in Writing: Towards a Translingual Approach,”
which was signed by fifty composition and second language writing scholars.
Drawing on SRTOL among other resources, “Language Difference in Writ-
ing” called for a paradigm shift in writing studies, urging its researchers and
practitioners to see “difference in language not as a barrier or as a problem
to manage, but as a resource for producing meaning in writing, speaking,
reading, and listening” (2011, p. 303). Rejecting the myth of a fixed, univer-
sally accepted entity called “standard English,” the authors offered a number
of propositions focused on accepting and promoting multiple languages and
dialects in the composition classroom and beyond—propositions that have
been explored and expanded in numerous publications since then, including
Horner and Tetreault’s more recent edited collection (2017) on translingual
pedagogies and writing programs.

Working from a difterent perspective, Shawna Shapiro proposed another
framework for approaching language differences in the writing classroom in
her more recent book on critical language awareness (2022), calling for more
explicit attention to the “power dynamics in and around language variation
and use” (Shapiro & Leonard, 2023, p. 3). Shapiro’s work actively seeks to offer
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concrete and practical ways for enacting linguistic justice in the language or
writing classroom; similarly, more pedagogy-oriented suggestions appeared in
another recent collection (Losey & Shuck, 2021) that brought together scholars
working at the intersection of writing and second language acquisition studies.

Nonetheless, as scholars have increasingly turned their attention to sup-
porting linguistically diverse students, the “disciplinary division of labor”
(Matsuda, 1999), a gap between writing studies and TESOL, has largely re-
mained (Atkinson et al., 2015). Scholars such as Christine Tardy (2017) con-
tinue to call for truer inter/transdisciplinary scholarship, arguing that much
of the work on language diversity in writing studies ignores decades of work
in other fields. Because of this persisting divide and the predominantly white
English Lz speaking field’s traditional aversion to discussing issues of differ-
ence (Garcia de Mieller & Ruiz, 2017), it is unsurprising that writing studies’
focus on language diversity has remained narrowly focused on students and
that the dominant image of composition instructor as a white, monolingual
English speaker has also remained widely unchallenged. As we will discuss
in the next section, scholars in applied linguistics and TESOL have long
explored and challenged the prejudice, linguistic and otherwise, faced by
teachers in their profession. Within writing studies, the history of this work
is comparatively brief. A number of writing studies scholars have explored
the prejudices scholars of color have faced during their graduate studies and
advancing in their career (e.g., Martinez, 2014; Royster & Williams, 1999;
Villanueva, 1993). We have found the use of counterstory and counterspaces
(Martinez, 2014; Yosso et al., 2009) especially productive in addressing the
marginalized status of NNESTSs in writing studies, arguing the importance of
creating a “community of people with shared experiences and thus a greater
opportunity to create counterspaces where they can safely share each other’s
experiences and create counterstories in marginalizing environments” (Ruec-
ker et al., 2018, p. 636). Also, as evident from the recommendations of many
authors in the present collection, NNESTs in writing studies have found the
implementation of translingual approaches in writing programs as a way to
promote discussions about linguistic difference that challenge student beliefs
of NESTs as ideal writing teachers.

In one of the earliest publications focused specifically on NNES teachers
of writing, Liu (2005) explored the challenges and coping strategies of four
international TAs from China teaching first-year writing (FYW) at a South-
western U.S. university. He described the surprise and self-doubt the TAs ex-
perienced upon learning about their teaching assignments and the challenges
they faced in their classrooms that stemmed from NES students’ resistance
towards instructors “who are not even American” as well as “such factors as
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different sets of cultural expectations for teachers and learners, intercultural
miscommunication and misunderstanding, and disjuncture in teaching and
learning styles” (2005, p. 173). Around the same time, Kevin DePew (2006)
shared a single case study of a Chinese international teaching assistant (ITA)
of FYW—while a large number of students in the class faulted the teacher’s
spoken accent, they valued the teacher’s ability to convey instructions clearly
via writing. DePew (2006) concluded the chapter by pointing to the outdated
focus on oral training for I'TAs, calling for more robust training in writing.
In our more recent study (Ruecker et al., 2018), we surveyed and interviewed
a much larger sample of NNES writing instructors and found that while
NNES instructors tended to feel more confident compared to the partici-
pants in Liu’s (2005) study, many of them still faced microaggressions and
negative bias from students and sometimes colleagues. We urged writing pro-
grams to provide sufficient support for their NNES instructors in the form of
pedagogical and community support as well as a stronger focus on language
diversity at the programmatic level.

With the increased attention to linguistic pluralism within writing studies
in the last decade, the field can benefit from engaging the multiple resourc-
es and literacies brought by the NNES members of the profession. As Jun
Liu phrased it in his 2005 piece, having NNES teachers of writing in North
America “is encouraging as it creates opportunities for intercultural com-
munication, and enhancement of the globalization of English” (p. 173). Yet,
some NNES professionals, like Monika Shehi (2017), pointed out that while
these writing instructors are uniquely positioned to advocate for marginalized
varieties of English and challenge the privileged positioning of Standardized
U.S. English (commonly referred to as Standard American English, SAE), in
doing so they risk losing their hard-earned positions as language and writing

experts in front of their NES students. As Shehi (2017) put it,

students can be frustrated in a class where SAE is not privi-
leged, particularly if they believe that the reason the privilege
of SAE is challenged is to accommodate “foreign” instructors
whose language skills they believe to be inferior to their own
and a sign that the instructors have not succeeded in achieving
native-like proficiency. (p. 267)

As this passage confirms, the problem of students’ negative attitudes to-
wards language diversity and NNESTSs remains one of the central challeng-
es in NNESTS’ professional lives. This collection draws attention to these
attitudes and explores strategies NNESTs and writing programs can adopt
to address them.
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Across different fields, there have been multiple efforts to mitigate the
challenges NNESTs face. One major shift, building on related work in world
Englishes and English as a lingua franca scholarship, has been increased
scholarship on English as an international language (EIL). EIL recognizes
that English has become a global language that is not linked to a particular
culture or social context, unlike a language such as Czech or Korean. Along
those lines, any student of English should work on building intercultural
competence so that they can use English in a variety of social contexts (IMcK-
ay, 2018). Similarly, English teachers should be prepared to teach EIL, which
has been the subject of another edited collection (Matsuda, 2017). One possi-
bility is the development of a Global English course for teachers in training
as described by Ali Faud Selvi (2017). This course helps future teachers recog-
nize the diversity of English users, challenges native speaker privilege in ELT,
and “problematizes the ownership of English” (p. 118). While not all programs
may have a separate course in this area, they can also infuse these ideas and
topics throughout teacher training programs.

Elsewhere, scholars have stressed the importance of helping students rec-
ognize the unique linguistic, cultural, and societal knowledge and contribu-
tions that NNESTs bring while also taking steps to boost students’ ability
to understand speakers of EIL (Aslan & Thompson, 2017; Bailey, 1983; Kang
& Rubin, 2012; Timmis, 2002). For instance, in a very early study of student
perceptions of I'TAs at U.S. universities, Kathleen Bailey (1983) suggested stu-
dent training in the form of “programs designed to help underclassmen deal
with the diversity of people to be encountered in higher education” (310).
Similarly, Aslan and Thompson (2017) emphasized the importance of raising
students’awareness about the processes involved in language learning and the
need to deemphasize and problematize labels like “native” and “nonnative” for
students. Some, like Okim Kang and Donald Rubin (2012), have developed
programs to boost students’ comprehension of NNESTs.

Several scholars have provided focused recommendations to support
NNEST ITAs that are particularly relevant to the discussions in the present
collection—these were especially present in a special 2012 issue of the Jour-
nal on Excellence in College Teaching focused on supporting NNEST ITAs. A
number of scholars in this issue and elsewhere have emphasized the impor-
tance of group or individualized mentoring opportunities for new ITAs (de
Oliveira & Lan, 2012; DePew, 2006; Liu, 2005; Reis, 2012). For instance, Davi
S. Reis (2012) has argued for the need of “meditational means and spaces both
to externalize [NNESTs] everyday conceptualizations and, potentially, to inter-
nalize the available scientific knowledge and discourses about these concepts,”
noting that it is “essential that NNESTs working in various higher education
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institutions have a space where linguistic and cultural legitimacy issues can be
acknowledged, expressed, and deconstructed by peers and supervisors” (p. 52).
In a different form of mentoring, Liu (2005) suggested that new GTAs spend
their first semester taking a teaching seminar and observing the classes they are
to teach but hold oft on teaching until at least their second semester.

Limited research into the experiences of NNES professionals teaching
writing has begun to explore the multiple challenges these instructors face due
to their NNES status, but this research has remained scant compared to the
robust body of publications on NNEST issues in other fields. This may stem
in part due to writing studies” history of being a U.S.-based field dominated by
monolingual White scholars, compared to a field like TESOL, which has long
been international and, by its very nature, included a large number of multilin-
gual professionals. This separation means that a growing population of NNES
writing teachers continue to face challenges and discrimination that remain
largely unacknowledged in their workplaces and underexplored in research,
even as the field has increasingly turned its eye to creating inclusive learning
environments for multilingual students. Indeed, some of the chapters in this
collection report on prejudices and challenges the authors faced that are dis-
hearteningly similar to the ones described in much earlier literature within the
NNEST movement in TESOL. Recently, there have been attempts to change
the status quo with a few publications in well-known venues (e.g., Ruecker et
al., 2018; Shehi, 2017; Youssef, 2023) and the establishment of the NNES Writ-
ing Instructors standing group at the 2015 Conference on College Composition
and Communication. This growing group of NNES educators seeks to increase
awareness of NNES writing instructors’ presence and challenges across U.S.
institutions and advocates for these instructors’rights in the face of possible bias
and discrimination. However, more efforts are necessary to shift the discipline’s
attention towards its NNES members and support further research into the
challenges they face and the resources they bring to the profession. This collec-
tion provides a better understanding of the experiences of NNESTSs of writing
and suggests multiple ways to promote programmatic and institutional change
towards more equitable working conditions.

Collection Overview

'This collection is the first publication of its kind situated within writing stud-
ies. Just as writing studies as a field has been historically U.S.-based, this
collection focuses on the experiences of NNES teachers of writing working in
the United States, where the majority of the authors of this collection teach
and conduct research.
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The themes of the chapters that follow often overlap and support each
other; the thematic trajectory of the volume overall shifts the focus from
the level of the individual to the communal and institutional issues. While
the first few chapters explore NNES teacher identity in relation to issues of
professionalization and growth, chapters in the middle of the collection focus
more on student perceptions and teacher-student interactions. The last few
chapters explore programmatic and institutional contexts and suggest ways
writing programs can build support for NNES instructors’ professional de-
velopment. The chapters in this volume represent a variety of voices—from
NNESs of diverse backgrounds to NESs and from established professors to
relative newcomers in the profession, as well as a variety of methodological
approaches ranging from mixed-methods research to autobiographical narra-
tives and narrative inquiries.

In Chapter 2, Marcela Hebbard ofters a look at teacher identity as she
traces the professional identity construction of five NNES writing instruc-
tors over the course of two years. Drawing on Martha Pennington’s (2002)
identity framework as well as notions of subjectivity (Alsup, 2006), Hebbard’s
exploration focuses on three areas: the impact of previous educational experi-
ences, the importance of social support when integrating into a new academic
community, and the impact of rank and disciplinary divisions. In conclud-
ing comments, she makes recommendations for WPAs and the field more
broadly, such as the importance of integrating the perspectives of NNESTs in
mainstream research literature and recognizing NNESTSs’ potential as trans-
national literacy brokers in writing programs and classrooms.

Next, in Chapter 3, Su Yin Khor, Cristina Sdnchez-Martin, Lisya Selo-
ni, Mijan Rahman, and Demet Yigitbilek use collaborative narrative inquiry
to demonstrate how the institutional ecologies influence NNES instructors’
multilayered identities. The five authors, who are at different stages in their
academic careers, use identities-as-pedagogy framework (Motha et al., 2012)
to demonstrate how writing programs can use NNES instructors’ identities
as resources in building translingual spaces at their institutions. The chapter
also contributes to the studies on language learner identity that interrogate
the interconnections between identity formation and institutional ecologies.

In the next chapter, “Nonnative Teacher of Writing Navigating Multi-
ple Forms of Student Resistance,” Nabila Hijazi, a Muslim NNES female
instructor, describes her experiences as a “double minority” in U.S. academ-
ic culture. While some researchers have argued that NNES instructors are
uniquely positioned to facilitate the recent turn towards “translingual disposi-
tions” in writing studies as they possess heightened metalinguistic awareness
and multifaceted rhetorical competence (Canagarajah, 2011; Horner et al.,
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2011; Lee & Jenks, 2016; Lu & Horner, 2013), Hijazi’s reflective study provides
a useful, practice-oriented look at how NNES instructors can make their
identity central in a pedagogy that seeks to question many of our students’
preconceived notions about language, identity, and related power dynamics.
In closing, she makes a strong argument for the increased use of reflective
practice in writing studies as a teacher development tool while also describing
ways that NNESTs can claim their authority as writing teachers.

In Chapter 5, Mariya Tseptsura reports the results of a year-long auto-eth-
nographic study that followed critical reflective inquiry approach and used a
combination of classroom video recordings and reflective teaching journals.
Tseptsura argues for the benefits of adopting this method for professional
development for NNESTs on a wider scale. In her case, the results of the
study highlight the challenges NNESTs face in constructing a legitimate
professional authority (Pace & Hemmings, 2007) in the classroom and draw
attention to how the limited types of authority available to NNESTs might
exacerbate already existing conflicts between different cultural and ideologi-
cal stances international teachers have to navigate.

'The next chapter also addresses the question of teacher authority: the au-
thors, Aleksandra Kasztalska and Michael Maune, apply Karl Maton’s (2014)
legitimation code theory to analyze professionalization paths of fifteen in-
ternational NNES TAs teaching composition. Kasztalska and Maune’s data
suggest that within composition community, legitimation is often based on
members’ attributes (like being born a NES) and not on specialized knowl-
edge. The authors also argue that to support I'TAs and successfully challenge
the native speaker fallacy, writing programs need to reframe composition as a
knowledge code in which legitimacy and authority are based on learned skills
and knowledge.

Chapter 7 shifts focus onto students’ perceptions of their NNES in-
structors. Lan Wang-Hiles opens by describing the biases she faced as
a foreign-born NNEST when taking over writing classes full of NESs
mid-semester. This experience led to a mixed-methods study in which
Wang-Hiles surveyed 71 of her students over the course of three semesters
to investigate their acceptance levels of her linguistic and rhetorical skills,
teaching styles and methods, and personal and cultural factors (following
the design in Mahboob, 2004). Wang-Hiles explores the range of student
attitudes towards her status as an NNES, from skepticism to appreciation.
In addition to pedagogical recommendations for NNESTs, she calls for
a joint effort by institutions, writing programs, and writing instructors to
help make students aware that English is not the sole exclusive domain of
native English speakers.
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While a number of studies discussed above focused on students’ percep-
tions of their NNES instructors, Wen Xin adopts a different angle in Chapter
8 and uses corpus analysis to explore NNES and NES instructors’ percep-
tions of their students. Following Ken Hyland’s (2005) conceptualization of
metadiscourse, Xin analyzes instructors’ written comments on their students’
papers to shed light on instructors’ relationships with students, their self-po-
sitioning in the classroom, and how NESTs and NNESTs may comment
differently on their students’ writing. In discussing the differences between
NES and NNES instructors’ comments, Xin offers suggestions for training
and professional development programs, such as workshops that help NNES
teachers comment more effectively on student writing while also developing
strategies to deal with student resistance to their feedback.

In Chapter 9, Tamara Mae Roose, Min-Seok Choi, and Christopher
E. Manion seek to reframe the familiar narratives of international teaching
assistants (I'TAs) struggling with teaching at U.S. universities. Drawing on
interviews with three ITAs of writing, the authors analyzed how their par-
ticipants responded to instances of uncertainty (defined as value-neutral mo-
ments where the lack of prior knowledge makes it difficult to predict the
outcomes of a situation) and constructed them as opportunities for growth
rather than obstacles to their professional success. In closing, they argue that
WPAs should work to create spaces in which I'TAs and TAs can share their
lived experiences of teaching rather than rely on formal training; they also
make recommendations for how ITAs can draw on their experience living
and working in different cultures as an asset in their programs and classrooms.

In Chapter 10, Xin Chen explores the relationship between identity and
professional development as she traces the evolution of teacher identity of
six NNES teaching assistants who were teaching ESL academic writing and
courses on their first language at the same time. Chen shows how teaching
their first language and forming multiple peer support groups facilitated the
NNES instructors’ introduction into the new discourse community and pro-
tession. Chen concludes by emphasizing the importance of a focus on critical
pedagogy and cross-cultural competence in classes and programs focused on
writing teacher development for both NNESTs and NESTs while joining
other authors in calling for increased collaboration among teachers.

In Chapter 11, Melinda Reichelt shares her perspective and expertise as a
NES WPA who has trained both NES and NNES novice teachers to teach
ESL writing for more than 17 years. Reichelt makes a number of recommen-
dations to writing programs, including expanding TA preparation curriculum
to focus explicitly on teaching L2 writing, fostering equality between NES and
NNES teachers, and providing in-depth training on issues of language diver-
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sity. The chapter offers a detailed account of successful teacher training course
designs and mentorship programs that followed such recommendations.

In Chapter 12, Anastasiia Kryzhanivska and Tetyana Bychkovska draw on
their experiences developing their teacher identities during graduate studies
and in their subsequent experiences teaching at different universities. In the
form of a reflective narrative, they detail the experiences that contributed to
their sense of confidence and preparedness for teaching academic writing,
focusing in particular on the following: pre-service training, tutoring writing
and training tutors, observing other teachers, collaboration and mentoring,
gaining experience in the classroom, and additional professional development.

Finally, in the Afterword, we offer some reflections on the labor that went
into the publication of this collection and what this long process has taught
us about the current state of our field.
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