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ABSTRACT
In the last two decades the field of Spanish heritage language education has been
concerned with the reproduction of Standard Language Ideologies (henceforth: SLI) within the
language classroom (Carvalho, 2012; Leeman, 2005; Martinez, 2003, Toribio & Duran; Leeman
& Serafini, 2018). Scholarly works suggest that critical pedagogies that include sociolinguistic
topics and examine them critically encourage critical translingual development (henceforth:
CTC), which can equip SHLLs to identify SLI and ultimately challenge linguistic subordination.
Yet, practitioners struggle to characterize such pedagogies and the field is in dire need of
proposals than can systematically implement and assess sociolinguistically informed critical
pedagogies (henceforth: SICP). The present dissertation comprises three correlated but
independent studies that examine the implementation, assessment and long-term implications for
SICP in the courses for Spanish heritage language learners. Qualitative and quantitative data
includes instructor journals, anonymous online survey and over 12 hours of focus group
interviews. Using Action Research methodology, statistical analysis, and Critical Discourse
Analysis, the present study reports on (1) the creation of a SICP and (2) the impact of SICP in
developing SHLLs’ CTC, (3) and whether SICP prepare students to challenge SLIs beyond the
classroom walls. Mixed-methods analysis revealed that SICP can be included in existing
curricula and that SHLLs welcome these approaches, especially as they encourage SHLL’s
linguistic agency. Additionally, survey data supported that through SICP students developed
CTC, a s well as shift positively their attitudes towards the home language. Finally, focus groups
with students four to five months after the course underscored the long-term maintenance of

6

Spanish with an Attitude

Andrea Herrera-Dulcet

CTC amongst SHLLS, as well as the creation of “language expert identities” that carry CTC
from inside the classroom to the outside.
In conclusion, this dissertation provides substantial contributions to the fields of Heritage
Language Education, U.S. Spanish sociolinguistics, and Educational Linguistics by showcasing
how to create and enact a SICP for heritage language learners, by establishing direct connections
between SICP and the development of SHLLs’ CTC, as well as providing a quantitative tool to
measure SHLLs’ CTC in any classroom setting. Finally, the present dissertation participates in
scholarly conversations in the field by documenting the impact of SICP in fostering “language
expert” identities that carry students’ CTC into to their communities, ultimately challenging SLI
beyond the classroom.
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CHAPTER 1: INTRODUCTION TO THE PRESENT STUDIES
1.1 Introduction
The present dissertation comprises 3 independent but correlated studies that reflect the
interdisciplinary nature of this project. Since this study contributes to different related
disciplines, including Spanish Heritage Language Education, U.S. Spanish Sociolinguistics, and
Educational linguistics, the dissertation has is comprised of studies prepared for journals in these
distinct fields. For this reason, each study takes a slightly different viewpoint or frame of
reference for the same topic of study. Since each study encompasses its own research question
and methodology, the present dissertation will be divided in two chapters, followed by a series of
Appendix, including the three studies, as well as additional dissertation materials. The present
chapter (Chapter 1) offers an introduction to the field of Spanish Heritage Language Education in
the U.S., The theoretical framework for the dissertation, a review of scholarly literature in
Critical Pedagogies for SHLLs, as well as an overview of the geographical area, the university,
the program, and the course under study. Chapter 2 presents a summary and synthesis of the
findings and conclusions from all three of the articles along with implications for the field of
Spanish Heritage Language Education. Finally, the last portion of the dissertation includes the
three studies and their supplementary materials.
1.2 Spanish Heritage Language Education in the U.S.
In the U.S., the label “heritage languages” includes colonial, indigenous, and immigrant
languages (Fishman, 2001; Wiley, 2001). In this country, heritage languages do not have the
same number of speakers nor the same social and political power as English, and it is this
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underrepresentation and subordination to mainstream language and culture that positions heritage
languages as minority languages. U.S. Spanish is a heritage language and those who were
exposed to it during childhood in a naturalistic environment developing varying degrees of
bilingualism are known as Spanish heritage language learners (Valdes 1981; 1995; Beaudrie &
Ducar, 2005). Because Spanish heritage language learners have a certain level of bilingualism
and a personal connection to the heritage language, their learning affective needs differ from
those learning Spanish as a Foreign Language (L2). While courses for “Spanish native Speakers”
(Faltis, 1990), and “The Spanish-Speaking (Valdés, 1981) have existed since the 1970’s it was
only 20 years ago, that the field established the need of specific to be designed for these
bilinguals (Valdes 2001; Beaudrie, 2006).
Initially, courses for SHLLs were designed under the false but widely spread notion that
bilinguals are two monolinguals in one (Grosjean 1982). Hence, taking monolingual counterparts
as models, U.S. Spanish speakers were tagged as “incomplete” or “insufficient” bilinguals. As a
result, their speech often was, and still is target of criticism (Carvalho, 2012; Christoffersen,
2019; Gonzalez, 2001; Lippi-Green 2012; Valdés, González, Lopez Garcia & Marquez, 2008;
Villa 2002, 2005, 2009). These negative attitudes towards bilingualism are fueled by SLI, that in
seeking the ideal, “one nation, one language” eradicate stigmatized varieties in favor of an
idealized educated upper-middle classes dialect (Woolard, 1998; Milroy & Milroy, 1999; LippiGreen, 2012). SLI are especially held and supported by educational institutions which have
sought to eradicate the U.S. Spanish, and other minority stigmatized dialects1, such African

1

This paper is taking Myers- Scotton’s (2006) definition for dialect as “linguistic varieties whose speakers
can understand each other” (pp. 23), while the author acknowledges that the term “dialect” has developed a
negative connotation in the sociolinguistic field (Silva-Corvalán, 2001) in this study the term dialect is
equivalent to linguistic variety and it is used to refer to specific dialects such as “the standard dialect”.
Otherwise, the term variety will be used.
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American Vernacular English (henceforth: AAVE), in the academic context (Milroy, 2001;
Villa, 2002; Godley & Minnici, 2008; Urcioli, 2008; Carvalho, 2012). For example, in the mid
70’s and early 80’s courses for Spanish-English bilinguals aimed at fixing the “damage done at
home” by loading courses with prescriptivist grammar content and eradicating dialectal features
to replace them with an “idealized” standard dialect of Spanish (Villa, 1996; Valdés, 1981, 1995;
Hidalgo, 1987). This pedagogical model, known as Biloquialism, promoted the acquisition of the
standard dialect of Spanish under the premise of preparing SHLLs to interact in social situations
in which this dialect would be more appropriate than other forms of speech (Villa, 1996; Valdés,
1981, 1995; Hidalgo, 1987). Because the Biloquislism model sough to eradicate stigmatized
forms from SHLLs’ speech and replace them with prestigious2 equivalents, the home language
was devalued, and as a result the maintenance of U.S. Spanish suffered (Villa, 2002; Maritnez,
2003; Carvalho, 2012; Leeman & Serafini, 2016).
The pioneering work of Valdés (1981) used sociolinguistic evidence to call for Spanish as a
Heritage Language education to recognize the legitimacy of all language varieties and urged
Spanish Heritage Language instructors to reject “eradicationist” pedagogies. Following Valdés
lead, (1981) the field of Spanish Heritage Language Education agreed that the core goals of
heritage language instruction should be the validation of the Spanish heritage language learners’
linguistic variety, as well as the expansion of the students’ linguistic repertoires (Beaudrie, Ducar
& Potowski, 2014; Valdés, 1995). Yet, recent research on course curricula for SHLLs has
revealed that one of the most widely-used pedagogical models to approach language variation in
the Spanish heritage language classroom (henceforth: SHLC) echo the Biloquiolism model by

2

In order to stop perpetuating the false idea of a “standard dialect” and thus, the existence of “non-standard”
dialects, this study uses the terms “privileged dialects” and “stigmatized dialects” (Milroy, 2001).
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subordinating students’ varieties to monolingual varieties (Beaudrie, 2015; Ducar, 2009; Leeman
& Martinez, 2007).
Currenlty, the majority of approaches to heritage language education are conceptualized
around the Expansionist Model which focuses on “expanding students’ repertoires” by teaching
dialect and register acquisition. Within this model, the discussion on language variation is
framed around appropriateness, stating that dialects and registers are adequate to specific
contexts (Beaudrie, 2015; Beaudrie, Ducar & Potowski, 2014; Valdés, 1981). This model
supports students’ varieties in informal settings, while encouraging the acquisition of standard
dialects that will allow SHLLs to access professional and academic contexts (Valdés, 1981).
While the Appropriateness Framework presented a great improvement to previous models, it still
failed to challenge the language hierarchies reproduced through SLI. Notions of Appropriateness
support monoglossic ideologies that present monolingual varieties of a language as superior to
varieties with bilingual features, while reproducing subordination of U.S. Spanish to foreign
varieties (García, 2007; Leeman & Serafini, 2016). Additionally, this framework reduces
language variation to an issue of formality by ignoring the discussion on social factors that
stigmatize and privilege certain dialects (Leeman & Serafini, 2016). Moreover, the
Appropriateness Framework underscores the importance of acquiring privileged varieties under
the implicit premise that speaking those dialects will grant the minoritized speaker access to
privileged spaces (Flores & Rosa, 2015).
In response to the growing body of literature problematizing the notion of
appropriateness around the discussion on language diversity, recent works seeks to effectively
stop linguistic subordination in the SHLC. Studies that problematize framing language variation
around the notion of appropriateness advocate for the inclusion and critical examination of
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sociolinguistic topics, such as language variation and language ideologies in the SHLC (Carreira,
2000; Martinez, 2003; Brito, Lima & Auerbach, 2004; Carvalho, 2012; Leeman & Serafini,
2016; Parra, 2016; Toribio & Duran, 2018; to name a few). Nevertheless, these works remain
mostly theoretical, and there is a pressing need to systematically examine classroom enactment
of their recommended practices (Beaudrie & Fairclough, 2012; Leeman & Serafini, 2016;
Toribio & Duran, 2018).
1.3 Theoretical Framework
The present dissertation relays on the fields of education and sociolinguistics to provide
frameworks through which examine the implications resulting from enacting SICP in the SHLC.
Critical pedagogies (Freire, 1970), rooted in the field of education, provide an examination of the
classroom as a conflict site in which socially-constructed structures are reproduced as means to
maintain oppression over specific groups. The field of sociolinguistics provides the framework
of Critical Language Awareness (Fairclough, 1992), which conceives language as a tool used by
those in privileged positions to perpetuate their poser over the oppressed. Below there is an
overview of both frameworks.
1.3.1 Critical Pedagogies.
An established theoretical attempt to promote social change through education is outlined
in the work of Paulo Freire (1970). This highly recognized philosopher perceived the educational
system as an instrument that perpetuated class divisions and inequality by legitimizing the order
established by those in privileged positions and marginalizing the oppressed within the classroom
(Freire, 1970). As such, his Pedagogy of the Oppressed (Freire, 1970) seeks to foster Social Justice
in the classroom by including students’ experiences and voices into the curricula, promoting
student agency, and purposefully engaging students in the world around them (1970). A hallmark
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of his work is the role of the instructor-student critical dialogue in promoting critical awakening
“conscientização” amongst marginalized students. Freire conceptualized “conscientização” as the
spark that would ignite social change, as these often-overlooked marginalized students would use
their critical awakening by promoting social justice beyond the classroom walls. In the case of
U.S. Spanish, social justice can travel outside of the classroom and spreads in the local community
through “language experts” (Leeman, Rabin & Roman-Mendoza, 2011, p.482). According to the
authors, language experts are agents of social change outside of the classroom, that can engage in
resisting SLIs and become language activist by shaping language practices in their community
(p.482). Consequently, critical pedagogies aim at democratizing the learning experience and
promoting social justice within the classroom, thus beginning the process of modifying the very
fabric of society (Kanpol, 1999).
Given the history of U.S. Spanish speakers and their subordination as a “linguistic and
cultural minority”, critical pedagogies seem be a coherent choice for heritage language programs.
When applied to the SHLC, critical pedagogies have, as a goal, to use the target language for
“critical reflection upon social, historical, and individual issues of concern to learners” (Faltis,
1990, p.119).
1.3.2 Critical language Awareness.
Researchers and educators who follow and apply the principles of critical pedagogy use
sociolinguistics to frame language education as a struggle site where educators and students
together explore the sociopolitical implications of language in reproducing culture, knowledge,
and identities (Giroux, 1983; Fairclough, 1992; Auerbach, 1995; Martinez, 2003; Leeman, 2005;
Pennycook, 2001; Leeman & Serafini, 2016). In other words, students are made to engage in
what Fairclough (1992) calls Critical Language Awareness (henceforth: CLA), that is, the critical
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understanding of how social, cultural, and political powers are weaved into language ideologies,
attitudes, choices, and instruction. While CLA was originally developed for primary language
instruction, and has been used extensively in the literacy courses for African-American
Vernacular English (AAVE) speakers (Alim, 2005; Baugh, 2004; Godley & Minnici, 2008), its
critical examination of the mechanisms by which certain dialects of a language are stigmatized
and subordinated is relevant to the examination of U.S. Spanish and other U.S. minoritized
languages. Precisely, with the idea to subvert linguistic discrimination and validate students’
varieties in the SHLC, several authors have proposed methodologies for raising CLA among
SHLLs (Carreira 2000; Martinez, 2003; Leeman & Serafini, 2016; Parra, 2016). Sociolinguistic
topics, such as language variation, multilingualism, language ideologies and attitudes, and
identity, as well as using students’ linguistic varieties in the classroom, are argued as key in
fostering SHLLs’ CLA (Carreira 2000; Martinez, 2003; Leeman, 2005; Carvalho, 2012; Leeman
& Serafini, 2016; Parra, 2016).
1.4. Literature Review
In the 90’s, Faltis (1990) argued for a shift in language education for “Spanish native
speakers”, from a focus on language acquisition and the development of the norma culta
(Valdés, 1988) to a focus on critical reflection upon the ways in which language interacted with
socially-constructed systems (Faltis, 1990; p.124). Her pedagogical proposal, while theoretical,
embraced the principles of Critical Pedagogies arguing for Heritage Language Education to
prioritize original language use and critical examination of historical, cultural, and social issues
that were of concern to SHLLs. Hence, Faltis’ recommendation is to move away from models of
dialect acquisition to that of courses organized by themes and classrooms set up around problem-
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posing dialogues which lead students in examining the way in which “they exist in the world” (p.
119).
Likewise, Martinez (2003) called for a review of Classroom-based Dialect Awareness
(henceforth: CBDA) approaches to language variation. This model examined language variation
with the aim of developing an internal monitor amongst students that they might discern between
standard and non-standard dialects, ultimately avoiding the use of stigmatized linguistic features.
Martinez argued for a reconsideration of the CBDA model that would include sociolinguistics in
order to encourage a critical dialogue among SHLLs to reflect on the social factors that
stigmatize specific linguistic forms while privileging others.
Drawing on previous calls to the critical examination of Heritage Language Education,
Leeman (2005) argued that the Appropriateness Framework contributed to the reproduction of
linguistic subordination by presenting language as a single set of norms that must be followed,
“as if those norms were unchanging and unchangeable” (p. 38). Simply put, presenting language
as an ideal standard that is invariable and immutable denies students any agency in the shaping
of such norms, and it negates the possibility of the resistance or contestation of those norms.
Instead, sociolinguistic topics such as language variation and language ideologies should be
included and critically examined in the SHLC to foster a critical examination of one’s linguistic
experiences. Leeman’s work argues that the goal of critical examination must not be to shape
students’ language or ideologies into certain “dominant linguistic and social structures”, but
instead to bring CLA to students who then develop agency to construct their own identities
(p.43).
Concerns regarding Appropriateness-based approaches have also been voiced in the
fields of Applied linguistics (Lowther- Pereira (2010), Education (García, 2009; Wei, 2011),
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Raciolinguistics (Flores & Rosa, 2015). In her doctoral work concluded that the instructor’s
constant corrections of class-room not appropriate linguistic contact phenomena, such as
semantic extensions and calques, reinforced SHLLs’ negative attitudes towards their own
speech, while the instructor was perceived as speaking the “good” Spanish (2010). Hence,
establishing a direct relation between Appropriateness frameworks and linguistic subordination
within the SHLC. In education, García (2007) maintains that the Appropriateness Framework
supports monoglossic ideologies that present monolingualism as the norm, consequently
conceptualizing bilinguals as deviant; instead, an individual must behave as two monolinguals in
one body (Heller, 1999, p. 271) to overcome their “abnormality”. In contrast, García calls for the
incorporation of heteroglossic language ideologies that can position multilingualism as the global
default allowing for the conceptualization of linguistic practices and linguistic identities as a
dynamic phenomenon. In the same line, Wei (2011) encourages the creation of translingual
learning spaces, where students can examine the world by expressing themselves beyond the
limitations of specific language codes. Hence, conceptualizing translanguaging as a practice that
seeks to challenge linguistic binaries and hierarchies, as well as ideological and political takes on
language, by going beyond linguistic codes. Finally. using Raciolinguistic Ideologies as a
backdrop, Flores and Rosa (2015) stress two fundamental issues with Appropriateness
approaches to language diversity; first, the conceptualization of a monolithic standard language
that is the only adequate form for academic settings, and second, the creation of a standard that
values certain linguistic practices while characterizing racialized bodies with linguistic
deficiency, regardless of any linguistic evidence or objectivity (p.150).
These calls for the inclusion of sociolinguistic topics and critical pedagogies into the
SHLC culminate in Leeman and Serafini’s (2016) Critical Translingual Competence model for

16

Spanish with an Attitude

Andrea Herrera-Dulcet

language education. Through a pedagogical model that includes sociolinguistic topics and critical
pedagogies, the authors aim at encouraging critical translingual competence (henceforth: CTC)
amongst SHLLs. Developing CTC entails the “exploration of the principles and social meaning
of variation, the sociolinguistic functions of translanguaging practices, language attitudes and
ideologies, the relationship between language and identity, and the sociopolitics of language
inside and outside the US” (Leeman & Serafini, 2016, p. 65). In other words, where other
approaches had explained language variation based on context and level of formality, these
authors seek to equip SHLLs with CTC to develop the linguistic agency to challenge internalized
ideologies and attitudes that seek to subordinate US minoritized languages.
Leeman and Serafini (2016) suggest four focus areas to cultivate SHLLs’ CTC: (a)
multilingualism, (b) language variation, (c) multilingual discourse, and (d) language attitudes and
ideologies. The authors propose activities for learning about social factors that affect language
and language use through critical discussion about language, specifically the equal validation of
all dialects and the ideologies embedded in discourse. An integral part of using sociolinguisticsframed critically is the inclusion of translanguaging practices in the SHLC, not only as a subject
of study but also as a means of instruction and communication among learners (Carvalho, 2012).
As a result, the term “critical translingual competence” is adopted in this paper to describe
SHLLs’ ability to critically examine the ideologies and attitudes surrounding the Spanish
language and its dialects; to identify how socially-constructed power structures uphold such
ideologies; as well as to question and challenge these ideologies. While recent works have
praised the benefits of SICP that follow the guidelines proposed in Leeman and Serafini’s (2016)
model, there is an urgent need in the field for studies that can assess the impact of such
pedagogies in fostering SHLLs’ CTC within and beyond the SHLC (Carreira, 2000; Carvalho,
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2012; Leeman & Serafini, 2016; Martinez, 2003; Parra, 2016; Toribio & Duran, 2018; to name a
few).
1.5 Statement of the Problem and research Questions.
Despite the theoretical proposals for the inclusion of sociolinguistics and critical
pedagogies in the SHLC, Spanish heritage language instructors and researchers alike struggle to
characterize SICP for SHLLs, specially at the college level (Carreira, 2000; Carvalho, 2012;
Leeman & Serafini, 2016; Martinez, 2003; Parra, 2016; Toribio & Duran, 2018; to name a few).
Contributing to the growing demands in the field, the present study examines the implementation
of a SICP and its impact in equipping SHLL’s to challenge SLI inside and outside of the SHLC
by answering the dissertation overarching question: What are the implications of teaching
sociolinguistically informed critical pedagogies to Spanish heritage language learners?. The
answer to the dissertation’s general research question is partially answered in each of the three
studies comprising this doctoral work. Study 1, titled “Undressing Spanglish”: Critical
Translingual Competence in the Spanish Heritage Language Classroom answers the research
question: How can SICP be effectively included in the Spanish heritage language classroom? This
draws data from Instructor journals and students focus-groups to analyze through Critical
Discourse Analysis (henceforth: CDA) the impact of SICP in discontinuing linguistic
discrimination practices in the SHLC, as well as to document how SHLLs react to such pedagogies.
Expanding on study one, study 2 “…and Then, Spanglish Doesn’t Seem that bad”: Assessing
Critical Tranlingual Competence creates an online survey to answer the research question “What
is the effect of SICP in fostering CTC amongst SHLLs?”. Study 2 then, relies on statistical analysis
of survey data and student focus-groups CDA to report on (1) the development of a survey tool
that can assess the impact of SICP in developing CTC amongst SHLLs (2) Intervention and control
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groups CTC before and after exposition to the SICP. Finally, study 3 follows up on a group of
students who participated in study 2 to investigate whether they retain CTC months after
participating in the SICP. Results collected form all three studies included in the present
dissertation provide insights for the teaching of SICP in the SHLC by providing a SICP and
assessing its impact in developing CTC amongst SHLLs, at the end of the semester, and four to
five months after the course ended.
1.6. Research Setting
1.6.1 The U.S. Southwest.
The present study took place at the University of Arizona, which is located in Tucson, 71
miles from the US-Mexico border, in a geographical context of crucial importance to this study,
since it provides a very unique political demographic and linguistic setting within the U.S.
Census data collected in 2010 foresees Tucson population ascending to 545.97I in 2018, with
42% of Tucson residents identifying as Hispanic. What this means in linguistic terms, is that
roughly 28% of Tucson residents have reported to speak Spanish at home (data retrieved from
U.S. Census Bureau, Census 2018; 2010). While recent immigration has clearly contributed to
increase the number of Spanish speakers in the region, the long-standing tradition of this
language in the area, which dates back 300 years, cannot be overlooked (Cashman, 2009;
González. 2001; Villa, 2003; Villa and Rivera-Mills, 2009.
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Image 1. Map courtesy of google maps

Spanish, as a colonial language to the Americas, has a long-standing tradition in the U.S.
Southwest, with many Spanish speakers being able to trace their roots to the times when the
territory belonged to Mexico. Villa (2003) explains that these geographic areas close to Mexico,
have a “cultural-historical-continuity” (Harner, 1995), and as result, they are affected by the
“heartland factor” (Villa, 2003). The heartland factor makes reference to the fluidity between
political borders that create circular fluxes of immigrants affecting the loss or maintenance of
Spanish in this area depending on its intrinsic and instrumental values (Gonzalez, 2001; Villa,
2003; Villa and Rivera-Mills, 2009). In fact, many of the students in the Heritage Language
Program who live with their families in Tucson often travel to Mexico to visit extended family
and friends establishing strong “transborder relationships” (Gonzales, 2001).
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Despite Arizona’s longstanding multilingual and multicultural history, there is an
overwhelmingly anti-immigrant and anti-bilingual sentiment throughout the state (Cashman
2006) in the form of policies as well as public ridicule. To the Anglo majority, bilingualism can
bring into question national loyalty and patriotism (Cashman, 2009). Clear examples are
Proposition 203 (2004) which called for the abolition of bilingual education in Arizona public
schools, and Proposition 300 (2006), which denied undocumented immigrants certain state
benefits, including in-state university tuition and adult education or literacy programs (Combs,
Fletcher, Parra & Jimenez, 2005; Camarota & Aguilera, 2012; Martinez, 2006). The local antiimmigrant and anti-bilingual climate has only been aggravated since in 2016 current U.S.
President, Donald Trump decided to run on an anti-immigrant campaign, specifically, antiMexican campaign (Lopez, Gonzalez-Barrera & Krogstad, 2018; Pew research center, 2018;
Sánchez & Gómez-Aguinaga, 2017; Valdés, 2015).
To worsen matters, bilinguals’ linguistic aptitudes in their home language are also
strongly criticized by more fluent Spanish speakers in the community who characterize
bilinguals use of English and Spanish as "pocho” or “coconut” (Christoffersen, 2019; LippiGreen, 2012; Zentella, 2007). In Borderlands/La Frontera: The New Mestiza, Gloria Anzaldúa
(1987) describes the hostility that Latinx 3face on both sides of the U.S.-Mexico border as
“linguistic terrorism” (1987). Consequently, bilinguals on the borderland (Anzaldúa, 1987) often
feel that they “do not belong neither here, nor there” (Carvalho, 2012), becoming “linguistic
orphans” (Anzaldúa, 1987).

3

The term Latinx is used in this dissertation as an alternative to the universal masculine “Latino”, or the genderbinary reinforcing “Latina/o or Latin@. Hence, Latinx is a term meant to include all people across the spectrum of
gender identities, people who identify as genderqueer or gender fluid, people who identify as trans(gender),
people who identify as intersex, and people who identify as cisgender men and women.
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Overall, the continuous efforts in the area to delegitimize Spanish learned at home affects
local bilinguals who internalize negative and problematic notions about their own bilingualism
(Zentella, 2007). These negative attitudes towards the home-inherited language have long-lasting
effects on the identity, education, and minority-language maintenance of bilinguals in the
borderland (Anzaldua, 1987; Achugar & Pessoa, 2009; Christoffersen, 2019; Gonzalez, 2001).
1.6.2. The University, the Program, and the Participants.
The setting for the present study was the Spanish for Heritage Language Learners
Program at the University of Arizona. The University of Arizona became a Hispanic serving
Institution in 2018 based on the large number of Latinx students it enrolls yearly. A clear
example of ongoing efforts to provide quality education for Latinx students is the forty-year-old
Spanish Heritage Language Learner’s Program (henceforth: SHLLP), which is currently the
largest in the country. The program is committed to expand SHLLs bilingual skills in a wide
range of contexts, to focus on Spanish-speaking cultural heritages in the United States and
elsewhere, and to broaden SHLLs personal histories with cultural experiences of U.S. Latinx.
Through the program students are able to improve their written and oral expression, while
they acquire a renewed pride in their family language. Hence, contributing to the overall
development and growth of the students.
The SHLLP at the university of Arizona reinforces its inclusivity and U.S. Spanish focus
by teaching a wide range of courses, designed to meet the needs of all SHLLs, from those with
receptive skills in Spanish to those with balanced bilingualisms. That is, the program devoted
two courses for SHLLs with receptive skills, as well as courses that can welcome students who
have lived in Spanish-Speaking countries until their teenage years. Table 1 presents a brief
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summary of the courses, and their objectives, offered by the SHLLP at the University of
Arizona4.
Table 1. Courses and learning goals offered at the SPHHLP at the University of Arizona
Course Title

Course objectives

Oral Skills for Heritage
Learners of Spanish

For students who have receptive skills in Spanish, but who encounter
difficulty speaking. It focuses on developing fluent conversation and
listening skills in a positive and culturally rich environment. It also
covers basic grammar structures.

Writing and Oral Skills for
the Heritage Learner of
Spanish

Focuses mainly on written and oral development but reading and
listening skills are also practiced in a dynamic cultural context.
Grammar and spelling issues relevant to students' needs are also
covered.

Intermediate Spanish I for
Heritage Learners

For students who understand and speak Spanish fluently. Focuses on
differences between formal and informal uses of Spanish and
develops both in the areas of writing, reading, speaking, listening,
and vocabulary in a dynamic cultural context centered on Hispanics
in the US.

Intermediate Spanish for
Heritage Learners II

Focuses on expanding the learners’ oral and written academic
proficiency and promotes their critical thinking skills in a dynamic
cultural context centered on Latin America. Reviews advanced
grammar and spelling issues to strengthen students’ writing.

Advanced Spanish for
Heritage Learners

Develops oral and written Spanish for academic and professional
contexts. Emphasizes different genres of writing, focusing on
rhetorical strategies for persuasive and argumentative writing and
culminates in a research paper.

Spanish Phonetics for the
Heritage Speaker

Introduces learners to Spanish phonology and phonetics. Students
learn about the differences between spoken and written language as
the basis to advance their Spanish proficiency. It also focuses on
exposing students to the different varieties of the Spanish-speaking
world.

4

All course descriptions were retrieved from the University of Arizona Department of Spanish and Portuguese
website (07/24/19)
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Consequently, the SHLLP student population and faculty present a wide array of
language socialization experiences. There are people with origins in the Borderlands who grew
up using English in public spaces and Spanish only at home; people who grew up in EnglishSpanish bilingual communities or communities that are mostly Spanish dominant. There are also
those who grew up as heritage language learners in other regions of the U.S., as well as
individuals who immigrated to the U.S. recently having spent most of their formative years in a
Spanish-speaking country. Especially relevant to this study are those students from the Mexican
side of the border who constantly move back and forth, holding Mexico as their primary
residence, but working and going to school in the U.S.
Within the program, a total of 84 students, divided in 4 sections, enrolled in the advanced
Spanish course for SHLLs during Fall 2017. Students enrolled in this course, became
participants on the current study. The distribution of students across sections can be observed in
Table 2.
Table 2. Participants enrolled in Advanced Spanish course for SHLLs during Fall 2017.

Advanced Writing course

Total Participants

Section No.

001

002

003

004

001,002,003, and 004

Students
enrolled

20

26

25

13

84

Total

46

38

84

Students were placed in this course by three means: (1) they scored 5 in their APA
Spanish test; (2) they came from a previous course in the program; or (3) they were placed in the

24

Spanish with an Attitude

Andrea Herrera-Dulcet

course by a program advisor. Because this was an advanced course, the majority of SHLLs
enrolled in the course were highly competent bilinguals who often engaged in linguistic bilingual
practices, such as code-switching. While the students enrolled in the course presented diversity
of background, linguistic experiences and competencies, through classroom interactions it
became clear that the majority of students in the course were local students with strong
transborder relationships and well rooted SLI.
In contrast with the students in the course, the instructor/researcher was born and raised
in the city of Barcelona, in the region of Catalunya, in Spain. The first day of class, my native
“ceceo” quickly revealed my identity as a Speaker of a privileged, and often idealized, dialect of
Spanish. Informal interactions with the students, before and after class, and during office hours,
made me aware that my first encounter with the students often raises two types of reactions
amongst SHLLs: “yay, at last a teacher that will teach me the “good” Spanish” and “Oh no, I will
not understand anything she says and I will fail because I do not know how to speak “Spaniard”.
Against all expectations, in the first weeks of the semester it became clear to the students that I
did not embody the idealized Castilian dialect. On the contrary, since I grew up Spanish-Catalan,
bilingual I would often code-switch and inquire about student’s linguistic input. Moreover, I was
very familiarized, scholarly and personally, with the relationship between language and power.
My parents grew up in Spain under the dictatorship of Francisco Franco (1939-1975), which
imposed the Spanish language to all regions of Spain, making Catalan the original language of
Catalunya, forbidden. During the dictatorship, all education was solely in Spanish, Catalan books
were burned, Catalan songs were forgotten, and Catalan was only whispered in passing at home
or amongst allies. As a result, both my parents are Heritage language learners of Catalan, as they
learn how to write and read their home language as young adults. Moreover, I publicly embrace
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my Catalan identity, consequently also experiencing linguistic discrimination and subordination.
My personal and academic backgrounds sensitized me towards sociolinguistic issues affecting
Latinx. Through my commitment to social justice through language education, it soon became
clear to SHLLs exposed to the SICP that I was not going to reproduce SLI or linguistic
recolonization in her class. In fact, I made continuous active efforts to break the linguistic
subordination cycle in the classroom by designing and enacting a SICP. However, it is also
important to notice that despite my active role in demystifying the Castilian speaker and dialect,
my association with Spain seem to automatically grant me a linguistic expertise that my bilingual
counterparts in the program did not share.
Overall, my personal journey and character had a very positive reception amongst
students, despite, or maybe precisely because, I did not meet the students’ expectations. While
my good-rapport with students seemed to have somehow contributed to them developing CTC, it
is also difficult to assess if the SICP would have had the same positive reception amongst studies
to be taught by other instructors in the program. Especially, by those who do not speak privileged
dialects, and thus, not granted automatic authority and recognition.
1.6.3 The Course
At the time of the study, the Advanced Spanish course for SHLLS was using the textbook
Conversaciones Escritas by Kim Potowski (2010), which lended itself very well to critical
pedagogies. The textbook underscores the Spanish speaking experience in the U.S. by
developing chapters around topics of relevance to SHLLs. For instance, chapter 1 examines U.S.
immigration, chapter 2 brings insights to the connections between language and identity, and
chapter 3 presents an overview of U.S. bilingual programs and English-Spanish most common
linguistic practices. Since the textbook is geared toward developing students’ academic written
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skills in Spanish, each chapter offers a series of readings, which often serve as prompt for the
writings. Such pieces include Complices de los indocumentados by Jorge Ramos and ¿El
spanglish un idioma? by Roberto Gonzalez Echevarría, which are highly critical. Since the focus
of the textbook is to develop SHLLs’ argumentative writing skills in Spanish, a chapter will
often offer several readings on a same topic but written to argue different views in the matter. In
addition to that, many of the activities proposed by the textbook are designed as “student
centered activities” and allow for the inclusion of the students’ experiences fostering discussion
and argument construction. While the material already in use in this course agrees easily with a
critical pedagogy, Chapter 3. Which introduces the concept of language variation is framed
following the principles of the Appropriateness model.
Chapter 3 of Conversaciones Escritas (Potowski, 2010) introduces the topic of language
variation with a quick overview of social factors that impact the way people speak, from age to
social class and ethnic group, and a chart that presents geographic dialects of Spanish. The
textbook follows up with a reading titled, ¿Traje de baño o traje de corbata?: Respetar el
“Spanglish” en las clases de español [Bathing suit or dress suit?: Respecting “Spanglish5” in
Spanish courses] by Kim Potowski (2010, p. 96). The text claims that U.S. Spanish is as “good”
as any other Spanish and it would be “insulting” to impose the learning of any foreign Spanish
dialect, such as Argentinian or Spaniard, in classes for SHLLs (p. 99). However, the following
question is posed to the reader: ¿Entonces, cómo debemos tratar el Spanglish? [Then, how
should Spanglish be treated?]. Framed under the notion of Appropriateness, the text relies on a

5

The present article does not ignore the debate surrounding the problematic use of the term Spanglish, however, for
purposes of this study, the term Spanglish will be used as it appears in textbook Conversaciones Escritas (Potowski,
2010), where is used as equivalent to the term U.S. Spanish (p. 96).Likewise, the term Spanglish will also be
included when the participants in the study use it to refer to their own speech. Otherwise, the term U.S. Spanish will
be generally preferred.
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bathing suit-wedding dress analogy to explain how Spanglish should be “treated”, explaining
that different ways of speaking are to be treated like different pieces of clothing, with each to be
used in its appropriate context. Likewise, the same principle is applied to language variation:
certain varieties are more appropriate to specific situations than others. That is, in the same way
that a bathing suit is inappropriate for attending a wedding, some forms of speech are unsuitable
to certain contexts.
In the analogy described in Conversaciones Escritas, U.S. Spanish is equated with the
bathing suit when the text declares that “sería justo decir que muchos hispanohablantes criados
en los Estados Unidos llegan a la clase de español con un español de playa, y nuestra meta es
ampliarles el vestuario para que puedan vestirse apropiadamente para eventos más formales [it
would be fair to say that many U.S. Spanish speakers arrive to the Spanish heritage language
classroom with a “beach” Spanish and it is our goal to expand their wardrobe to ensure they can
dress appropriately for more formal events] (2010, p. 99). Stating that SHLLs speak un español
de playa, sets the tone for linguistic subordination arguments that position U.S. Spanish is, by
nature, informal and inadequate for professional, formal, and academic domains. The linguistic
hierarchy is reiterated when the texts explains that linguistic forms resulting from language
contact such as “afordear” or “tener un buen tiempo” are not wrong, yet they may be considered
“unfit” for essays and formal discourses (p. 99). Hence, characterizing U.S. Spanish as an
appropriate language for home, but as an inappropriate language for educated and formal spaces,
ultimately devalues the home language (Leeman, 2005; Leeman & Serafini, 2016)
As briefly mentioned earlier, the Appropriateness model problematic for many reasons:
First, it establishes a direct relationship between privileged dialects and formal and high-status
contexts. At the same time, it inculcates the notion that stigmatized dialects only belong in
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informal contexts. Moreover, this model reinforces the notion that natural bilingual practices
such as code-switching belong only in informal contexts, linking together monolingual varieties
with prestige dialects, while the truth is that there are many contexts in which monolingual
Spanish is used in informal and formal contexts where code-switching is the norm (e.g,
university department meetings, court hearings). Second, it reduces language variation to a
simple matter of formality, differentiating between forms such as “haya” or “haiga” as degrees of
formality, overlooking the fact “haiga” is a stigmatized form associated with uneducated low
socioeconomic groups that live in rural areas (Martinez, 2003; Leeman & Serafini, 2016). Third,
this approach treats personal variation as if it was the same thing that personal variation
(Leeman, 2005) and fourth, it ignores the social forces at play, such as ideologies, policies, and
economic powers, which impose the notion of what is the “standard dialect” and what is not.
Finally, it relies on language variation to “control linguistically distinct groups” (Martinez, 2006,
p.9) by promising that changing one’s patterns of speech may bring social class mobility
(Cameron, 1995; Lippi-Green, 2012, Leeman & Serafini, 2016). Thus, the inclusion of
sociolinguistic topics in the heritage language classroom does not guarantee an accurate
reflection of the social and ideological dimensions that have a direct impact on SHLLs and the
dialect they speak (Martinez, 2003; Carvalho, 2012; Leeman & Serafini, 2016). As a result, in
order to examine the impact of Leeman and Serafini (2016) model in developing SHLLs’ critical
translingual competence, it was necessary for me to make some adjustments to the current
curricula, as well as to its teaching methodology.
1.6.4 The Sociolinguistically Informed Critical Pedagogy
First of all, the course was taught following the principles of critical pedagogy (Freire,
1970; Giroux, 1983). That entails a praxis that includes: dialogue based activities (Freire, 1970);
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a student centered classroom (Freire, 1970); the inclusion of students experiences in the
classroom (Freire, 1970); a fostering of students varieties in the classroom (Martinez, 2003) as
well as bilingual practices (Carvalho, 2012) and, finally, examinations of how social and political
power structures get reproduced, not only within the classroom, on our textbook and on the
readings, but also on the daily lives of the students (Leeman & Serafini, 2016).
Secondly, based on the claims that sociolinguistic knowledge framed critically is key in
developing SHLLs critical translingual competence (Martinez, 2003, Carvalho, 2012; Leeman &
Serafini, 2016) a series of additional materials were designed to complement the textbook
materials. The Critical Translingual Competence model calls for a critical approach to language
education that that revolves around themes (a) Multilingualism, (b) language variation, (c)
multilingual discourse and (d) language attitudes and ideologies. To include these pillars in the
new curricula designed for the advanced writing skills course, I created a total of four
sociolinguistic modules designed to follow the pre-approved curricula for the course. Table 3
shows the title and focus of each sociolinguistic module and the chapter of Conversaciones
Escritas (Potowski, 2010) in which they were included.
Table 3. Sociolinguistic Modules added to Conversaciones Escritas (2010)
Conversaciones Escritas

Sociolinguistic Modules

Chapter 1: La inmigración

Module #1: Language attitudes

Chapter 2: ¿Qué importa el nombre?

Module #2: Language and identity

Chapter 3: Cuestiones de lengua

Module #3: Language variation and the
multilingual discourse

Chapter 4: El mundo laboral

Module #4: Language policy and linguistic
landscape
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Each of the sociolinguistic modules were tailored to meet the CTC model guidelines
while also matching the syllabus and the pre-existing class program for the course. Each module
included four classroom activities and one hands-on sociolinguistic experiment. Some of the
activities included in the modules were designed by the researcher, while others were activities
previously published in articles, textbooks, or online open-source resources (Carreira, 2000;
Escobar & Potowski, 2015; Leeman & Serafini, 2016; Martinez, 2003; Toribio, 2002). The
activities in each of the sociolinguistic modules were presented as part of the chapter’s material
and distributed throughout the duration of the 17-week-long course.

CHAPTER 2: SUMMARY OF RESULTS AND CONCLUSION
This chapter presents a synthesis of the results, findings, and conclusions of each of the
three articles that comprise this dissertation. The objective is to provide an overall perspective of
the insights gained from the present studies. The findings of the dissertation will be summarized
by each individual article followed by suggestions for future research. For full details on the
results, see appendixes A, B and C.
The first study “Undressing Spanglish”: Critical Translingual Competence in the
Spanish Heritage Language Classroom, problematized the Appropriateness framework and
proposed instead, a SICP based on the author’s interpretation of Leeman and Serafini’ (2016)
CTC model that could address language diversity critically. The SICP can be included in any
existing college course by adding a few complementary materials to the course and embracing
the tenets of critical pedagogies (Freire, 1970). The study provided concrete examples on how to
lead critical discussions and include student’s knowledge in the SHCL. Additionally, it
illustrated the value of problematizing, in the classroom, materials that aim reproducing language
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subordination in fostering critical analysis and reflection over one’s own linguistic experiences.
Instructor journal codification revealed that by using SICP, there were twice as many incidents
that confirmed SHLL’s development of CTC, than course situations in which SLI were
reinforced. These results underscore the role of SICP in promoting translingual democratic
spaces that were students can engage in dialogue and challenge internalized ideologies regarding
the subordination of U.S. Spanish and its speakers. To further explore the impact of SICP in
fostering students CTC, focus group interviews were conducted with 19 volunteer participants
who had been exposed to the SICP for the length of the whole 17-week semester. Students
testimonies revealed 4 prevalent themes in their interviews: language ideologies, language
variation, multilingual classroom, and democratic learning environment. Analysis of student
focus groups revealed that SHLLs exposed to the SICP were able to recognize linguistic attitudes
and notice that all individuals, including themselves, have language attitudes. Of utmost
relevance was the fact that SHLLs realized the role they played in reproducing stereotypes and
stigmas about certain linguistic forms. SHLLs were also able to decode the linguistic ideologies
embedded within political speeches and acts of linguistic discrimination. Additionally, SHLLs
were able to link the current U.S. government administration, specifically President Trump, in
normalizing acts of linguistic discrimination towards U.S. Latinos for reasons that had more to
do with race, than language.
The second study“…And Then, Spanglish Doesn’t Seem That bad”: Assessing Critical
Translingual Competence amongst Spanish Heritage Language Learners provided an online
survey tool to measure the effectiveness of sociolinguistically informed critical pedagogies in
fostering CTC between an intervention and a control groups. Results from the study showed that
the online survey purposely created for this project proved to be a reliable tool to measure
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students’ CTC and track their evolutions through the course of the intervention. When comparing
pre and post survey survey results, it was confirmed that the intervention group developed
significantly higher levels of CTC clearly identifying how language and power are intertwined to
subordinate minorities in the U.S. In contrast, control group, which followed the Appropriateness
framework to discuss language variation as presented in Conversaciones Escritas ( 2010)
showed a decrease in the value given to U.S Spanish. These results support previous claims that
problematize the Appropriateness framework as a discourse that reproduces SLI within the
SHLC. Additionally, higher levels of CTC amongst intervention group participants aligned with
more positive attitudes towards U.S. Spanish by increasing desire to pass down the family
language and have a lesser desire to sound monolingual-like.
The results obtained from the survey were triangulated with the results from the focus
group interviews to further inform on the effects of the SCIP in developing SHLL’s CTC. The
following patterns are present in all interviews: (1) CTC competence help SHLLs in
understanding one’s language and legitimizing it; (2) CTC was crucial to identifying, naming
and denouncing linguistic discrimination acts towards bilinguals, and (3) there is a generational
difference between older generations that were raised to internalize standard language ideologies
and younger generations who want to participate in changing the general perception towards
bilinguals and linguistic practices. Overall, study results conclude that SHLLs who developed
CTC showed understanding of how Spanish is situated in the broader sociopolitical context of
the U.S. (Leeman & Serafini, 20916). Specially, revealing the role of CTC in encouraging the
development of a generation that functions as a link between the old ways of thinking and a new
linguistic order. A new generation of bilingual speakers ready to take their critical attitude
beyond the classroom walls and actively engaging shaping their world.
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Finally, the third study titled: “She was Learning as Much as I was”:Heritage Learners’
Critical Translingual Competence Beyond the Classroom Walls analyzed SHLLs’ interviews
who participated in the SICP during Fall 2017 to report on (1) their CTC four months after
having completed the course with the SICP, and (2) whether by using CTC outside of the
classroom they developed a language expert identity (Leeman, Rabin, Roman-Mendoza, 2011).
SHLLs interviews confirmed that 11 of 14 students presented instances of CTC four to five
months after having participated in a SICP. While it may be possible that participants had been
exposed to other experiences that contributed to enhance their CTC, the majority of them, as
seen in the student’s excerpts, created clear connections between classroom knowledge and CTC.
Hence, speaking for the long-term impact that CTC can have in SHLLs linguistic experiences, as
well as into the linguistic experiences of SHLLs’ immediate communities. After developing
CTC, course participants would engage in conversations with friends and family where they
would use CTC to challenge SLI by means of teaching moments in which SHLLs performed a
language expert identity (Leeman, Rabin, & Roman-Mendoza, 2011). Enacting their language
expert identity SHLLs can carry their CTC to other members of the community, ultimately
extending awareness on their language attitudes and ideologies. Amongst the 11 SHLLs who
retained CTC months after enrolling in the SICP, a total of 4 participants revealed language
expert identities. Performing as language experts, SHLLS were able to name and challenge acts
of linguistic discrimination, foster CTC amongst both, Anglos and Latinx; and most importantly
engage in social justice in their commentates. For instance, Anita’s language expert identity
manifested by interrupting an act of linguistic discrimination and using that chance as a teaching
opportunity to validate her bilingual speech. Likewise, Alex revealed the influence of language
expert identities in shifting other’s language ideologies and behaviors. In the same line, Liz also
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used her language identity to educate her English monolingual friends about bilingualism and
reminds us of the threat lurking over bilingual practices under the Presidency of Donald Trump,
when she stated that she would defend bilingualism if the “need ever arose”. Finally, Adela’s
statement was a reminder of the direct role that SICPs have in validating SHLLs’ speech as well
as the ways in which it helps identity and recognize “linguistic terrorism”. Common throughout
all interview excerpts was the manifestation of the language expert identity as a teacher that uses
sociolinguistic evidence to validate bilingual practices in their immediate community. This then,
underscored the tole of SICP in challenging local perceptions of bilingual identities and practices
from the inside to the outside of the classroom.
Overall, the findings in this doctoral work call for future research to systematically examine
the implementation of SICP and the development to CTC amongst SHLLs to confirm the impact
that such pedagogies can have in student’s linguistic experiences, both, in and out of the classroom.
Future research should also explore SHLLs long-term maintenance of CTC, the development of
language expert through structured settings outside the classroom, and the influence that CTC can
have for community language attitudes towards U.S. Spanish, as well as intergenerational minority
language maintenance. If SHLLs are to challenge SLI and linguistic terrorism in the borderlands
it is only coherent that Spanish courses for heritage learners invest in SICP that can equip students
to challenge and reimagine bilingual practices and bilingual spaces.
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Abstract
In the last two decades the field of heritage language education has been concerned with
the reproduction of Standard Language Ideologies (henceforth: SLI) within the language
classroom (Carvalho, 2012; Leeman, 2005; Martinez, 2003, Toribio & Duran; Leeman &
Serafini, 2018). Scholarly works suggest that critical pedagogies that include sociolinguistic
topics and examine them critically can equip SHLLs to identify SLI and ultimately challenge
linguistic subordination. Yet, practitioners struggle to characterize such pedagogies and the field
is in dire need of proposals than can systematically implement and assess sociolinguistically
informed critical pedagogies (henceforth: SICP). The present study contributes to the field of
Heritage Language Education by creating a SICP that enacts the principles of Leeman and
Serafini’s Critical Translingual Competence model (2016). Using Action Research methodology
and Critical Discourse Analysis, the present study reports on (1) the creation of a SICP and (2)
the impact of this pedagogy in interrupting language subordination in the SHLC. Qualitative
analysis revealed that SICP can create safe translingual spaces in which SLI can be subverted
through critical examination of sociolinguistic topics that affect the Latinx experience.
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Additionally, students’ testimonies showed direct connections between SICP and home language
validation, as well as a growing sense of linguistic agency.

Introduction
The field of Spanish Heritage Language Education agrees that the core goals of heritage
language instruction should be the validation of the Spanish heritage language learners’
(henceforth: SHLLs’) linguistic variety, as well as the expansion of the students’ linguistic
repertoires (Beaudrie, Ducar & Potowski, 2014; Valdés, 1995). Yet, recent research on course
curricula for SHLLs has revealed that one of the most widely-used pedagogical models to
approach language variation in the Spanish heritage language classroom (henceforth: SHLC) still
subordinates students’ varieties to monolingual varieties (Beaudrie, 2015; Ducar, 2009; Leeman
& Martinez, 2007).
Currently, the majority of approaches to heritage language education are conceptualized
around the Expansionist Model which focuses on “expanding students’ repertoires” by teaching
dialect and register acquisition. Within this model, the discussion on language variation is
framed around appropriateness, stating that dialects and registers are adequate to specific
contexts (Beaudrie, 2015; Beaudrie, Ducar & Potowski, 2014). This model supports students’
varieties in informal contexts, while encouraging the acquisition of standard dialects that will
allow SHLLs to access professional and academic contexts (Valdés, 1981). The Appropriateness
Framework has been extensively criticized because it legitimizes socially-constructed linguistic
hierarchies. These hierarchies, which have no linguistic basis, subordinate minoritized linguistic
groups under the premise that changing one’s patterns of speech will bring social class mobility
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(Cameron, 1995; García, 2007; Flores & Rosa, 2015; Leeman & Serafini, 2016; Lippi-Green,
2012; Martínez, 2006). Hence, promoting the acquisition of “good Spanish” has detrimental
implications for the maintenance of U.S. Spanish because it reproduces social and political
power inequalities within the language classroom. After all, under this model, SHLLs’ home
knowledge is subordinated to foreign varieties of Spanish perceived as more prestigious (Villa,
2002; Martinez, 2003; Carvalho, 2012; Leeman & Serafini, 2016).
Pedagogical approaches that frame monolingual dialects as more educated, more formal
or advanced, or as the general norm, engage in the stigmatization of bilingual speech, by
characterizing them as incomplete, informal, uneducated, and ultimately deviant from the norm
(Bullock & Toribio, 2009; Carvalho, 2012; García, 2007; Gonzalez, 2001; Grosjean 1982;
Leeman & Serafini, 2016; Lippi-Green 2012; Silva-Corvalán, 1994; Valdés, González, López
García & Márquez, 2008; Valdés, 2001; Villa, 1996; 2005; 2009; to name a few). Standard
language ideologies in the SHLC perpetuate language hierarchies by imposing an idealized
linguistic variety modeled after the speech of educated, white, monolingual, middle class
speakers (Lippi-Green, 2012; Milroy & Milroy, 1999; Urciuoli, 1996; Woolard, 1998). While
Standard Language Ideologies (henceforth: SLIs) are especially held by monolinguals and
bilinguals alike, educational institutions have played a key role in reproducing such ideologies by
eradicating them from academic contexts (Milroy, 2001; Villa, 2002; Godley & Minnici, 2008;
Urciuoli, 2008; Carvalho, 2012).
As a reaction to the Appropriateness-based models, recent works seeks to effectively stop
linguistic subordination in the SHLC. Studies that problematize framing language variation
around the notion of appropriateness advocate for the inclusion and critical examination of
sociolinguistic topics, such as language variation and language ideologies in the SHLC (Carreira,
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2000; Martinez, 2003; Brito, Lima & Auerbach, 2004; Carvalho, 2012; Leeman & Serafini,
2016; Parra, 2016; Toribio & Duran, 2018; to name a few). Nevertheless, these works remain
mostly theoretical, and there is a pressing need to systematically examine classroom enactment
of their recommended practices (Beaudrie & Fairclough, 2012; Leeman & Serafini, 2016;
Toribio & Duran, 2018).
The present study contributes to the field of Heritage Language Education by creating a
sociolinguistically-informed critical pedagogy (henceforth: SICP) that enacts the principles of
Leeman and Serafini’s Critical Translingual Competence model (2016). The Critical
Translingual Competence model examines the impact of this pedagogy in interrupting language
subordination in the SHLC. The goal of the present study is to provide insight on possible
effective practices to enact SICP and explore their impact in discontinuing linguistic
discrimination practices among SHLLs.

Theoretical Framework
From Critical Pedagogies to Critical Translingual Competence
Based on the work of Paulo Freire (1970), Critical Pedagogies build on notions of social
and cultural reproduction through schooling, while underscoring the role of schools in
legitimizing a particular societal order that benefits the agenda of those in privileged positions
(Giroux, 1983; McLaren, 1989). That is, “[the] classroom functions as a kind of microcosm of
the broader social order” (Auerbach, 1995, p.9). Critical theorists have the common mission of
altering the established classroom order with the aim of unyoking the subordinated through
education for the transformation of the very fabric of society (Freire, 1970; Giroux, 1983;
McLaren, 1989; Luke, 1988; Simon, 1992; to name a few).
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Paulo Freire’s (1970) Pedagogy of the Oppressed sought to foster social justice for the
subordinated through a teaching approach that challenged traditional pedagogical models. His
work is particularly critical of teacher-centered pedagogical approaches which he described as a
Banking System. In this analogy, teachers are presented as authoritative figures who hold all
knowledge and subsequently deposit said knowledge into their students. Such a system
perpetuates the division of classes between the oppressor and the oppressed, since the truth is
written by only a few selected individuals and accepted blindly by the vast majority. Freire’s
model places at its heart the dialog between the instructor (a discussion moderator) and students
(the center of the dialogue discussion). The problem-posing Socratic-dialogue is the vehicle by
which the latter achieve conscientização, that is, critical awakening (Freire, 1970, p.104).
Employing dialectics, whereby students acquire the tools necessary to challenge social, political,
and ideological pressures in society and foment a class struggle in which the oppressed can
defeat the oppressor. Given the history of Spanish speakers and their subordination as a
“linguistic and cultural minority” in the U.S., critical pedagogies seem be a coherent choice for
heritage language programs. When applied to the SHLC, critical pedagogies have, as a goal, to
use the target language for “critical reflection upon social, historical, and individual issues of
concern to learners” (Faltis, 1990, p.119).
Researchers and educators who follow and apply the principles of critical pedagogy use
sociolinguistics to frame language education as a struggle site where educators and students
together explore the sociopolitical implications of language in reproducing culture, knowledge,
and identities (Giroux, 1983; Fairclough, 1992; Auerbach, 1995; Martinez, 2003; Leeman, 2005;
Pennycook, 2001; Leeman & Serafini, 2016). In other words, students are made to engage in
what Fairclough (1992) calls Critical Language Awareness (henceforth: CLA), that is, the critical
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understanding of how social, cultural, and political powers are weaved into language ideologies,
attitudes, choices, and instruction. While CLA was originally developed for primary language
instruction, and has been used extensively in the literacy courses for African-American
Vernacular English (AAVE) speakers (Alim, 2005; Baugh, 2004; Godley & Minnici, 2008), its
critical examination of the mechanisms by which certain dialects of a language are stigmatized
and subordinated is relevant to the examination of U.S. Spanish and other minoritized languages
in the U.S. Precisely, with the idea to subvert linguistic discrimination and validate students’
varieties in the SHLC, several authors have proposed methodologies for raising CLA among
SHLLs (Carreira 2000; Martinez, 2003; Leeman & Serafini, 2016; Parra, 2016). Sociolinguistic
topics, such as language variation, multilingualism, language ideologies and attitudes, and
identity, as well as using students’ linguistic varieties in the classroom, are argued as key in
fostering SHLLs’ CLA (Carreira 2000; Martinez, 2003; Leeman, 2005; Carvalho, 2012; Leeman
& Serafini, 2016; Parra, 2016).
In the 90’s, Faltis (1990) argued for a shift in language education for “Spanish native
speakers”, from a focus on language acquisition and the development of the norma culta
(Valdés, 1988) to a focus on critical reflection upon the ways in which language interacted with
socially-constructed systems (Faltis, 1990; p.124). Her pedagogical proposal, while theoretical,
embraced the principles of Critical Pedagogies arguing for Heritage Language Education to
prioritize original language use and critical examination of historical, cultural, and social issues
that were of concern to SHLLs. Hence, Faltis’ recommendation is to move away from models of
dialect acquisition to that of courses organized by themes and classrooms set up around problemposing dialogues which lead students in examining the way in which “they exist in the world” (p.
119).Likewise, Martinez (2003) called for a review of Classroom-based Dialect Awareness
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(henceforth: CBDA) approaches to language variation. This model examined language variation
with the aim of developing an internal monitor amongst students that they might discern between
standard and non-standard dialects, ultimately avoiding the use of stigmatized linguistic features.
Martinez argued for a reconsideration of the CBDA model that would include sociolinguistics in
order to encourage a critical dialogue among SHLLs to reflect on the social factors that
stigmatize specific linguistic forms while privileging others. Drawing on previous calls to the
critical examination of Heritage Language Education, Leeman (2005) argued that the
Appropriateness Framework contributed to the reproduction of linguistic subordination by
presenting language as a single set of norms that must be followed, “as if those norms were
unchanging and unchangeable” (p. 38). Simply put, presenting language as an ideal standard that
is invariable and immutable denies students any agency in the shaping of such norms, and it
negates the possibility of the resistance or contestation of those norms. Instead, sociolinguistic
topics such as language variation and language ideologies should be included and critically
examined in the SHLC to foster a critical examination of one’s linguistic experiences. Leeman’s
work argues that the goal of critical examination must not be to shape students’ language or
ideologies into certain “dominant linguistic and social structures”, but instead to bring CLA to
students who then develop agency to construct their own identities (p.43).Concerns regarding
Appropriateness-based approaches have also been voiced in the fields of Education (García,
2009), Anthropology (Alim, 2005) and Raciolinguistics (Flores & Rosa, 2015). García (2007)
maintains that the Appropriateness Framework supports monoglossic ideologies that present
monolingualism as the norm, consequently conceptualizing bilinguals as deviant; instead, an
individual must behave as two monolinguals in one body (Heller, 1999, p. 271) to overcome
their “abnormality”. In contrast, García calls for the incorporation of heteroglossic language
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ideologies that can position multilingualism as the global default allowing for the
conceptualization of linguistic practices and linguistic identities as a dynamic phenomenon. In
addition, Alim (2005) calls for the inclusion of critical approaches to language education that
incorporate minoritized students’ languages into the class, while also challenging the larger
sociopolitical and cultural systems that stigmatize their speech. In the same line, Li Wei (2011)
encourages the creation of translingual learning spaces, where students can examine the world by
expressing themselves beyond the limitations of specific language codes. Using Raciolinguistic
Ideologies, Flores and Rosa (2015) stress two fundamental issues with Appropriateness
approaches to language diversity; first, the conceptualization of a monolithic standard language
that is the only adequate form for academic settings, and second, the creation of a standard that
values certain linguistic practices while characterizing racialized bodies with linguistic
deficiency, regardless of any linguistic evidence or objectivity (p.150).These calls for the
inclusion of sociolinguistic topics and critical pedagogies into the SHLC culminate in Leeman
and Serafini’s (2016) Critical Translingual Competence model (henceforth CTC) for language
education. Developing CTC entails the “exploration of the principles and social meaning of
variation, the sociolinguistic functions of translanguaging practices, language attitudes and
ideologies, the relationship between language and identity, and the sociopolitics of language
inside and outside the US” (Leeman & Serafini, 2016, p. 65). In other words, where other
approaches had explained language variation based on context and level of formality, these
authors seek to equip SHLLs with CTC to develop the linguistic agency to challenge internalized
ideologies and attitudes that seek to subordinate US minoritized languages.
Leeman and Serafini (2016) suggest four focus areas to cultivate SHLLs’ CTC: (a)
multilingualism, (b) language variation, (c) multilingual discourse, and (d) language attitudes and
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ideologies. The authors propose activities for learning about social factors that affect language
and language use through critical discussion about language, specifically the equal validation of
all dialects and the ideologies embedded in discourse. An integral part of using sociolinguisticsframed critically is the inclusion of translanguaging practices in the SHLC, not only as a subject
of study but also as a means of instruction and communication among learners (Carvalho, 2012).
Despite the theoretical proposals for the inclusion of sociolinguistics and critical
pedagogies in the SHLC, Spanish heritage language instructors and researchers alike struggle to
characterize productive language pedagogies for SHLLs, implement goals in the classroom, and
overcome the challenges that its implementation inevitably entails (Carreira, 2000; Carvalho,
2012; Leeman & Serafini, 2016; Martinez, 2003; Parra, 2016; Toribio & Duran, 2018; to name a
few). Answering the urgent need for studies that examine critical language pedagogies in
university SHL courses, the present study examines the impact of a SICP based on the author’s
interpretation of Leeman and Serafini’s (2016) Critical Translingual Competence model. As a
result, the term “critical translingual competence” is adopted in this paper to describe SHLLs’
ability to critically examine the ideologies and attitudes surrounding the Spanish language and its
dialects; to identify how socially-constructed power structures uphold such ideologies; as well as
to question and challenge these ideologies.
The focus of the analysis is two-fold. First, SICP is modeled in terms of how it can be
added to a college course for SHLLs, especially in regards to discussions on language diversity.
Second, the role of SICP is examined in the discontinuation of linguistic subordination in the
SHLC. Results of the analysis provide insight on pedagogical practices for SHLL courses as well
as explore the classroom language ideologies in either perpetuating or subverting linguistic
subordination in the SHLC.
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Method
The US Southwest
The present study took place at a large public university located in a mid-sized,
southwestern U.S. city where roughly 42% of its population identifies as Hispanic (data retrieved
from U.S. Census Bureau, Census 2018; 2010). The demographic and geographic location, only
60 miles from the U.S.-Mexico border, provided a very unique political demographic and
linguistic setting for this project, as Spanish has a long-standing tradition in the area.
Often, Spanish speakers in the region can trace their roots to the period when the territory
belonged to Mexico, forming a cultural-historical continuity in an area that is now divided by a
political border (Harner, 1995, p. 399). Many of the study participants who live and work in the
U.S. Southwest often travel to Mexico to visit extended family, establishing strong “cross-border
ties” (Gonzalez, 2001, pp. 102-105). In other words, these individuals have close relationships
with relatives and family friends on both sides of the Mexican-American border due traveling
often between the two countries. Through their travels, bilinguals are exposed to linguistic
ideologies on both sides of the border. Language ideologies are a “set of beliefs about language
articulated by users as a rationalization of perceived language structure and use” (Silverstein,
1979, p. 193). When language ideologies are used to promote specific standardized forms of
speech, they are identified as “standard language ideologies” (Milroy & Milroy, 1999). In this
study, the term “standard language ideology” (henceforth: SLI) is defined as “bias toward an
abstracted, idealized, homogenous spoken language which is imposed and maintained by
dominant bloc institutions and which names as its model the written language, but which is
drawn primarily from the spoken language of the upper middle class” (Lippi-Green, 2012, p. 67).
Despite the U.S. Southwest’s longstanding multilingual and multicultural history, SLIs that
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conceive monolingualism as the ideal are deeply rooted in the area and bilingualism can bring
into question national loyalty and patriotism on both sides of the border (Cashman, 2009;
Gonzalez, 2001).
The overwhelmingly anti-immigrant and anti-bilingual sentiment throughout the area
often translates in the form of language policies that have detrimental implications for bilingual
children (Cashman, 2009; Martínez, 2006; Combs, Evans, Fletcher, Parra & Jiménez, 2005). A
clear example is Proposition 203, which passed in November 2000, requiring all public-school
instruction be conducted in English. To worsen matters, SHLLs engaging in bilingual practices
in the community are often called “pochos”, a derogatory term that Spanish speakers use to mock
people who do not speak Spanish. In summary, the U.S. Southwest is a geographic area,
politically and linguistically loaded with prejudices negatively affecting the local bilinguals
(Gonzalez, 2001). To exemplify this reality, in the following excerpt, Alex describes his
experiences growing up bilingual on the U.S.-Mexico border:
Pues, cuando hablo acá el inglés, tengo un acento y me dicen, “ah, hablas el
español?” Sí. Pero cuando voy para allá, para México, pues, tengo acento de acá.
Y dicen, “ah, eres de allá [los EEUU]? Pues, sí. Y me tomó rato para aceptar eso.
Porque cuando era más chico, siempre me enojaba porque no era ninguno ni el
otro, porque ocupas que ser más mexicano que los mexicanos y más americano
que los americanos para que te acepten los dos. Sino, no te acepta nadie.
[When I speak here English, I have an accent and they tell me “ah, do you speak
Spanish?” Yes. But when I go there, to Mexico, well, I have an accent from here.
And then they say “ah, are you from there [the US]? Well, yes. And it took me
time to accept that. Because when I was younger, I would always get angry
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because I wasn’t from either here or there, because you need to be more Mexican
than the Mexicans and more American than the Americans for both of them to
accept you. Otherwise, no one accepts you.]
(Alex, Group 2)
In this excerpt, Alex shares his frustration with his speech, which has a bilingual accent,
explaining that he is often criticized on both sides of the border for not being “ni uno ni otro”
[neither one nor the other] (Carvalho, 2012). In the U.S., many bilingual practices such as codeswitching, calques, borrowings, and semantic extensions are still criticized and corrected in
academia under the pretext of promoting what Heller (1999) named “parallel-monolinguals”
(Carvalho, 2012; Martinez, 2003; Villa, 2002). Likewise, the same practices are criticized in
Spanish speaking communities, where the terms “pocho” or “hablar mocho” [speak mocho] are
used as derogatory terms for those who engage in code-switching practices. As a result,
bilinguals in southern Arizona assimilate SLIs as they suffer discrimination and ridicule for
speaking Spanish. Many of the participants in the study shared experiences similar to Alex’s,
which underscores the importance of developing CTC among Southwest bilingual students.
While assimilation to SLI on both sides of the border may be unique to the borderlands,
exposition to SLI is not. In fact, numerous studies examine how Spanish-English bilinguals
internalize nation-wide negative messages about their home language, as well as other varieties
of Spanish. In New York, Zentella (1990) reported that Dominican and Puerto Rican Spanish
were discriminated in contrast to Colombian Spanish, which held a higher social standing.
Likewise, Bills and Vigil (2008) documented increasing internal discrimination amongst Spanish
speakers in New Mexico, especially between new and old Nuevomexicanos. De Genova and
Ramos-Zayas (2004) found that, in Chicago, both Mexicans and Puerto Ricans held negative
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attitudes towards Puerto Rican Spanish, criticizing their own bilingual practices, although they
continued to use them, as well as other varieties of Spanish. Alfaraz (2014) showed different
varieties of Spanish are uniquely perceived by Cubans who had settled in Miami before the
Cuban revolution. Miami-Cubans evaluated the Spanish spoken in pre-revolutionary Cuba with
the highest ratings over other varieties of Spanish, with the exception of Peninsular Spanish.
Finally, Lippi-Green (2012) reminds us that when speakers of stigmatized varieties assimilate to
SLI, they incorporate negative attitudes about their language. As they encounter social
denigration of their linguistic behavior outside their communities, they start to look down on
their own way of speaking as they continue to use it.
It is precisely these young adults who have been exposed to internal and external
linguistic discrimination (Bills & Vigil, 2008) dominated by SLI that enroll in SHLL classes.
Yet, spaces designed to support U.S. Spanish speakers, such as the Spanish language classroom,
also play a role in perpetuating such negative language attitudes. In other words, bilingual
education embraces SLI when it seeks to erase linguistic bilingual forms from SHLLs’ speech,
thus promoting the performance of monolingual modes and correcting interlanguage interference
(Baker, 2003; Carvalho, 2012; Creese & Blackledge, 2008; Cummins, 2005; Grosjean 1982;
Leeman & Serafini, 2016; Swain, 1983). Inevitably, the political, linguistic, and historical
climate of the area, together with language ideologies at home and at school shape SHLLs who
may assimilate SLI and develop negative attitudes towards one’s from of speech (Fuller, 2013;
Lippi-Green, 2012; Zentella, 2007).

The university, program, course, and participants
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The university that provided the setting for this study enrolls a large Hispanic or Latino
student body, totaling 25.3% of the entire student population (University of Arizona Factbook
2014-2015). This Hispanic Serving Institution has been dedicated to bilingual education for more
than 40 years, housing the largest Spanish for Heritage Learners program (henceforth SHLP) in
the nation. The SHLP includes a 6-course sequence that caters to the needs of receptive and
balanced bilinguals, focusing on expanding the students’ bilingual range while exploring Spanish
speaking heritages in the U.S. The course within the sequence included in the current study is
second to last and focuses on developing SHLLs’ advanced writing skills.
At the time of the study, the course under examination was using the textbook
Conversaciones Escritas by Kim Potowski (2010), which lent itself very well to the
incorporation of critical pedagogies by placing the students’ experiences at the forefront of the
writing process. While the textbook takes a critical stance on issues relevant to Latinx
experiences, such as immigration and bilingual education, the same cannot be said for the section
that discusses language variation. Following the majority trend in Spanish heritage language
education, the textbook frames the discussion on linguistic diversity around the notion of
appropriateness, which is socially palpable when describing SHLLs’ speech.
Chapter 3 of Conversaciones Escritas introduces the topic of language variation with a
quick overview of social factors that impact the way people speak, from age to social class and
ethnic group, and a chart that presents geographic dialects of Spanish. The textbook follows up
with a reading titled, ¿Traje de baño o traje de corbata?: Respetar el “Spanglish” en las clases
de español [Bathing suit or dress suit?: Respecting “Spanglish6” in Spanish courses] by Kim

6

The present article does not ignore the debate surrounding the problematic use of the term Spanglish, however,
for purposes of this study, the term Spanglish will be used as it appears in textbook Conversaciones Escritas
(Potowski, 2010), where is used as equivalent to the term U.S. Spanish (p. 96).Likewise, the term Spanglish will also
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Potowski (2010, p. 96). The text claims that U.S. Spanish is as “good” as any other Spanish and
it would be “insulting” to impose the learning of any foreign Spanish dialect, such as Argentinian
or Spaniard, in classes for SHLLs (p. 99). However, the following question is posed to the
reader: ¿Entonces, cómo debemos tratar el Spanglish? [Then, how should Spanglish be
treated?]. Framed under the notion of Appropriateness, the text relies on a bathing suit-wedding
dress analogy to explain how Spanglish should be “treated”, explaining that different ways of
speaking are to be treated like different pieces of clothing, with each to be used in its appropriate
context. Likewise, the same principle is applied to language variation: certain varieties are more
appropriate to specific situations than others. That is, in the same way that a bathing suit is
inappropriate for attending a wedding, some forms of speech are unsuitable to certain contexts.
In the analogy described in Conversaciones Escritas, U.S. Spanish is equated with the
bathing suit when the text declares that “sería justo decir que muchos hispanohablantes criados
en los Estados Unidos llegan a la clase de español con un español de playa, y nuestra meta es
ampliarles el vestuario para que puedan vestirse apropiadamente para eventos más formales [it
would be fair to say that many U.S. Spanish speakers arrive to the Spanish heritage language
classroom with a “beach” Spanish and it is our goal to expand their wardrobe to ensure they can
dress appropriately for more formal events] (2010, p. 99). Stating that SHLLs speak un español
de playa, sets the tone for linguistic subordination arguments that position U.S. Spanish is, by
nature, informal and inadequate for professional, formal, and academic domains. The linguistic
hierarchy is reiterated when the texts explains that linguistic forms resulting from language
contact such as “afordear” or “tener un buen tiempo” are not wrong, yet they may be considered
“unfit” for essays and formal discourses (p. 99). Hence, characterizing U.S. Spanish as an

be included when the participants in the study use it to refer to their own speech. Otherwise, the term U.S.
Spanish will be generally preferred.
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appropriate language for home, but as an inappropriate language for educated and formal spaces,
ultimately devalues the home language (Leeman, 2005; Leeman & Serafini, 2016).
An extensive body of research has established that in order to foster minority language
maintenance and development of ethnic and linguistic identities, it is crucial to validate students’
varieties in the heritage language classroom (Carreira 2000; Carvalho, 2012; Leeman, 2005;
Leeman & Serafini, 2016; Martinez, 2003; Parra, 2016; among others). In fact, the field of
Heritage Language Education has agreed that the main goals of heritage language programs are
to 1) promote minority language maintenance and 2) expand the linguistic repertoire of speakers
(Valdés 1995; Beaudrie, Ducar & Potowski, 2014). Yet, it has been shown that the most
commonly used framework to discuss language variation in the SHLC is seeded with subliminal
messages that perpetuate language hierarchies and SLI.
Numerous works in the fields of Sociolinguistics and Education advise that classroom
language hierarchies can be challenged by including sociolinguistic topics and encouraging
critical examination (Carreira 2000; Carvalho, 2012; Faltis, 1990; Leeman, 2005; Leeman &
Serafini, 2016; Martinez, 2003; Parra, 2016; among others). Leeman and Serafini’s (2016)
Critical Translingual Model addresses these issues by presenting four themes that should be
included in SHLLs’ education in order to facilitate students’ development of CTC: (1)
multilingualism, (2) language variation, (3) multilingual discourse, and (4) language attitudes
(pp. 67-72). For each of these themes, the authors provide descriptions of activities that can
foster CTC in the language classroom, such as projects that underscore the connection between
language and identity. Since the course under study did not include critical pedagogies nor any of
the themes proposed by Leeman and Serafini (2016), this author designed and implemented a
SICP to be included, parallel to the existing course structure. Examining the implementation of
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the SICP can provide insight into the feasibility and implications for CTC models to Spanish
Heritage Language Education.

The Sociolinguistically-Informed Critical Pedagogy
To include Leeman and Serafini’s (2016) themes in the existing curricula, a total of four
sociolinguistic modules were developed based on the author’s interpretation of the original CTC
model. Each of the modules were designed to complement a chapter from Conversaciones
Escritas (Potowski, 2010). Table 1 shows the title and focus of each sociolinguistic module and
the textbook chapter it supplements.

Table 1. Sociolinguistic modules added to the Spanish heritage language learners’ course
included in the present study
Conversaciones Escritas

Sociolinguistic Modules

Chapter 1: La inmigración

Module #1: Language attitudes

Chapter 2: ¿Qué importa el nombre?

Module #2: Language and identity

Chapter 3: Cuestiones de lengua

Module #3: Language variation and the
multilingual discourse

Chapter 4: El mundo laboral

Module #4: Language policy and linguistic
landscape

Each of the sociolinguistic modules were tailored to meet the CTC model guidelines
while also matching the syllabus and the pre-existing class program for the course. Each module
included four classroom activities and one hands-on sociolinguistic experiment. Some of the
activities included in the modules were designed by the researcher, while others were activities
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previously published in articles, textbooks, or online open-source resources (Carreira, 2000;
Escobar & Potowski, 2015; Leeman & Serafini, 2016; Martinez, 2003; Toribio, 2002). The
activities in each of the sociolinguistic modules were presented as part of the chapter’s material
and distributed throughout the duration of the 17-week-long course. Hence, this study’s intent is
to: (1) model how sociolinguistic knowledge and critical pedagogies can be effectively added to
a college course for SHLLs; (2) examine how SHLLs respond to sociolinguistic knowledge and
critical pedagogies (Freire, 1970; Giroux, 1988); and (3) inform on the curricula’s impact in
fostering SHLLs’ Critical Translingual Competence.
A total of 46 students who resided in southern Arizona participated in the current study
by being exposed to the SICP that was aimed at fostering students’ CTC. All participants in this
study were enrolled in an advanced writing skills course for Spanish heritage learners at a large
Southwest university during Fall 2017. Table 2 presents participant distribution per course and
section.

Table 2. Study participant distribution per course and sections
Section

001

002

Students enrolled

20

26

Total

46

Both sections of the same course were taught by the researcher, who was the primary
instructor. Additionally, both sections used the same textbook, Conversations Escritas
(Potowski, 2010). Participants contributed to the study by engaging in class materials and
participating in focus-groups. The language attitudes and practices that local students brought
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into the SHLC, together with the textbook and syllabus already in use in the course, made this
the ideal group to examine the development of CTC among SHLLs.

Data Collection and Analysis
Instructor journals
This study followed an Action Research methodology to systematically examine the
implementation of the SICP (Cochran-Smith & Lytle, 1993; Herr & Anderson, 2005). In so
doing, this methodology underscores the relevance of the classroom instructor as a researcher
and demands constant action and reflection. Consequently, teachers conducting Action Research
document all classroom interactions through journaling in “action cycles” (Kemmis, 1982). Each
cycle encompasses the following four steps: (1) Develop a plan of action; (2) Act to implement
the plan; (3) Observe the effects of action in the context in which it occurs; and (4) Reflect on the
action taken and its impact in the classroom as the basis for further planning. The first set of data
used in this study is extracted from the instructor-researcher’s journals (Cochran-Smith & Lytle,
1993; Herr & Anderson, 2005).
Steps 1 and 2 of the Action Research project included developing the four sociolinguistic
modules, as well as the implementation of SICP. Steps 3 and 4 included observation and analysis
regarding the pedagogy enactment, as well as reflection on the pedagogical action taken and its
impact in the classroom. In this stage of the study, journal entries were read, coded, and reflected
upon.
To complement the journal’s data, a research assistant conducted various 50-minute-long
focus-group interviews with voluntary students exposed to the pedagogy during weeks 8 and 12
of the semester. The research assistant was a native Anglo speaker who learned Spanish as an
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adult in college and perfected it through numerous trips to Mexico. The research assistant was
chosen as an interviewer for her advanced communication skills in both English and Spanish, as
well as for her experience as a Spanish heritage language instructor at the university where the
study took place. A total of 19 participants, recruited via email, from the course under study
participated in the semi-structured focus-interviews discussing course satisfaction. All focusgroup discussions were recorded, transcribed, and stored until the end of the semester, after the
participants’ grades were submitted.
Instructor journaling yielded 46 entries, 28 per course section, and was coded by themes
using MAXQDA software with an eye for the four themes said to encourage CTC development:
(1) multilingual societies, (2) language variation, (3) multilingual discourse, and (4) language
attitudes (Leeman & Serafini, 2016, p. 65). Each theme encompassed a series of subtopics as
established by Leeman and Serafini (2016, p. 65). A brief description of the main topics included
in each theme is listed in Table 3.

Table 3. Description of subtopics included in each of the 4 journal coding themes
Themes
Topics

Multilingual
societies

Language
variation

● Demystifying
● Recognizing
monolingualism
language varies
as a global norm
across speaker,
space, social
● U.S. bilingual
group, and time
education
● Establishing
● U.S. language
connections
policy
between language
● Minority
and identity
language
maintenance and
shift

Multilingual
discourse

Language
attitudes

● Analyzing the
syntactic
constraints of
code-switching,
as well as its
functions as a
stylistic resource

● Investigating
linguistic
attitudes
towards the
heritage
language
● Examining the
linguistic
ideologies
informing such
attitudes
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language as a
tool of power

Within each of these four themes, the researcher looked for examples in the journal
entries confirming or disconfirming students’ development of CTC (Godley & Minnici, 2008).
Excerpts from the journal entries were coded as confirming students’ CTC development when
SHLLs where able to connect Spanish to the broader sociopolitical contexts of the U.S. In
contrast, journal entries were coded as disconfirming examples of students’ developing CTC
when SHLLs showed alignment with SLIs and little understanding of how political, cultural, and
economic power are intertwined in language and the role of language. Finally, a category of
“both” was created and included examples that presented both confirming and disconfirming
examples of students’ CTC development to present the conflicting ideologies existing among
SHLLs exposed to a SICP. Taking as an example the theme of “Multilingual societies”, Table 4
presents an example of the coding system used in this study.
Table 4. Coding chart for confirming and disconfirming examples of students’
development of CTC
Confirming
Multilingual “Students think that
societies
acculturation is better,
but that in the U.S. many
people would prefer for
immigrants to assimilate
instead.”
(Journal entry, 09/22/17)

Disconfirming

Both

“As a class we read each
thesis on the board and
looked for ways to
improve them. When we
got to Yamile’s thesis,
one of the first comments
is that formal text should
be written all in
Spanish…”
(Journal entry, 10/10/17)

“While I created a
translingual space in the
classroom, I had to tell
students to only write
Spanish in their course
exams because the exam
was only assessing their
Spanish grammar and
writing.”
(Journal entry, 10/10/17)
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From the 46 journal entries, 28 per section, included in the present study, a total of 61
excerpts were identified as being relevant to the investigation at hand and subsequently coded.
While each of the examples was coded only once, and given only one category, some journal
entries included more than one coded excerpt. In addition, since journal entries were analyzed
through the lens of the instructor, it was crucial to the study to compare these entries with the
students’ perspectives on the course. Hence, to complement the instructor’s point of view, the
journal data was triangulated with qualitative data collected from focus-group interviews. Focusgroup interviews were facilitated group discussions centered on a specific series of topics with a
common thread (Vaughn, Schumm & Sinagub, 1996). It is recognized that ideas expressed
during focus groups should not be overgeneralized (Garret, Coupland & Williams, 2003), an
analysis of them can provide great insights into people’s feelings and perspectives, as well as the
reasons behind them (Bellenger, Bernhardt & Goldstucker, 1976; Calder, 1977). Moreover,
focus-group interviews allow participants to respond on their own terms, instead of offering a
response that fits the restrictions of sets of given options, and they enable students to further
develop specific topics, if they wish to do so (Garret, William & Coupland, 2003).

Focus-group interviews
For the present study, 14 students enrolled in the SICP volunteered to participate in a
focus-group interview. As such, there were a total of six interviews conducted with an average of
2-3 students in each. Volunteers received $10 each for their participation. To avoid conflict of
interest, all focus-group interviews were conducted by a research assistant who had no relation to
the students and who transcribed and stored all of the data until the semester finished and the
students’ grades had been finalized. The focus-groups met in a study-group room at the Main
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Library of the University of Arizona, Tucson Campus, between the months of October and
November 2017.
Data collected from the student focus-groups groups was also codified using MAXQDA
software, but followed the “In-Vivo” method, for which coding is realized as themes emerge
from the interviews. Focus-group interviews were coded with an eye on students’ development
of CTC, as well as students’ CTC applied to subvert SLI.
Both the instructor journal and student interview data was analyzed through Critical
Discourse Analysis (henceforth CDA). CDA scholars conceptualize discourse as an instrument
of power that is both socially constructed and conditioned. Particularly relevant to this study are
CDA study power, specifically the institutionalized reproduction and role of language in
structural relationships of dominance (Wodak, 1995, p. 204), as well as concern with the effects
of power on people, groups, and societies (Bloomaert, 2005, p. 2). Since SLI seeks to
subordinate speakers of minoritized languages, CDA was chosen as a framework for this study’s
data analysis. Moreover, CDA also advocates for (active) intervention in the social practices it
critically investigates. In that aspect, and taking Toolan’s (1997) lead, the present study examines
the instructor journal entries critically to problematize the Appropriateness Framework in the
SHLC and suggests a SICP that can critically include and examine topics relevant to language
diversity.

Findings and Discussion
The present section analyzes the findings from the qualitative analyses of both the
instructor journal and student focus-group interviews. First, the instructor’s perspective on the
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SICP will be discussed taking as a point of departure several journal entries recorded during the
course. At the same time, the journal entries may serve as examples on how to implement SICP
in college language courses for heritage learners. Since the present article is concerned with the
implementation of a SICP as a means to foster CTC among SHLLs and challenge classroom
language subordination, journal entries from the instructor’s point of view will contribute to the
discussion of language variation. In contrast, the section considering students’ perspectives will
focus on an examination of SHLLs’ reactions to the SICP, as well as their evaluation of the
pedagogy.

The Instructor Perspective
Data extracted from the instructor journals provided confirming and disconfirming
examples of classroom practices that fostered CTC among SHLLs. From the 61 coded excerpts
identified in the instructor journals, 34 of the samples were confirming, and 13 were
disconfirming. A total of 14 examples presented instances of both confirming and disconfirming
samples of students’ CTC. In the following section, codified excerpts extracted from the
instructor journals will be analyzed as a means to examine the implementation of a SICP in the
SHLC, especially around the notion of language “appropriateness”. For purposes of this study,
this section focuses on examining the classroom discussion on language variation based on three
different prompts: a video on language discrimination, a text on language variation included in
Conversaciones Escritas (2010), and an activity based on Toribio’s (2002) study which engages
SHLLs in the examination of the syntactic constraints ruling code-switching. This section then
showcases a critical approach to explaining language variation in the SHLC.
“Unwanted in the classroom”: Language attitudes in the language classroom.
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During a class session for the university course included in the current study, students
watched the video, How we judge others when they speak (and we should stop) by Carrie Gillon
(2016). In her TEDx talk for Chandler Public Library, Dr. Gillon spoke about linguistic
discrimination, showing how often a “person’s language is judged because of who they are,
rather than any inherent problem with their language” (2016). In her talk, Dr. Gillon focuses on
African American Vernacular English (AAVE) to expose some of the linguistic features that we
use to discriminate others. This video was used to make direct connections between different
linguistic minoritized groups in the U.S. and the way their speech is valued by mainstream
society, as well as to reflect on one’s language attitudes and acts of linguistic discrimination.
After watching the video, students were divided into four small groups, each group then being
assigned one of the following questions at random: (1) What are language attitudes and who has
them?; (2) What informs language attitudes?; (3) What is the role of language attitudes in
perpetuating race, class, and gender discrimination? Can you provide examples?; and (4) What
can we do to avoid language discrimination? The following entry from the instructor journal is
an observation of two students, Andrea and Cindy, discussing their answer to question number
(3):
When discussing the answers on question (3), “What is the role of language attitudes
in perpetuating race, class, and gender discrimination?”, Andrea and Cindy pointed
out one of the anecdotes in the video in which an elementary school teacher tells an
African American child that “ain’t is not a word” (min, 4:48). Andrea expressed that
these episodes can make students feel unworthy and devalued, “los estudiantes se
sienten desvalorizados” [The students feel worthless], and Cindy agreed with her
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classmate stating that correcting one’s speech makes them feel “unwelcomed” into
the classroom.
(Journal entry, 09/22/17)
While in the video the elementary school teacher corrects the child’s speech with the
intention to help him improve his English, Andrea and Cindy read into this interaction a
subliminal message that many teachers with the best intentions can miss: correcting
minoritized students’ home language can make them feel desvalorizados [worthless].
Imposing privileged varieties of a language to minoritized groups can be interpreted as
subscribing to SLIs and linguistic supremacy, bringing into the classroom the very same
fight linguistic minorities battle in their daily lives (Alim, 2010). Often enough,
instructors can unwillingly bring into the classroom linguistic supremacy messages that,
not only perpetuate linguistic subordination to minoritized groups, but will become
assimilated by subordinate groups who may then go on to reproduce such messages in
their communities (Freire, 1970).
“Undressing Spanglish”: Problematizing the non-Appropriateness of Spanglish.
At one point during the semester, students were assigned to read a textbook reading,
¿Traje de baño o traje de corbata?: Respetar el “Spanglish”, at home and come prepared to
discuss it in class. Students shared their impressions in small groups before the conversation was
opened to the class as a whole. An excerpt from this discussion was extracted from one of the
instructor journal entries:
Xochitl, one of my most outspoken students in the group took the lead by stating that she
strongly disliked the reading because it diminished her Spanish: “I don’t like it, I think
this is linguistic discrimination, it says our Spanish is informal, que es simple [that it is
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simple] and that, to me, is linguistic discrimination, porque hay la idea de que hay un
español mejor que debo aprender [ because there is the idea of a better Spanish that I
must learn].” As Xochitl spoke, I could see Anita, Abel, and a few other students nodding
their heads. It seemed she was not the only one recognizing the standard language
ideologies embedded in the Appropriateness narrative to language variation when she
stated, “it says that our Spanish is informal.” Her statement, “it is linguistic
discrimination,” echoes many of the problematizations that have been attributed to the
use of “appropriateness” as a framework to discuss language variation.
(Journal entry, 10/27/17)

As mentioned earlier, notions of Appropriateness support monoglossic ideologies that
present monolingual varieties of a language as superior to varieties with bilingual features, which
reproduces subordination of U.S. Spanish to foreign varieties (García, 2007; Leeman & Serafini,
2016). Additionally, this framework reduces language variation to an issue of formality by
ignoring the discussion on social factors that stigmatize and privilege certain dialects. In other
words, this approach overlooks how socially constructed systems of power get reproduced
through language (Leeman & Serafini, 2016). Moreover, the Appropriateness Framework
underscores the importance of acquiring privileged varieties under the implicit premise that
speaking those dialects will grant the minoritized speaker access to privileged spaces.
Nonetheless, Flores and Rosa (2015) draw from race theories to point out how speaking
privileged dialects may not open as many doors as promised, especially when the doorman is a
member of the privileged group. The authors claim that due to the racialization of minoritized
groups, “the white listener still perceives a markedness in their speech that is deviant from the
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standard, even when speakers of minoritized dialects speak the privileged dialect.” Hence, using
Raciolinguistics, Flores and Rosa (2015) confront those frameworks to language variation that
emphasize speech education among minority groups and instead shift the focus to a stress on
sociolinguistic awareness education for the white listener (Flores & Rosa, 2015, p. 152).
Although the ¿Traje de baño o traje de corbata?: Respetar el “Spanglish” reading was part of
the original curriculum for the course, it was crucial to problematize some of its ideologies in the
classroom as an exercise in examining how linguistic ideologies get reproduced within the
classroom, as well as allowing the students the opportunity to challenge knowledge presented.
Following the reading ¿Traje de baño o traje de corbata?: Respetar el “Spanglish”, the
textbook provides an activity that presents a series of sentences with language contact
phenomena. The instructions of the activity read: “Vuelve a mirar los cuatro fenómenos del
spanglish en la lectura de Potowski. Después, identifica los fenómenos subrayados en cada
ejemplo. Por último, reescribe las oraciones en un español más formal. [Review the four
linguistic phenomena of Spanglish in Potowski’s text. Then, identify the phenomena underlined
in each example. Finally, rewrite the sentences in a more formal Spanish] (Potowski, 2010,
p.101). Below, image 1 illustrates the activity as it appears in the textbook Conversaciones
Escritas.
Image 1. Conversaciones Escritas (Potowski, 2012) activity on language contact phenomena.
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After giving the students a few minutes to read the directions for this activity
individually, I, as the researcher-instructor, asked the students what it was that they were
supposed to do to complete the activity. Following is an excerpt from the instructor journals
which showcases how students made sense of the activity’s directions:
After reading the title of the activity out loud, I asked the students: “¿Que creeis que
quieren que hagáis en esta actividad?” [What do you think you are expected to do in this
activity?]. Gabriella was the first one to answer, “¿Escribir en el español propio?” [
Write in proper Spanish?]. I answered her question with a question of my own, “¿Cómo
es el español propio?” [ What is proper Spanish?]. Valentina raised her hand and
answered my question with doubt in her voice, “¿Sin Spanglish?” [Without Spanglish?].
(Journal entry, 10/27/17)

The students’ interaction should be used as a warning regarding framing language
variation as an issue of formality in the heritage language classroom. Gabriella’s and Valentina's
interactions underscored the correlation between monolingual Spanish and proper Spanish
embedded in the Appropriateness Framework. In fact, to the students, monolingual Spanish and
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formal Spanish seem to be synonyms, consequently conceiving bilingual practices as incorrect or
informal. These observations are consistent with those of Lowther-Pereira (2010) who examined
language ideologies in the SHLC at the same institution a decade prior. After a year of classroom
ethnographic work, Lowther-Pereira pointed out that teaching practices in the SHLC reinforced
the idea that “correct Spanish” and “monolingual Spanish” are equivalent (p. 238).
As such, and to challenge SLIs and linguistic hierarchies that position monolingualism as
the global norm, following the aforementioned activity and discussion, the students were given a
series of examples that problematized the assumption that “monolingual” is equivalent to
“formal”.
As a class we problematize the connection between monolingual Spanish and formal
Spanish by pointing out monolingual Spanish speakers who speak in informal registers,
as well as showcasing instances in which bilingual practices can take place in formal
settings such as a business meeting, a written newspaper article, and even a classroom
space! Taking as a model the words of Valentina, the class gave new instructions to the
activity: Identifica los fenómenos subrayados en cada ejemplo. Después, reescribe las
oraciones para una audiencia monolingüe de español. [Identify the linguistic phenomena
highlighted in each case. Then, rewrite the sentence for a monolingual Spanish audience].
(Journal entry, 10/27/17)
While the new set of activity instructions is not free of problematizations, the students
seemed to agree that there is a benefit to improving one’s writing to wider audiences. This
activity can also be modified to explore register and bilingual practices in different situations by
asking students to re-write each sentence for monolingual audiences in various contexts, such as
at city hall ora family gathering. Moreover, the activity could also include some sentences in
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monolingual Spanish that must be adapted to a bilingual audience in both formal and informal
settings. Reframing the activity builds on students’ linguistic knowledge to explore different
registers of the language, while fostering language awareness regarding the multitude of existing
Spanishes and Spanglishes.
“It’s too choppy”: Dissecting the syntactic constrictions of code-switching.
To complement the previous discussions regarding the use and stigmatization of codeswitching, it was crucial to include an in-classroom activity that validated Spanglish as a
bilingual practice, and that also provided linguistic legitimization of this practice. Consequently,
after discussing the analogy about the bathing suit and the dress suit, and after completing an
activity on monolingual Spanish speech, an activity was designed that used linguistic evidence to
legitimize code-switching practices in the classroom and beyond. In line with the critique of the
dress suit-bathing suit analogy, this activity is aimed at “undressing Spanglish” and examining
the rule-based anatomy of code-switching in the SHLC. The activity reproduced Toribio’s
(2002) study, in which SHLLs were given two famous children’s stories, The Beggar Prince and
Snow White and the Seven Dwarfs. Both texts were similar in length but presented different types
of code-switches. The excerpt from Snow White and the Seven Dwarfs included language
switching at boundaries known to violate code-switching constraints, such as those found
between auxiliary verbs and between an object pronoun and main verb. In contrast, The Beggar
Prince included switches at those boundaries that are shown to converge between languages,
such as between a subject and predicate and between a noun and subordinate clause, thus
following code-switching constraints (Aguirre, 1977; Gumperz & Hernández-Chávez, 1975;
Lance, 1975; Lipski, 1985; Poplack & Sankoff, 2004; Toribio, 2011; Zentella, 1997; to name a
few).
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For this activity, students were paired off, and in each group, one person was given a
copy of The Beggar Prince tale and the other, a copy of the Snow White and the Seven Dwarfs
story. Students were asked to read their assigned fairy tales and write their impressions. After a
five-minute period, students in each group switched readings and repeated the activity.
Following another five-minute interval, students were invited to share their impressions of the
readings with each other. To guide students’ discussions, four questions modeled after Toribio’s
(2002) study were provided. Toribio asked the students in her study: (1) Was the segment of the
fairy tale easily read?; (2) In comparing the two texts, which one was more easily read?
Understood?; (3) In comparing the two texts, which one did you enjoy best? Why?; (4) Is there a
difference in the type of mixing in each text?. An excerpt from one of the instructor journals
capturs the students’ responses to both tales:
Students unanimously agreed that The Beggar Prince was more enjoyable to understand
and read, because it was less “choppy”. When discussing their impressions on the Snow
White and the Seven Dwarfs passage, Valentina mentioned that, “Son demasiados
switches” [There are too many switches], to which Cristina added, “Son muy forzados”
[They are very forced]. Daniel went a step further observing, “El orden de las palabras
está mal, ¿qué no?” [The word order is wrong, isn’t it?]. Upon Daniel’s reflection, I
created two columns on the whiteboard and asked students to look at their fairytales and
write examples of code-switches that sounded “good” on one side, and examples of codeswitches that sounded “bad” on the other. Students took turns getting up and writing their
examples on the board. When we reached five examples in each column, I asked the
students whether they could see any patterns and discern what it is that makes some codeswitches sound good and others sound bad.
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After the initial euphoria of being able to instinctively discern between those switches
that violated code-switching constraints and those that did not, students felt frustrated by my
request to identify patterns within the “good switches” as compared to those within the “bad
switches”. The following excerpt includes journal notes from this activity and it was modified to
meet the goal of the activity: explore the syntactic constraints of code-switching and show
students that this is not a random skill, but a skill that requires advanced linguistic competence.
Even though I was not asking for the use of metalinguistic knowledge, students had a
hard time seeing patterns. However, they easily corrected the “wrong” code-switches by
rewriting the sentences with “good” code-switches. While students were “correcting” the
sentences, I provided some metalinguistic knowledge, as a means to provide them with
words to describe what they were doing. After rewriting the sentences, the students were
able to discern the structural patterns that “good” code-switches follow.
(Journal entry,10/30/17)
As a class, we drew the rules for code-switching and students realized that these
linguistic phenomena has systematic rules that avoid violating both English and Spanish
syntactic structures by only allowing intrasentential switches in sites where the two grammars
converge (Carvalho, 2012). Upon completing activity, students also recognized that engaging in
intrasentential code-switching without violating any constraint required a high command of both
English and Spanish (Zentella, 1997). In fact, in agreement with Toribio (2002), many students
were surprised by their instinctive knowledge about how to “code-switch”. This activity made
students reflect upon their own conceptions regarding code-switching, realize their instinctive
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knowledge of code-switching, as well as it showed them that code-switches are, in fact, a
legitimate rule-governed form of communication.
“I like sounding monolingual”: What linguistic agency really means.
A one-on-one interaction with one of the students provided further evidence of students’
burgeoning critical thinking about code-switching. At the end of one class session in particular,
Gabriella waited to speak to me, the researcher-instructor, privately.
She mentioned that it was very interesting to see the mechanics of code-switching,
because in her house she was never allowed to speak English. She grew up in a “En esta
casa solo se habla español” [In this house we only speak Spanish] environment. She
admitted that, in the past, she had judged people harshly for the way they spoke, thinking
that they code-switched because they did not know enough Spanish or were
“uneducated”. However, now she realized that code-switching was based on rules and
required advanced “bilingual skills”. Additionally, she also understood the terrible
implications of judging people based on their code-switching. She said that from now on,
she would be more mindful of her judgements in the future. However, she still would
prefer not to code-switch because she likes sounding like a monolingual speaker of
Spanish and wants to avoid stigmatization.
(Journal entry, 10/30/17)
Gabriella’s words echo SLIs that favor the use of monolingual varieties of a language by
positioning them at the top of a linguistic hierarchy. While her words may seem to underscore
the ineffectiveness of the SICP, they are, in fact, confirming the success of this pedagogical
sociolinguistic intervention in fostering CTC among students. Throughout the course of the
semester, Gabriella realized the implications of language attitudes and the legitimacy of code-
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switching, and she gained agency to decide for herself how she wanted to perform her identity
(Kroskrity, 2001; Mendoza-Denton, 2002).
Gabriella’s stance is a powerful reminder of the main objective of SICP, which does not
seek to promote a specific vision about bilingualism, but instead, equips SHLLs with the tools to
make informed linguistic decisions, challenge the social and linguistic status quo beyond the
classroom walls if they wish to do so, and actively participate in shaping their world.

The Students’ Perspective
The examination of students’ testimonies aims at complementing the observation in the
instructor journals regarding the implementation of the SICP. Focus-group interviews were
codified using MAXQDA software following the “In-Vivo” method with an eye on students’
development of CTC and its role in subverting SLI and linguistic hierarchies, especially when
discussing language variation.
One of the pillars of Leeman and Serafini’s (2016) CTC proposal was to develop
students’ critical understanding of the intricate relationship between language and power, as well
as to bring attention to how Spanish is situated in the sociopolitical context of the U.S. This is
especially true with regards to the role of language ideologies and attitudes in perpetuating
language subordination within and beyond the classroom walls. Evidence from focus-group
interviews also revealed an SICP impact in developing students’ CTC which can prepare SHLLs
to question pre-conceived notions about language, as well as increase students’ confidence in
their variety of Spanish.
Anita provided a clear example of how CTC can supply students with evidence that
debunks SLIs during her interview. In the following passage, Anita recounts how in the past,

84

Spanish with an Attitude

Andrea Herrera-Dulcet

instructors in the Spanish language classroom had characterized Spanish language as a
permanently inaccessible object:
Anita: Me han tocado maestros como que tratan español como si fuera esta cosa que ya
está escrito en piedra, en un pedestal y ya no lo puedes tocar. Y como que ella lo hace
como un poquito más accesible y lo explica como que es algo que está constantemente
cambiando y depende de las personas, depende de la región, pues va a cambiar todo el
lenguaje.
[I have had teachers who treated Spanish as if it were this thing already written in stone
and placed out of reach on top of a pedestal. And she makes it a little bit more accessible,
and explains language like something it is something that constantly changes and is
dependent on the speakers or the region, well, it is going to change the language.]
(Anita, Group 4)
Anita’s explanation illustrates the impact of SICP in fostering students’ CTC, as well as
how CTC can equip SHLLs in confronting SLI that idealizes privileged dialects as a norma culta
free of change and only accessible to those who are educated (Lippi-Green, 2012). While in the
past Anita may have thought of Spanish as a hegemonic body, SICP made her realize that
language is in a constant state of change, and it will change from place to place and from speaker
to speaker. Exposing students to a critical analysis of language variation can empower them
beyond the understanding of language itself and even contribute to a greater understanding of
their very own selves. This is precisely the case of Alex:
Alex: It helped me understand why I speak the way I do. Because it is a little bit different
than say, the way my mom speaks or, anyone else that I grew up with. It helps you
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understand your own background, studying the language-as a bilingual learner instead of
like, learning as a second language.
(Alex, Group 2)
In the above passage, Alex discloses that he speaks differently that his mom and other
people with whom he spent time during his childhood. In his words, taking the class with SICP
help him understand why he speaks the way he does, finding a new value and legitimacy in his
speech. Furthermore, Amanda, in the same focus group as Alex, builds on this thought by
narrating how participating in the SICP contributed to her linguistic confidence.
Amanda: It like, makes you feel comfortable. If you have an accent or something like
that, you don’t feel embarrassed about it anymore, because she really opens your mind to
that, having accents isn’t a bad thing. It’s just who you are. So, it’s just like a lot more
comfortable to speak in class.
(Amanda, Group 2)
Amanda’s account reveals that she grew up feeling self-conscious about her accent when
speaking Spanish. She narrates how the SICP made her feel “comfortable” about her Spanish
accent. Echoing Alex, learning about language variation, bilingualism, and language attitudes,
among other ideologies, really “opened her mind” and also brought her acceptance and
understanding regarding the way she speaks. Amanda’s words especially highlighted the role of
developing CTC as it shifted her thought process regarding her English accent when she speaks
Spanish: it went from something that caused her embarrassment to something she embraced as
part of her identity, because accents are “just who you are”.
Overall, the longer students were exposed to the SICP, the more they were able to
underscore direct connections between classroom meetings and the development of CTC.
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Simultaneously, acquiring CTC had a strong positive impact in students’ perceptions of their
own Spanish, which ultimately manifested in arguments and attitudes that challenged
internalized negative notions about bilingualism and U.S. Spanish.

Conclusion
A substantial amount of academic scholarship has been devoted to problematizing
approaches to language education that discuss language diversity around notions of
Appropriateness since these approaches can reproduce language subordination in the classroom.
As a response, a SICP was created to foster CTC among SHLLs, with the aim of subverting
linguistic discrimination in the classroom, shedding light on how to enact SICP for the college
SHLC, as well as the effects of this pedagogical approach in terminating classroom linguistic
subordination. Results of the analysis provided insight on pedagogical practices for SHLL
courses and explored classroom language ideologies in how they either perpetuate or subvert
linguistic subordination in the SHLC.
Data from the instructor journals focused on codified excerpts that narrated and modeled
critical approaches to discussing language variation in the SHLC. Altogether, the instructor
journals revealed that by using SICP, incidents that confirmed students’ CTC occurred twice as
often as those that either disconfirm or both confirmed and disconfirmed. These results
underscore the influence of SICP in incorporating sociolinguistic knowledge in the curriculum as
well as creating a learning space conducive to critical examination. Moreover, the results
presented in this paper were supported by the qualitative analysis of both instructor journals and
focus-group interviews.
Analysis of the journal entries showed how SICP can critically approach sociolinguistic
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topics relevant to SHLLs’ experiences, creating a multilingual space that allows for reflection
and discussion. Through the use of journal entries, the value of problematizing classroom
materials, for example, was illustrated, the likes of which allows students to question textbook
readings on their own terms. This in turn permits student knowledge to be valued in the
classroom while dismantling a banking-system learning approach in which students hold no
knowledge. Additionally, journal analysis underscored the importance of sociolinguistic
knowledge in vanquishing internalized negative attitudes towards one’s own variety of Spanish.
Focus-group testimonies underscored the CTC by pointing out specific connections
between classroom lessons and CTC. Additionally, student interviews showed SHLLs’
understanding of the ever-changing nature of language, which allowed them to defy sociallyconstructed linguistic hierarchies and embrace characteristics of their own language that have
been known to be stigmatized. Conclusively, SICP provided students with the tools to critically
examine their linguistic experiences as a minoritized group within the U.S. and created a
translingual learning space in which they could discuss language ideologies, identity, race, social
class, and other topics that concerned them, beyond the monolingual mode.
Based on this study’s findings, future research is needed to review language ideologies
embedded in course materials for SHLLs, as well as a systematic study of classroom practices. It
is crucial to invest in heritage language instructor education that emphasizes critical linguistic
awareness and the many ways in which instructor ideologies may inform students’ linguistic
attitudes towards the home varieties. Future research should also focus on evaluating whether
developing CTC shifts students’ language choices within and beyond the classroom walls.
Finally, more practical examples for sociolinguistically-informed critical pedagogies that
highlight student experiences are needed to fully assess the value of these pedagogies in fostering
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SHLLs’ CTC, especially at the college level. In following a long-standing call that asks for a
shift in Spanish heritage language education goals, from a focus on linguistic competency to a
critical translingual competence, Spanish heritage language instructors are urged to embrace
pedagogies that aim at creating translingual learning spaces where students can critically
examine their experiences, challenge the status quo, and use their multimodal voice to name the
world.
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“…AND THEN, SPANGLISH DOESN’T SEEM THAT BAD”:
ASSESSING CRITICAL TRANLISNGUAL COMPETENCE
Andrea Herrera Dulcet
University of Arizona
Abstract
The field of heritage language education has reached an agreement regarding the
benefits of including sociolinguistic topics in the heritage language classroom as a means
to develop students’ critical translingual competence (Carvalho, 2012; Leeman and
Serafini, 2016; Martinez, 2003; Parra, 2016). However, works that examine the
integration of sociolinguistic topics and critical pedagogy practice in the Spanish heritage
language classroom are still too scarce (Leeman, 2005; Fairclough & Beaudrie, 2016).
The present study examines quantitatively and qualitatively the impact of including
sociolinguistic topics in the HL curriculum together with a critical pedagogical approach,
reporting on: (1) ways in which sociolinguistic topics can be integrated into existing
curricula; and (2) measuring the impact of such changes in fostering students’ critical
sociolinguistic awareness. Data were elicited from a close-ended questionnaire
distributed and focus group interviews. The questionnaire was distributed amongst
participants at the beginning and at the end of the semester to a total of 84 students, 46 of
them exposed a sociolinguistically informed critical pedagogy, and 38 serving as the
control group. Questionnaire results were triangulated with data extracted from focus
group interviews with 19 voluntaries. Data analysis showed that in contrast to the control
group, intervention-students shifting language attitudes and linguistic choices during the
course, starting with language ideologies that reflected internalized narratives on standard
dialect and purist ideologies and moving onto a critical attitude that challenged taken for
granted conceptions about languages. These results agree with previous works that argue
in favor of sociolinguistically informed and critically framed pedagogies in the SHLLs
classroom as well as points future research to support SHLLs’ critical translingual
competence.
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Introduction
In the last two decades, there has been a proliferation of calls for Spanish heritage
language education to include sociolinguistics as part of its curriculum (Carvalho, 2012; Leeman,
2005; Leeman & Serafini, 2016; Leeman, 2018; Martinez, 2003). These calls suggest that
sociolinguistic topics such as language variation, language contact phenomena, and language
ideologies, among others, are extremely relevant to US Spanish speakers’ linguistic experiences
(Carvalho, 2012; Leeman & Serafini, 2016; Leeman, 2018). In fact, learning about the
differences between contextual and social variation, language contact phenomena, and why some
dialects are privileged while others are stigmatized can validate Spanish heritage language
learners’ dialects and multi-ethnic identities (Carreira, 2000; Carvalho, 2012; Leeman, 2005;
Leeman & Serafini, 2016; Martinez, 2003; Parra, 2016; among others). As Beaudrie (2015)
points out, considering the many benefits that sociolinguistics can offer to language education,
many Spanish heritage language courses in the U.S. have included sociolinguistics in their
curriculum. Her study also revealed that the heritage language programs that include
sociolinguistics in their curricula, approach the discussion on language variation using the
Appropriateness Framework. Under the notion of appropriateness, Spanish heritage language
learners (henceforth SHLLs) are taught that some forms of speech are more suited for academic
and professional settings, while others belong at home and other informal settings (Valdés,
1981). Nonetheless, the Appropriateness Framework does not recognize the social and class
power reproduction within the classroom when the instructor corrects stigmatized forms because
they are too informal or “inappropriate” for the academic environment (Martinez, 2003; Leeman
& Serafini, 2016). By the same token, when instructors enact this framework correcting words
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from the local variety and replacing them with equivalents that are considered more educated or
monolingual-like, they can unwillingly engage in language discrimination. Furthermore,
prejudicial language corrections subordinate U.S. Spanish, first to foreign varieties of the
language within the classroom, and second to English outside the classroom walls. In her
doctoral work, Lowther Pereira (2010) examined instructor language ideologies through
corrective feedback in the Spanish heritage language classroom (henceforth SHLC), and the
effect such ideologies could have on SHLLs perception of their home language. Her study
concluded that the instructor’s constant corrections of linguistic contact phenomena, such as
semantic extensions and calques, resulted in an increase of SHLLs’ linguistic insecurity and
preoccupation with “correct” forms of Spanish. Even worse, SHLLs viewed themselves as
speakers of “wrong Spanish”, while the instructor was perceived as speaking the “good” Spanish
(2010). Hence, messages targeting the informality of SHLLs’ speech are precisely what
perpetuates the stigma that SHLLs’ Spanish is not good enough for the classroom or the public
sphere all together.
Consequently, including sociolinguistic topics such as code-switching in the SHLC
without critical exploration can be counterproductive because SHLLs may be able to recognize
language contact phenomena, but still think that code-switching is a bad habit that must be
corrected from their speech (Beaudrie & Ducar, 2005; Carreira, 2000; Villa, 2002). In order to
avoid engaging in a cycle of linguistic subordination, the use of sociolinguistics in the SHLC
must go beyond describing and correcting bilingual forms to an understanding of how language
connects to larger socially-constructed structures (Faltis, 1990; Leeman, 2005; Martinez, 2003;
Leeman & Serafini, 2016). Hence, previous research indicates a need to shift the focus of
SHLLs’ instruction from dialect expansion to one of fostering SHLLs’ linguistic agency.
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A key component in fostering agency among SHLLs is to embed heritage language
education with the tenets of critical pedagogies, especially when discussing language variation.
As suggested by Freire (1970) in his seminal work, critical pedagogies seek to democratize the
learning experience by designing student-centered and dialogue-based classrooms that explore
topics relevant to students’ experiences. Kanpol (1999) adds that critical pedagogies claim to
encourage students to develop the necessary mechanism to challenge the societal status quo and
modify the very fabric of society. Importantly for the current project, when critical pedagogies
are applied to language, sociolinguistic topics are included in the curricula to promote Critical
Language Awareness (Fairclough, 1992), which underscores the interwoven relationships
between politics, economy, culture, and language. Hence, if the goal of Spanish heritage
language education is to promote SHLLs’ agency by fostering Critical Language Awareness
(henceforth:CLA), sociolinguistic topics in the SHLC must be examined following the tenets of
critical pedagogies. However, in the field of Spanish heritage language education, the studies that
document how sociolinguistically-informed critical pedagogies (henceforth: SICP) are enacted
and assessed in the college SHLC are still too scarce (Carreira, 2000; Carvalho, 2012; Leeman &
Serafini, 2016; Martinez, 2003; Parra, 2016; Toribio & Duran, 2018; to name a few). Thus,
Spanish heritage language educators and researchers alike struggle to implement SICP and assess
their effectiveness.
In response, the goal of this study is three-fold: (1) to implement a college-level SICP for
SHLLs aimed at fostering students’ CLA; (2) to develop a survey tool that can assess the impact
of this pedagogy by measuring students’ acquisition of CLA; and (3) to compare intervention
and control groups’ CLA at the beginning and at the end of the semester. The results of the
present study will contribute to future discussions regarding goals of heritage language
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education, the role of SICP in fostering CLA and linguistic agency, as well as provide a tool to
measure the impact of SICP pedagogies.

Theoretical Framework
Critical pedagogies build on critical theories and the notions of social and cultural
reproduction through schooling, which underscore the role of educational institutions in
legitimizing a particular societal order (Giroux, 1983; McLaren, 1989). In other words, the
political relationships in the world at large are reproduced within the classroom, which is
conceptualized as a microcosm (Auerbach, 1995). Under this assumption, if the classroom
microcosm is altered by promoting social justice, the societal order may be challenged and
rewired within, and beyond, the classroom walls.
An established theoretical attempt to promote social change through education is outlined
in the work of Paulo Freire (1970). A hallmark of critical pedagogies, he proposed a model
which seeks to change social order by challenging traditional learning environments that
contribute to a reproduction of social class division within the classroom. Freire draws attention
to a pattern in education that revolves around instructor-centered classrooms, whereby the
instructor is the sole source of knowledge. Freire calls this model the “banking system”, making
an analogy with banks and an educational system that expects instructors to deposit knowledge
into students, who in turn accept it without hesitation. Freire’s (1970) model for critical
pedagogy challenges the educational “banking system” and aims to awaken consciousness
among minority or marginalized students in order to provoke social change. In critical pedagogy,
the dialogue between the instructor (a discussion moderator) and students (the center of the
dialogue discussion) is the vehicle by which the latter achieve conscientização. In other words,
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by having the freedom to employ different dialectics, students achieve critical consciousness.
This allows them to challenge social, political, and ideological powers, ultimately transforming
the very fabric of society. When applied to the SHLC, critical pedagogies have as a goal the use
of Spanish for “critical reflection upon social, historical, and individual issues of concern to
learners” (Faltis, 1990, p. 119). Given the history of Spanish speakers and their subordination as
a “linguistic and cultural minority” in the U.S., critical pedagogy seems a coherent choice for
heritage language programs, as it seeks to challenge language hierarchies that subordinate
linguistic minorities and promote SHLLs’ agency development.
When language instructors apply the tenets of critical pedagogies to language education,
they promote what Fairclough (1992) called “Critical Language Awareness”, that is, the
understanding critically of the role of language in perpetuating socially-constructed systems,
since language is intertwined in culture, politics and power. There is a consensus among
proponents of CLA that sociolinguistics may frame language education as a struggle site where
educators and students explore the sociopolitical implications of language in reproducing culture,
knowledge, and identities (Giroux, 1983; Fairclough, 1992; Auerbach, 1995; Martinez, 2003;
Leeman, 2005; Pennycook, 2001; Leeman & Serafini, 2016). While CLA was originally
developed to raise awareness among first language (L1) learners, and has been used extensively
in literacy courses for African American Vernacular English speakers (Baugh, 2004; Alim, 2005;
Godley & Minnici, 2008; to name a few), its critical examination of the mechanisms by which
certain dialects of a language are stigmatized and subordinated is very relevant to the
examination of U.S. Spanish as well.
Many SHLLs bring to the classroom preconceived notions of what is “good” or “bad”
Spanish. These notions reproduce and perpetuate standard language ideologies, which favor the
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normative Spanish while devaluing certain dialects of this language (Martinez, 2003; Urciuoli,
2008; Villa, 2002). It has been extensively documented how stigmatization and subordination of
students’ varieties inside and outside of the classroom can result in linguistic insecurity and have
a detrimental impact on minority language maintenance (Anzaldúa, 1987; Rivera, 1999; Carreira,
2000; Leeman, 2005; Martinez, 2003; Rivera-Mills, 2011; Villa, 2002; Zentella, 1997; 2007).
Yet, critical examination of internalized understandings about language equips SHLLs to resist
language-based discrimination and overcome linguistic insecurity (Zentella, 2007). Precisely
with the idea to subvert linguistic discrimination and to legitimize students’ varieties in the
SHLC, several authors have proposed a variety of teaching approaches for raising CLA among
SHLLs (Carreira, 2000; Faltis, 1990; Martinez, 2003; Leeman, 2005; Leeman, Rabin, & RomanMendoza, 2011; Leeman & Serafini, 2016; Parra, 2011; Potowski, 2000).
Previous calls for inclusion of sociolinguistic tools into the SHLC have culminated in
Leeman and Serafini’s (2016) Critical Translingual Competence model (henceforth: CTC) for
SHLLs’ education. This model underscores the development of CTC among SHLLs by fostering
the “exploration of the principles and social meaning of variation, the sociolinguistic functions of
translanguaging practices, language attitudes and ideologies, the relationship between language
and identity, and the sociopolitics of language inside and outside the U.S.” (Leeman & Serafini,
2016, p. 65). Their model takes the implementation of critical pedagogies in the language
classroom a step further from previous proposals by embracing translingual practices in the
SHLC as a communicative tool that empowers students. Hence, departing from a teaching
approach that focuses on linguistic expansion, Leeman and Serafini’s approach equips SHLLs
with critical sociolinguistic knowledge to challenge, among other things, linguistic
subordination.
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Setting
The present study took place at a large public university located in a mid-sized
southwestern U.S. city with an estimated 42% of its population identifying as Hispanic (data
retrieved from U.S. Census Bureau, Census 2018; 2010). The demographic and geographical
location, only 60 miles from the U.S.-Mexico border, provided a very unique political and
linguistic setting for this project, as Spanish has a long-standing tradition in the area. In fact,
many Spanish speakers in the region can trace their roots to times when the territory belonged to
Mexico, forming a cultural-historical continuity in an area that is now divided by a political
border (Harner, 1995, p. 399). Currenlty, this historical continuity often translates into fluid
migration. In fact, many of the study participants who live and work in the U.S. Southwest often
travel to Mexico to visit extended family, establishing strong “cross-border ties” (González,
2001, p. 102-105). In other words, they have close relationships with relatives and family friends
on both sides of the Mexican-American border due traveling often between the two countries. As
a result of their travels, bilinguals are exposed to linguistic ideologies on both sides of the border.
Language ideologies are a “set of beliefs about language articulated by users as a rationalization
is justification of perceived language structure and use” (Silverstein, 1979, p. 193). When
language ideologies are used to promote a specific standardized form of speech they are
identified as standard language ideologies (Milroy & Milroy, 1999). In this study, the term
standard language ideology (henceforth: SLI) is defined as a “bias toward an abstracted,
idealized, homogenous spoken language which is imposed and maintained by dominant bloc
institutions and which names as its model the written language, but which is drawn primarily
from the spoken language of the upper middle class” (Lippi-Green, 1997, p. 67). Despite the
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U.S. Southwest’s longstanding multilingual and multicultural history, SLIs that conceive
minority languages as deviant from the norm are deeply rooted in the area and bilingualism can
bring into question national loyalty and patriotism (Cashman, 2009, p. 56).
The overwhelmingly anti-immigrant and anti-bilingual sentiment throughout the area too
often translates in the form of language policies that have detrimental implications for bilingual
children (Cashman, 2009; Martínez, 2006; Combs, Evans, Fletcher, Parra, & Jiménez, 2005). A
clear example is Proposition 203, which passed in November 2000 and required all public-school
instruction be conducted in English, including public schools in the area where up to 92% of the
students have Mexican origins (Combs, et al., 2005, p. 706). To make matters worse, SHLLs
engaging in bilingual practices in the community are often called “pochos”, a derogatory term
that Spanish speakers use to mock people of Mexican origin who do not speak Spanish. In
summary, the U.S. Southwest is a geographical area politically and linguistically loaded with
prejudices negatively affecting the local bilinguals from both sides of the border (González,
2001).

I grew up speaking Spanglish, but Spanish [here, in the U.S.] is tacky and
Spanglish [in Mexico] is bad.
(Rosy, Group 6)

A clear example of the negative double standard is illustrated by one of the participants in
the current study (quoted above), who explains that speaking Spanish in the U.S. is criticized and
at the same time code-switching between English and Spanish in Mexico is stigmatized. It is
precisely the young adults being exposed to the Southwest’s linguistically- and ideologically-
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hostile frontier, such as Rosy, who are the students in the SHLL classes where the present study
took place. Yet, spaces designed to support U.S. Spanish speakers, such as the Spanish language
classroom or the local Spanish-speaking community, also play a role in perpetuating such
negative language attitudes. Many of the linguistic practices known to U.S. Spanish such as
code-switching, calques, borrowings, and semantic extensions are still criticized and corrected in
academia under the pretext of promoting what Heller (1999, p. 271) named “parallelmonolinguals” (Carvalho, 2012; Martinez, 2003; Villa, 2002). In order words, bilingual
education embraces SLI when it seeks to erase linguistic bilingual forms from SHLLs’ speech,
thus promoting performing in monolingual modes and correcting interlanguage interference.
(Baker, 2003; Carvalho, 2012; Creese & Blackledge, 2008; Cummins, 2005; Grosjean, 1982;
Swain, 1983). Inevitably, the political, linguistic, and historical climate of the area, together with
the language ideologies observed at home and at school, shape SHLLs who may assimilate SLI
and develop negative attitudes towards one’s own form of speech (Fuller, 2013; Lippi-Green,
2012; Parodi, 2008; Zentella, 2007).

The Participants
The university where this study took place also shares a large Hispanic or Latino student
body, totaling 25.3% of the student body (University of Arizona Factbook, 2014-2015).
Additionally, in 2018 the university was designated as a Hispanic Serving Institution and has
been committed to bilingual education for more than 40 years, including maintaining the largest
Spanish heritage language program (henceforth SHLP) in the nation.
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A total of 84 participants, distributed across four sections of the same course, participated
in the study by enrolling in an advanced writing skills course for Spanish heritage learners at the
University of Arizona during Fall 2017. While there was variance amongst the students’ place of
origin, as well as their bilingual competence, in their vast majority, the SHLLs were local
students who had grown up in the Borderlands (Anzaldua, 1987), and thus had internalized SLI
in different degrees. Table 1 shows the students’ distribution by sections.

Table 1. Students enrolled in Advanced Writing Spanish course during Fall 2017
Intervention

Control Group

Total Participants

Section number

001

002

003

004

001, 002, 003, and 007

Students enrolled

20

26

25

13

84

Total

46

38

84

Participants contributed to the study by engaging in class materials, voluntarily filling out
an online questionnaire, and participating in focus groups. The language attitudes and practices
that local students bring into the SHLC, together with the textbook and syllabus already in use in
this course, make this the ideal group to examine the development of critical translingual
awareness among SHLLs.

The Curriculum
The advanced writing course at the University of Arizona for SHLLs approaches writing
as a process and focuses on developing students’ academic writing skills, especially in
argumentative essays. All sections of the course used the textbook Conversaciones Escritas
(Potowski, 2010) at the time of the study, which lends itself very well to critical pedagogies. The
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textbook underscores the Spanish-speaking experience in the U.S. by developing chapters around
topics of relevance to SHLLs, such as cultural heritage and the relationship between language
and identity, as well as current events that have an impact in the community like immigration
and minimum wage reforms. While the material already in use in the course agrees easily with a
critical pedagogy, the textbook sections that examine language variation are framed following
the principles of the Appropriateness Framework (Valdés, 1981). The Appropriateness
Framework is currently the most used model in the U.S. among Spanish heritage language
courses that include a sociolinguistic component (Beaudrie, 2015) and it is extensively used in
textbooks targeting Spanish for heritage language speakers (Ducar, 2009; Leeman & Martinez,
2007). Within this framework of language variation, SHLLs learn that some Spanish registers are
more appropriate to certain contexts than are others. Extensive literature problematizes this
approach since it frames sociolinguistic variation as a simple matter of formality, ignoring the
stigma and discrimination that certain forms of Spanish suffer (Leeman & Serafini, 2016;
Martinez, 2003).
A clear example of this approach can be seen in Conversaciones Escritas (Potowski,
2010) where it is stated that “los hispanohablantes criados en Estados Unidos llegan a la clase de
español con un español de la playa, y nuestra meta es ampliarles el vestuario para que puedan
vestirse apropiadamente para eventos más formales” [many U.S. Spanish speakers come to
Spanish class with a “beach” version of Spanish, and it is our goal to expand their “wardrobe” to
ensure they can dress appropriately for more formal events] (p. 99). Stating that SHLLs come to
the language classroom with un español de la playa, reinforces the idea that a student’s variety is
equivalent to “slang”, subordinating their speech to a higher privileged, and often foreign,
Spanish variety used in formal and professional contexts. Moreover, it sustains the falsehood that
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acquiring this new variety will grant students access to privileged spaces (Flores & Rosa, YEAR;
Leeman & Serafini, 2016; Lippi-Green, 2012). Another example of the how appropriateness can
stigmatize linguistic practices appears in chapter 3 of Conversaciones Escritas. In this case,
SHLLs are presented with a series of written sentences that include linguistic phenomena
resulting from language contact situations, such as calques, borrowings, lexical extensions, and
code-switching. The title for the first section of the chapter reads, “La identificación de usos
informales” [Identification of informal uses] (p. 101). It goes on to provide the following
description:
La lectura 3 [de este capítulo] presentó la idea de que hay usos formales e
informales. En los ensayos académicos escritos debemos usar usos formales y
evitar los usos informales. Con el tiempo y la práctica y mucha lectura en español,
aprenderás a distinguir entre usos formales e informales. Vuelve a mirar los
cuatro fenómenos del Spanglish en la lectura de Potowski. Después identifica los
fenómenos subrayados en cada ejemplo. Por último, reescribe las oraciones en un
español más formal. [Reading #3 in this chapter introduced the idea that there are
formal and informal usages of language. In academic essays, we must use formal
language and avoid the informal. With time, practice, and many hours of reading
in Spanish, you will learn how to distinguish between formal and informal usage
of language. Review the four Spanglish phenomena presented in Potowski’s text.
Next, identify the phenomena underlined in each example. Lastly, rewrite the
sentences in a more formal Spanish.]

Image 1. Conversaciones Escritas, p. 101 (Potoswki, 2010)
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Asking students to identify the language contact phenomena being exemplified in each
sentence, such as a calques or borrowing, and then practicing re-writing the sentence using
“formal Spanish”, that is, using monolingual Spanish, sends the idea that formal Spanish and
monolingual Spanish are the same thing. Hence, these types of activities confuse language
variation with register, reducing bilingual features to a matter of alleged formality. Additionally,
antagonizing U.S. Spanish with language contact phenomena to a correct form of Spanish that is
clean of linguistic interferences reinforces the idea that a bilingual must behave like two
monolinguals in one and that, to be formal or proper, languages must be separated (Grosjean,
1982). Moreover, asking students in an activity such as this to re-write a sentence using “more
formal Spanish” that does not include the contact features that they use in their daily speech
inevitably leads to the assumption that U.S. Spanish is, by default, “informal” or “not proper” for
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the classroom. When activities like the aforementioned are included in the SHLLs’ curricula
without critical examination that includes sociolinguistic topics such as language variation,
language ideologies, and the relationship between language and power, we reproduce views in
which SHLLs’ Spanish in the classroom is subordinated to a monolingual variety. However, it is
important to note that avoiding contact language phenomena in writing a text or in speaking does
not automatically produce an academic style or formal production of the language. One can
speak or write in monolingual Spanish and still use a very “casual” or “slang-associated”
register.
In addition to sharing the same textbook, all students enrolled in the four sections of the
advanced writing skills course for SHLLs at the University of Arizona shared other
commonalities. Among all four groups students presented high linguistic competencies in both
Spanish and English and were minoring in Spanish language. Additionally, all sections had
Spanish native-speaker instructors who grew up as Spanish speakers in territories where Spanish
is the official language. In contrast, there were three key differences across sections 001 and 002,
which were determined the intervention group, and sections 003 and 004, which acted as control
groups: (1) Sections 001 and 002 were taught by the researcher, while sections 003 and 004 were
taught by two other instructors in the Spanish heritage language program; (2) the researcher was
the only instructor purposely and organically engaging in translingual practices as a medium of
instruction; and (3) only the intervention group was exposed to a critical pedagogy and used the
complementary sociolinguistic modules in its curriculum.

Enacting and Assessing a Sociolinguistically-informed Pedagogy
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Leeman and Serafini’s (2016) Critical Translingual Competence Model provides
guidelines on how to enact a sociolinguistically-informed critical pedagogy for SHLLs. Their
model uses sociolinguistic evidence and critical pedagogies to tackle the discussion around
language diversity in the SHLC, thus, overcoming the limitations embedded in the
Appropriateness Framework. The authors argue for a critical approach to SHL (and second
language) instruction that revolves around 4 pillars: (i) multilingualism, (ii) language variation,
(iii) multilingual discourse, and (iv) language attitudes and ideologies. To include these pillars in
the existing curricula designed for the advanced writing skills course, a total of four
sociolinguistic modules were developed based on this author’s interpretation of Leeman and
Serafini’s (2016) CTC model. The curriculum companion including sociolinguistic activities
were presented as part of the chapter’s material and distributed along the 17-week course. Table
2 shows the title and focus of each sociolinguistic module and the chapter of Conversaciones
Escritas (Potowski, 2010) in which it was included.

Table 2. Sociolinguistic modules for an advanced writing skills course for Spanish heritage
language learners
Chapter from Conversaciones Escritas

Sociolinguistic Module

Chapter 1: La inmigración

Module #1: Language attitudes

Chapter 2: ¿Qué importa el nombre?

Module #2: Language and identity

Chapter 3: Cuestiones de lengua

Module #3: Language variation and multilingual
discourse

Chapter 4: El mundo Laboral

Module #4: Spanish in the public sphere
(Language policy and linguistic landscape)

115

Spanish with an Attitude

Andrea Herrera-Dulcet

All four sociolinguistic modules covered in the present study were tailored to meet the CTC
model guidelines while also matching the syllabus and the pre-existing class program for the course.
Each module included four classroom activities and one hands-on sociolinguistic experiment. Keeping
in mind the institutional and curricular limitations that educators face when adding supplementary
materials for pre-approved undergraduate courses, the intention here is to exemplify how small
adjustments can be made in a language course to implement a SICP that can foster SHLLs’
development of CTC.

Survey Development
In order to measure the effectiveness of the SICP in fostering SHLLs’ CTC, a survey was
created using Qualtrics software. For purposes of this study, it was crucial that the survey could
assess the impact of the SICP in fostering SHLLs’ CTC, not only comparing the differences
between the intervention and control groups, but also within the groups themselves at the
beginning and end of the semester.
The survey contained a total of five sections with questions eliciting information on a
specific topic in each section. The first section collected demographic information from the
participants. The second section sought to understand the participants’ English and Spanish
speaking habits. Questions in this section were based on previous surveys on linguistic practices
(Beaudrie & Ducar, 2005; Beaudrie, 2006; Ducar, 2008). The third section reported on SHLLs’
English and Spanish language use expectations for the SHLC. Both, the second and third
sections followed a five-point (Likert, 1932) scale design in which participants completely
disagreed (1) or completely agreed (5) with a series of given statements. Section 4 measured
SHLLs’ language attitudes, taking as a model Baker’s (2003) study on attitudes toward Welsh in
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the UK. Baker (2003) was chosen as the model to follow under the rationale that both the
participants on his Welsh study and the participants of the current study are speakers of
subordinated languages. Finally, the last section assessed SHLLs’ CTC (Leeman & Serafini,
2016) based on the sociolinguistic topics examined in class during the semester. Table 3 shows
the survey’s questions organized by thematical sections.

Table 3. CTC online survey question distribution
Section

Question

Topic

Section I

2-8

Demographic information

Section II

9-15

Spanish speaking habits

Section III

16-18

Spanish and English in the heritage classroom

Section IV

19-22

Language attitudes and ideologies

Section V

23-27

Critical Translingual Competence

A series of measures were taken to ensure the effectiveness and reliability of the survey.
First, once the survey questions were chosen, they were discussed with a small group of experts
in the field. Secondly, a Cronbach’s Alpha test (Cronbach, 1951) was performed to assess the
internal consistency of each of the survey questions. In general, a score higher than 0.7 shows
good internal consistency amongst the subitems in a survey question. Since this is a
multidimensional test, it was not relevant to seek a Cronbach’s Alpha score for the test as a
whole. Instead, Cronbach’s Alpha looked at the internal consistency for each matrix question.
Based on the Alpha scores, a question from each section was determined to be the section’s
matrix question, that is, the question with the highest internal consistency that could best
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represent an SHLL’s answer for the overall category. To best answer the aforementioned
research questions, this paper will examine the matrix questions for section V on CTC. The
matrix question for the CTC section, consisting of a 9-item sub-scale and score of α = .0.863,
demonstrated a strong internal consistency within this matrix question. Third, the test was
administered to a small sample of native participants to assess the readability of the survey
questions. Lastly, once the survey tool passed all these checkpoints successfully, it was
administered to the participants of the study.

Data Collection
Survey distribution. Educational research often relies on impact evaluation, also known
as summative evaluation, to analyze the extent to which a treatment or other service has an
effect. The process of evaluation can employ a wide range of indicators, such as program records
or student participant surveys, to answer the general question “Did the program work?” (Check
& Schutt, 2012, p. 6). Using methods grounded in the field of Education, the present study
measured the impact of the SICP with beginning- and end-of-semester surveys distributed to
student participants in both the intervention and control groups. The survey distribution design is
based on a sample model, in which a random sample of the students took the survey at the
beginning of the semester and the remaining students took it at the end. This model allowed for
the creation of two gauges to compare CTC levels in each group at the beginning and end of the
semester.
All 84 students who took part in the current study, divided into their respective section of the
course (2 intervention sections and 2 control sections), received a link to the CTC survey during
the first two weeks of classes. Upon students logging in to the university network with their
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personal passwords, the Qualtrics software randomly selected only 50% of the students in each
section to take the survey, while the other 50% was redirected to the end of the survey without
answering any questions. The results of this first round of survey answers, collected at the
beginning of the semester, were then used as the overall pre-intervention benchmark for both the
intervention and control groups. Following the same system, around three weeks prior tothe end
of the semester, all the students participating in the study received another link to the CTC
survey. This time, after students logged in with their personal passwords, the Qualtrics software
identified the students who had already been selected to complete the survey at the beginning of
the semester and did not allow them into the survey, instead leading them to the exit screen. The
remaining students who had not been allowed into the survey at the beginning of the semester
were now directed to complete the survey at semester’s end. The results of the second round of
survey answers, collected at the end of the semester, were then used as the overall postintervention benchmark for both the intervention and control groups.
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Figure 1. Online survey distribution among participants in intervention and control groups

As shown in Figure 1, the present distribution design was chosen because it allowed for a
comparison of the differences between subjects within the intervention group and within the
control group, as well as a comparison of the differences between subjects across the
intervention and control groups. As shown in Table 4, from a total of 84 participants, 62 surveys
were included in the study. The remaining 22 surveys were excluded from the study due to
incomplete submissions.
Table 4. Participants who took the Qualtrics survey during Fall 2017
Intervention

Control

Total

Section

001

002

003

004

BEGIN

11

16

6

3

36

END

8

7

4

7

26
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23

10

10

62

This design allowed the researcher to collect a random sample from all sections to be
used as a pre-intervention measure for the study to generalize a gauge mark for SHLLs’ CTC at
the beginning of the semester. Likewise, the random sample taken at the end of the semester was
used to measure the CTC for the overall group. To ensure that the survey answers were robust
(reflected students’ honest beliefs), they were triangulated with qualitative data from focus
groups.
Focus Groups. While a total of 84 students participated in the study, only those SHLLs
who were exposed to the SICP were invited to participate in the focus groups as means to have
additional data to triangulate students’ survey answers. Focus group interviews were conducted
by a research assistant who had no direct relationship to the students (Anderson & Jones, 2000;
Herr & Anderson, 2005). The research assistant was a native Anglo speaker who learned Spanish
in high school, most particularly living in Mexico as an exchange student for one year. The
research assistant was chosen as an interviewer for her advanced communication skills in both
English and Spanish, as well as for her experience as a Spanish heritage language instructor at
the university where the study took place. A total of 19 participants recruited from the
intervention group met with the research assistant between weeks 8 and 12 of the semester to
engage in a 50-minute, semi-structured interview that focused on discussing SHLLs’ CTC and
language attitudes. Following IRB normatives, the researcher did not have access the focus
group data until the end of the semester when participants’ course grades were already posted.
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All focus group discussions were recorded, transcribed, and coded with MAXQDA (Verbi,
2016) prior to qualitative analysis.

Data Analysis and Discussion
Data collected from the surveys was analyzed through Factor Analysis (Thurstone, 1931),
to reduce the number of variables in the data set, as well as to detect patterns among the
relationship between variables. That is, the factors extracted from the analysis were a set of
variables that can explain similar response patterns. In Factor Analysis, factors are listed
according to factor loadings, meaning, they are grouped according to how much variation they
can explain (“Statistics How to”, 2019). SPSS Statistics (version 25; IBM, 2017) software was
used to perform a Principal Component Analysis, extracted through variance maximizing
(varimax orthogonal rotation).
Additionally, 2 (beginning and end semester) x 2 (treatment and control) Factorial
Anovas were extracted from each of the questions analyzed in order to measure the significance
and impact of the pedagogical intervention. Using Factor Analysis and Anovas highlighted
where there was a statistically significant difference between the beginning and end of the
semester benchmarks across intervention and control groups.
While the overall survey included a total of 27 questions divided across five sections
eliciting information from demographics to language attitudes, for purposes of the present study,
the following analysis focuses on Matrix Question 27 examining CTC. For a detailed listing on
the question and its items, see the full survey in Appendix E.

Matrix Question 27
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Ten sub-questions relating to CLA were the factors analyzed in Matrix Wuestion 27,
using principal component analysis with Varimax (orthogonal) rotation. The analysis yielded two
factors explaining a total of 69.784% of the variance for the entire set of variables. The first
factor (Factor 1) was labeled “Critical Translingual Competence” due to the high loadings by the
following sub-items indicating agreement with the statement, “Indicate how much you agree
with each of the following statements…”:
•

(27.1) People who speak languages other than English can speak them at home, but they
should not speak them in public spaces; it creates conflict;

•

(27.2) Spanglish should be allowed in the Spanish heritage language class for
conversation among peers and the instructor;

•

(27.5) Schools must focus on teaching only English to children. Heritage languages
should only be learned at home;

•

(27.6) People who speak languages other than English are not as patriotic as English
speakers;

•

(27.7) Having people who speak languages other than English can be a threat to the unity
of the U.S.;

•

(27.8) Parents should stop teaching Spanish to their kids to ensure they learn English;

•

(27.9) Learning a heritage language can get in the way of learning English; and

•

(27.10) Spanish-speaking parents should not teach Spanish to their kids; this way they
can learn good Spanish in school.

Factor 1 explained 54. 516% of the variance of Matrix Question 27.
The second factor that was identified in the Varimax (orthogonal) rotation (Factor 2) was
designated “Standard Language Ideologies” due to the high loadings by the following sub-items
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indicating agreement with the statement, “Indicate how much you agree with each of the
following statements…”:
•

(27.3) Everyone who lives in the US must learn English; and

•

(27.4) English is key for success in the US.

Factor 2 explained the remaining 15.518% of the variance. The factors that affect the question
the most have the highest factor loadings and are bolded in Table 5. Factor loadings nearing one
show more of an effect on the variable, while factor loadings approximating zero indicate no
effect on the variable. The correspondence between factors and questions is presented in Table 5.

Table 6. Matrix Question 27 Factor Analysis distribution per question sub-item
Question

Factor 1:
Critical
Translingual
Competence

Factor 2:
Standard
Language
Ideologies

20.1. Indicate how much you agree with the following
statement: People who speak languages other than English
can speak them at home, but they should not speak them in
public spaces; it creates conflict.

0.766

-0.023

20.2. Indicate how much you agree with the following
statement: Spanglish should be allowed in the Spanish
heritage language class for conversation among peers and
the instructor.

0.037

-0.249

20.3. Indicate how much you agree with the following
statement: Everyone who lives in the US must learn English.

0.069

0.851

20.4. Indicate how much you agree with the following
statement: English is key for success in the US.

0.128

0.842

20.5. Indicate how much you agree with the following
0.909
statement: Schools must focus on teaching only English to
children. Heritage languages should only be learned at home.

0.087
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20.6. Indicate how much you agree with the following
statement: People who speak languages other than English
are not as patriotic as English speakers.

0.830

0.128

20.7. Indicate how much you agree with the following
statement: Having people who speak languages other than
English can be a threat to the unity of the US.

0.861

0.151

20.8. Indicate how much you agree with the following
statement: Parents should stop teaching Spanish to their kids
to ensure they learn English.

0.884

-0.026

20.9. Indicate how much you agree with the following
statement: Learning a heritage language can get in the way
of learning English.

0.943

-0.042

20.10. Indicate how much you agree with the following
statement: Spanish-speaking parents should not teach
Spanish to their kids; this way they can learn good Spanish
in school.

0.943

-0.087

Totals

Eigen total value

5.452

1.527

% of total variance

54.266

15.518

Each of the two factors was analyzed individually to accurately represent the impact of
SICPs in informing SHLLs’ CTC. As seen in Figure 2 and 3, each factor was examined at the
beginning and end of the semester across intervention and control groups, to compare whether
there was a difference in SHLLs’ values pre- and post-pedagogical intervention.
Figure 2. Matrix Question 27, Factor 1 “Critical Translingual Competence”, estimated marginal
means for intervention and control groups at the beginning and end of the semester
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Figure 2 shows SHLLs’ CTC for control and intervention groups at the beginning and
end of the semester. Both control and intervention groups were using the textbook
Conversaciones Escritas (Potowski, 2010), which includes topics on language variation,
assimilation and acculturation, as well as bilingual education. As stated earlier, Conversaciones
Escritas (Potowski, 2010) uses the Appropriateness Framework to discuss language variation,
which has been problematized because it subordinates bilingual varieties to monolingual
varieties, ignores language stigmatization, and reduces language diversity to a formality issue
(Leeman & Serafini, 2016; Martinez, 2003). In contrast, the intervention group exposed to the
SICP was expected to show higher rates of CTC. Statistical analysis showed a meaningful
change across groups over the course of the semester, with the intervention participants
significantly increasing their CTC (p = 0.00), while control group members remained the same
throughout the semester.
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Comparing the results from Factor 1 with the results for Factor 2 “Standard Language
Ideologies”, sheds additional light on this question exposing the role of SICP in combating
standard language ideologies that subordinate U.S. Spanish propagating negative attitudes
towards U.S. Spanish in the classroom and at home.

Figure 5. Matrix Question 27, Factor 2 “Standard Language Ideologies”, estimated marginal
means for intervention and control groups at the beginning and end of the semester

Figure 5 further indicates agreement with statements that have been traditionally aligned
with “standard language” ideologies, for instance, presenting English as the key to unlocking
success in the U.S. Despite statistical analysis not showing a significant change across groups
over the course of the semester (p = 0.783), the control group revealed the greatest alignment to
“Standard Language Ideologies” both at the beginning and at the end of the heritage language
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course. The following section will discuss the survey results for Matrix Question 27 Factor 1
”Critical Translingual Competence” and Factor 2 “Standard Language Ideologies” in more
detail, as well as will triangulate SHLLs’ questionnaire responses with their testimonies from the
focus groups. As Patton (2002, p. 159) reminds us, qualitative research methods are key in
evaluation studies because they can help understand internal dynamics as well as help understand
unexpected results. The aim of the following section then, is to shed additional light on the
impact of SICP in fostering SHLLs’ CTC.
Critical Translingual Competence as a means to contest standard language ideologies. The
results of matrix question 27 are consistent and supported by data collected from focus group
interviews. SHLLs in the intervention group were shown to develop CTC, which resulted in the
acquisition of sociolinguistic knowledge that can be used to challenge standard language
ideologies, as well as gain appreciation towards home varieties of Spanish. The following
excerpts, in which Rosy, an intervention participant, explains what it meant to her to came to the
realization that Spanglish was not a “bad thing”, exemplify how SICP can assist CTC
development among SHLLs.

…for example, my parents have this very negative thing about Spanglish. If I’m
talking to my mom, I will speak Spanish but then my sister walks in, and I’ll speak
English to her. But then she’s [my mom] is like, “don’t talk like that” [mixing
languages]. Then I go to this class and I was just like, holy shit, there is so many
different types of Spanish. And then Spanglish just doesn’t seem that bad. Just
because I’m starting to see that it’s really a natural thing. Like, I can’t help it.
(Rosy, Group 6)
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Obviously with my parents I’ll speak a hundred percent Spanish. But if I [switch
over] to English, they understand. So, I’m like, “don’t pretend it’s a bad thing, you
get what I’m saying.”
(Rosy, Group 6)

Rosy’s remarks clearly exemplify the positive impact of SICP on equipping SHLLs to
challenge internalized notions of language incompleteness and stigmatization. First, she states
that her mother corrects her code-switching, which, as pointed out in the Matrix Question 20
analysis, underscores internalized messages of parallel monolingualism (Heller, 1999, p. 271).
Secondly, Rosy explains that learning about language variation and how political and cultural
powers are woven into language gave her the tools to recognize ideology-based misconceptions
about bilingualism. Her quote “holy shit, there is so many different types of Spanish. And then
Spanglish just doesn’t seem that bad” is a clear example of gaining sociolinguistic awareness
from a critical stance validates students’ linguistic experiences by legitimizing their speech.
Finally, as reflected in the statement “don’t pretend it’s a bad thing, you get what I’m saying”,
Rosy denounces the language ideologies behind her mom’s disposition to correct her codeswitching. By stating that she knows her mom is pretending that Spanglish is bad, Rosy
stablishes that ideologies are learned and acquired at the same time that she validates codeswitching itself, describing it as “something natural”. Hence, developing CTC has given her the
means to discontinue the reproduction cycle of standard language ideologies designed to
stigmatize bilingual linguist practices.
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Other statements from intervention-group participants echo the same transformation. For
instance, in the following passage, Astrid explains how learning that code-switching had
syntactic constraints and was rule-governed gave this practice a validity she did not believe it
had before:

I feel everything we’re learning has a purpose. For example, yesterday she [the
instructor] gave us two different slips of paper, they were two different stories and
they were in Spanglish. She was demonstrating how each one incorporated English
and Spanish at the same time. But they did it differently, showing that [one of the
stories] followed a certain set of rules grammatically [but the other did not]. Even
though it’s [Spanglish] not an official language.
(Astrid, Group 5)

Astrid’s statement shows how “purposeful” dissecting code-switching and studying its
behavior is for SHLLs. Moreover, the activity referenced, based on Toribio (2011), showed
students that code-switching was not random, and it required a certain degree of mastery in both
languages to use it without violating any of the Structural Equivalency Constraints (Gumperz &
Hernández-Chávez, 1975; Lance, 1975; Lipski, 1985; Toribio, 2011; among others). In other
words, including sociolinguistics in the SHLC contributes to legitimizing SHLLs’ speech by
demystifying preconceived misconceptions about U.S. Spanish, such as the belief that codeswitching is the speech of the uneducated (Martinez, 2003; Villa, 2002). As previous claims for
the inclusion of code-switching in the college SHLC have suggested, learning that codeswitching is ruled by syntactic and grammatical structures legitimizes Spanglish in the mind of
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the speaker who stops perceiving it as a random linguistic habit (Carvalho, 2012; Toribio &
Duran, 2018).
Moreover, critically examining sociolinguistics in the SHLC and legitimizing students’
linguistic practices, helps them identify micro-linguistic aggressions and equips them with the
tools to dissect acts of linguistic discrimination. As part of the focus group interviews, students
were given several case-study scenarios to dissect language discrimination acts. In these casestudies, participants were presented with a scenario in which two bilingual teenagers are
speaking Spanish and English at a grocery store when an older Anglo-speaking woman tells
them to speak English “because this is America”. Anita from Focus group 003 denounces this act
as linguistic discrimination in the following excerpt:

I think it is [linguistic] discrimination. I do think that some people, when they say,
“speak English”, they have these English Only, Pure English ideologies. For the
other person [the bilingual teenager], I feel they might feel offended because, I am
just like them, I use both languages. I change them all the time, I feel like that’s
part of my identity. That is part of who I am because that’s how I’ve grown up,
being able to speak in both languages, changing them, using them interchangeably.
I feel that for the person who was told that [the bilingual teenager], it would be
very discouraging because they wouldn’t be able to just be themselves.
(Anita, Group 3)

Anita’s insight demonstrates that gaining agency and empowering SHLLs comes from
acquiring the mechanisms to recognize the problem, name it, and denounce it. Anita has the
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language to expose the “English Only, Pure English ideologies” hidden behind the act of calling
someone out for not speaking English. The capacity to identify and reject such ideologies agrees
with survey results from Matrix Question 27 which showed that increased CTC among SHLLs
meant that the students position themselves farther away from “purist language ideologies”.
Furthermore, Anita’s statement examines how linguistic aggressions damage one’s confidence
and sense of identity. Because language and identity are intrinsically related, attacking one’s
language means attacking that person’s identity (Anzaldúa, 1987). Anita indicates that she
herself changes languages all the time and that that form of speech is a key part of her identity.
Encountering such situations can be especially discouraging for bilinguals, who, as Anita
explains, “would not be able to just be themselves”. Critically examining the problem and
naming it is key for bilinguals to be able to interrupt linguistic discrimination and stand up for
themselves. This is precisely the case of Diana, who was told to “speak English” by a bystander
while shopping at a store with her son:

I was talking to my 3-year-old at the time and we were at Target and he wanted a toy.
Yo le dije que no quería. Que no, que no, que tenía muchas pistolitas [and I told him I
was not going to buy it, no no, because he already had too many guns]. He wanted a
Nerf gun. Le dije, no, no ponlo para atrás [and I told him no, to put it back]. You
know, having a little conversation with my son and then, ‘you need to speak only
English’. At first, yo no pensé que me estaba hablando a mí [I didn’t think he was
talking to me], like, who is this guy yelling at? And volteo [I turn around] and he was
looking at me. And I’m like, ‘you know, I have the right to speak any language, I
want, and you are not anyone to tell me who I am’. And I told him in English. He was
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with his wife and I’m like, “do you have a problem with me speaking Spanish to my
son?” He didn’t have nothing (sic) to say and he just got his little shopping cart and
left. It’s just on how someone is brought up and how they are programmed to think.
(Diana, Group 3)

Diana’s statement echoes previous statements in this section pointing out the
importance of owning the tools to denounce linguistic discrimination as well as the
connection between language and one’s identity. Diana not only recognizes that she was
being the victim of linguistic discrimination, but she could also articulate an argument in
her defense: “you know, I have the right to speak any language I want, and you are not
anyone to tell me who I am”. By stating that she has the “right” to speak any language,
Diana is underscoring the Achilles heel in the man’s argument: English is not the official
language of the U.S. As a result, Diana or anyone else has the right to speak in any
language they please in a private or public space—despite it being well or poorly received.
Moreover, Diana expresses special pride in being bilingual and being able to articulate her
argument in English when she states, “And I told him in English”, remarking upon her
perception that her interlocutor did not expect her to be able to communicate in English.
This statement shows Diana’s awareness of the stereotypes of Spanish-speakers in the
U.S. who are often seen as uneducated, “speaking English poorly and with an accent”
(Potowski, 2012, p. 186). Hence, this shows how CTC fosters students’ understanding of
the intricate relationship between language and power but also how Spanish is situated in
the U.S sociopolitical context. This is not to say that identifying and denouncing English
Only ideologies equates to students developing negative attitudes towards English. In fact,
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as shown in both Anita’s and Diana’s statements, developing CTC revealed in the
interviews an increased appreciation for SHLLs bilingual ethnolinguistic identity.
Echoing one another’s statements, both Anita and Diana highlight the connection
between language and identity, in the one instance by telling her aggressor the he is “no
one” to tell her who she is (Anzaldúa, 1987). In other words, telling someone to stop
speaking Spanish, or mixing languages, is equivalent to telling that person to stop being
herself. Finally, Diana’s remarks also present language discrimination behavior as
something learned as part of one’s upbringing, “it’s just on how someone is brought up
and how they are programmed to think”. The participants’ statements in the focus groups
make it clear developing CTC is key in validating one’s linguistic experience as well as in
identifying and denouncing acts of linguistic discrimination.

Conclusion
Despite considerable theoretical work on critical approaches to language education for
SHLLs (Martinez, 2003; Carvalho, 2012; Leeman & Serafini, 2016; Parra, 2016), scholarly
works have given minimal attention to the systematic study of classroom practice. This article
provides a concrete example of how SICP may be enacted and help foster SHLLs’ CTC as well
as a tool to measure CTC among SHLLs.
The online survey purposely created for this project proved to be a reliable tool with a
Cronbach score of α = 0.863, in the matrix question eliciting CTC among SHLLs. When
comparing beginning- and end-of-semester results across groups, survey results confirmed that
the intervention group developed significantly higher levels of CTC (p =0.00). In contrast, the
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control group remained the same throughout the duration of the semester. Additionally, survey
results showed an alignment with more positive attitudes towards US Spanish.
Since one of the objectives of Spanish heritage language education is the validation of all
students’ varieties, it was predicted that despite not being exposed to the intervention, the control
group would also gain some CTC and somewhat increase their positive considerations on U.S.
Spanish. Surprisingly, the control group did not show an increase in their CTC levels, although
they diminished their alignment with standard language ideologies that devalue U.S. Spanish.
Considering that the present study did not include observations or interviews with the control
group students, it is difficult to determine the factors at play in the survey outcomes for this
group.
The results obtained from the online survey were triangulated with qualitative data
extracted from the focus group interviews to further inform the effects of the SCIP in developing
SHLLs’ CTC. The following patterns are present in all interviews: (1) CTC was key in
understanding one’s language and legitimizing it; and (2) CTC provided tools for identifying,
naming, and denouncing linguistic discrimination acts towards bilinguals.
Future research should invest in pedagogies for SHLLs, including interviews with both
control and intervention groups, detailed examinations of textbook and instructor ideologies, and
consideration of the ways in which these permeate into SHLLs’ linguistic attitudes and practices
(Lowther Pereira, 2010). Additionally, there remains the need to fully examine the impact of
SICP, as it is crucial to examine whether SHLLs retain CTC months after intervention, and the
impact that such pedagogy may have on the student’s life beyond the classroom walls.
Overall, study results conclude that SHLLs who developed CTC showed understanding
of how Spanish is situated in the broader sociopolitical context of the U.S. (Leeman & Serafini,
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2016). This is especially revealing in the role of CTC in encouraging the development of a
generation that functions as a link between the old ways of thinking and a new linguistic order. A
new generation of bilingual speakers is ready to take their critical attitude beyond the classroom
walls and actively engage in shaping their world.
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APPENDIX C. “SHE WAS LEARNING AS MUCH AS I WAS”: HERITAGE LEARNERS’
CRITICAL TRANSLINGUAL COMPETENCE BEYOND THE CLASSROOM WALLS
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“She was Learning as Much as I was”:
Heritage Learners’ Critical Translingual Competence Beyond the Classroom Walls

Andrea Herrera-Dulcet
University of Arizona

Abstract
In the U.S.-Mexico border, local language varieties that present bilingual phenomena
suffer constant linguistic stigmatization from both, English and Spanish speakers alike, both of
whom embrace standard language ideologies (Milroy & Milroy, 1999; Lippi-Green, 2012;
Woolard, 1998). Growing up exposed to constant “linguistic terrorism” (Anzaldua, 1987) has a
long lasting identity, and linguistic impact on bilinguals in the area (Anzaldua, 1987; Carvalho,
2012; Christoffersen, 2019; Gonzalez, 2001; Martinez, 2006). Even in courses for Spanish
heritage language learners, standard language ideologies (henceforth:SLIs) are subtlety
embedded in textbooks and instructor practices. As a result, there has been a growing interest in
sociolinguistically informed critical pedagogies (henceforth SICPs) that can foster students
critical translingual competence (henceforth: CTC) as a means to equip SHLLs to challenge and
contest SLI in their communities. The present study provides a critical discourse analysis of
interviews conducted 4 and 5 months after SICP intervention to report on (1) whether they retain
or maintain CTC months after completing the course and (2) how SHLLs use CTC to navigate
SLI in Southern Arizona. Qualitative analysis of interview data revealed that 11 of 14
participants manifested CTC four to five months after completing a SICP course and four of
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them challenged SLIs in their communities by enacting language expert identities (Leeman,
Rabin & Roman-Mendoza, 2011). Overall, these results support recent calls for implementation
of SICP into heritage language education, as these pedagogies are preparing bilinguals in the
borderland to contest linguistic terrorism inside and outside of the classroom.

Introduction
The present study examines the impact of SICPs in equipping bilingual young adults in
southern Arizona to challenge SLIs in their local community. This article begins with an overview
of the sociohistorical context of the region, followed by a theorization of Critical Pedagogies and
a review of scholarship. Subsequent sections detail the methods and analysis of the study, ending
with a discussion that examines the impact of SICP in fostering language activism among SHLLs,
potentially educating their community’s perception about U.S. Spanish.
Despite the Spanish language’s long-standing tradition in Southern Arizona, there is an
overwhelmingly anti-immigrant and anti-bilingual sentiment throughout the state in the form of
policies as well as public ridicule (Cashman, 2006; 2009). To the Anglo majority, bilingualism
can bring into question national loyalty and patriotism (Cashman, 2009). Clear examples are
Proposition 203 (2004) which called for the abolition of bilingual education in Arizona public
schools, and Proposition 300 (2006), which denied undocumented immigrants certain state
benefits, including in-state university tuition and adult education or literacy programs (Combs,
Fletcher, Parra & Jimenez, 2005; Camarrota & Aguilera, 2012; Martinez, 2006). The local antiimmigrant and anti-bilingual climate has only been aggravated since in 2016 current U.S.
President, Donald Trump decided to run on an anti-immigrant campaign, specifically, antiMexican campaign (Lopez, Gonzalez-Barrera & Krogstad, 2018; Pew research center, 2018;
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Sánchez & Gómez-Aguinaga, 2017;Valdés, 2015). To worsen matters, bilinguals’ linguistic
aptitudes in their home language are also strongly criticized by more fluent Spanish speakers in
the community who characterize bilinguals use of English and Spanish as "pocho” or “coconut”
(Christoffersen, 2019; Lippi-Green, 2012; Zentella, 2007). In Borderlands/La Frontera: The New
Mestiza, Gloria Anzaldúa (1987) describes the hostility that Latinx face on both sides of the U.S.Mexico border as “linguistic terrorism” (1987). Consequently, bilinguals on the borderland (
Anzaldúa, 1987) often feel that they “do not belong neither here, nor there” (Carvalho, 2012),
becoming “linguistic orphans” (Anzaldúa, 1987). The following excerpt, extracted from the focusgroup interviews which were conducted as part of the present investigation, provides a vivid
depiction of “linguistic terrorism” as Alex recounts his experience as a “linguistic orphan”:
Alex: Pues, cuando hablo acá [Arizona] el inglés tengo un acento y me dicen, “ah,
¿hablas el español?” Sí. Pero cuando voy para allá, para México, pues, tengo acento
de acá. Y dicen, “ah, ¿eres de allá [the U.S.]? Pues, sí. Y me tomó rato para aceptar
eso. Porque cuando era mas chico, siempre me enojaba porque no era ninguno ni el
otro. Es bien difícil cuando creces pobre y así [bilingüe] porque ocupas que ser más
mexicano que los mexicanos y más americano que los americanos para que te
acepten los dos. Sino, no te acepta nadie.
[ When I speak English, here [in Arizona] I have an accent and they tell me, “ah,
do you speak Spanish?” Yes. But when I go there, to Mexico, well, I have an accent
form here. And then they say, “Ah, you are from there [the U.S.]?”. Well, yes. And
it took me time to accept that. Because when I was younger, I would always get
angry because I was from neither here nor there. It’s really hard when you grow up
poor and like this [bilingual] because you need to be more Mexican than the
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Mexicans and more American than the Americans for both of them to accept you.
Otherwise, no one accepts you.]
(Alex, Group 2)
Alex’s comment, a depiction of being discriminated against on both side of the border due
to his accent or because he was not “native enough” on either side, creates a vivid picture of the
effects of linguistic terrorism in the borderlands, as well as the many ways in which it affects
bilinguals’ sense of worth and value.
Furthermore, even in spaces designed to meet the affective and linguistic needs of
bilinguals, such as the Spanish courses designed for Spanish heritage language learners
(henceforth: SHLLs), Latinx’s Spanish is seen as deviant from the norma culta, and often
described as “informal” (Flores & Rosa, 2015; Leeman & Serafini, 2016; Valdés, 1988, 2015).
SLIs are embedded in language education and can be more or less obvious in textbook materials,
classroom materials, the language of instruction, and especially, instructor feedback (Carvalho,
2012; Leeman & Martinez, 2007; Leeman & Serafini, 2016; Lowther-Pereira, 2010; Urciuoli,
2008; Villa, 2002). Under the pretext of expanding SHLLs’ linguistic repertoire, Spanish heritage
language courses often stress the acquisition of monolingual foreign varieties of Spanish that are
erroneously presented as being more formal and more appropriate than the students’ own. Hence,
there is a reproduction inside the Spanish heritage language classroom (henceforth: SHLC) of the
linguistic subordination that Latinx suffer routinely.
Overall, the continuous efforts in the area to delegitimize Spanish learned at home affects
local bilinguals who internalize negative and problematic notions about their own bilingualism
(Zentella, 2007). These negative attitudes towards the home-inherited language have long-lasting
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effects on the identity, education, and minority-language maintenance of bilinguals in the
borderland (Anzaldua, 1987; Achugar & Pessoa, 2009; Christoffersen, 2019; Gonzalez, 2001).

Theoretical Framework
In the sociopolitical climate of 2019, negative views about U.S. Spanish and its speakers
are deeply rooted (Flores & Rosa, 2015; Urciuoli, 1996; 2008, Valdés, 2015). According to
Errington (2002), perceptions about the symbolic value of a language (Bourdieu, 1991) are spread
through language ideologies, which are defined as ideas about language and how it should be used
in specific contexts. Language ideologies have been key in supporting discourses of hegemony
that uphold the idea of an idealized nation-state with one perfect language. Under this
conceptualization, SLIs promote the needs of prominent groups at the expense of marginalized
groups though the institutionalization of an idealized homogenous spoken language modeled after
the speech of the upper middle class (Fuller, 2013; Milroy & Milroy, 1999; Lippi-Green, 2012;
Woolard, 1998). When speakers of stigmatized or minoritized varieties and languages consent to
SLI, “they become complicit in its propagation against themselves, their own interest and
identities” (Lippi-Green, 2012, p.68).
Decades of scholarship has documented that one of the strongest tools to propagate SLI, is
the educational system, where monoglossic ideologies present monolingualism as at the global
norm and upper middle class English as the “standard”. This is especially relevant to Spanish
heritage courses, where

Garcia (2009, 20011a) discusses monoglossic language ideologies

devaluate and problematize contact varieties (Carvalho, 2012; Garcia, 2009; Leeman & Serafini,
2016, Leeman & Martinez, 2007; Villa, 2002, to name a few.).
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Even in courses for SHHLs, Latinx’s Spanish is characterized as “informal” and given a
lesser value as it deviates from the norma culta (Flores & Rosa, 2015; Leeman & Serafini, 2016;
Valdés, 1988; 2015). Clear examples are the courses that focus on the acquisition of language
varieties foreign to the students, or analogies that explain language variation through the use of
different outfits, equating U.S. Spanish to informal and leisure clothing. By ascribing to SLI and
monoglossic ideologies, Spanish heritage language instructors may, unwillingly, reproduce inside
the SHLC the linguistic subordination that Latinx suffer routinely.
An established theoretical attempt to promote social change through education is outlined
in the work of Paulo Freire (1970). This highly recognized philosopher perceived the educational
system as an instrument that perpetuated class divisions and inequality by legitimizing the order
established by those in privileged positions and marginalizing the oppressed within the classroom
(Freire, 1970). As such, his Pedagogy of the Oppressed (Freire, 1970) seeks to foster Social Justice
in the classroom by including students’ experiences and voices into the curricula, promoting
student agency, and purposefully engaging students in the world around them (1970). A hallmark
of his work is the role of the instructor-student critical dialogue in promoting critical awakening
“conscientização” amongst marginalized students. Freire conceptualized “conscientização” as the
spark that would ignite social change, as these often-overlooked marginalized students would use
their critical awakening by promoting social justice beyond the classroom walls. In the case of
U.S. Spanish, social justice can travel outside of the classroom and spreads in the local community
through “language experts” (Leeman, Rabin & Roman-Mendoza, 2011, p.482). According to the
authors, language experts are agents of social change outside of the classroom, that can engage in
resisting SLIs and become language activist by shaping language practices in their community
(p.482). Consequently, critical pedagogies aim at democratizing the learning experience and
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promoting social justice within the classroom, thus beginning the process of modifying the very
fabric of society (Kanpol, 1999).
Scholars and practitioners in the field of Spanish as a heritage language have proposed
several pedagogical approaches to providing SHLLs with the tools to challenge SLIs for more than
twenty years. Common efforts have culminated with the agreement that a combination of
sociolinguistic knowledge and critical pedagogies can best equip students in resisting and
challenging discourses of linguistic hegemony (Martinez, 2003, Leeman, 2003, Carvalho, 2012,
Leeman & Serafini, 2016).
Drawing from these theoretical frameworks, the present study combines SLIs and critical
pedagogies to examine the impact of sociolinguistically informed critical pedagogies (SICP) in
preparing SHLLs in southern Arizona to challenge SLIs in the borderlands.
Previous scholarship on critical pedagogies
Researchers and educators who feed on the principles of critical pedagogy and apply them
to language teaching, use sociolinguistics to frame language education as a struggle site where
educators and students together explore the sociopolitical implications of language in reproducing
culture, knowledge, and identities (Auerback, 1995; Fairclough, 1992; Giroux, 1988; Martinez,
2003; Leeman, 2005; Leeman & Serafini, 2016 Pennycook, 2001). In other words, students are
made to engage in what Fairclough (1992) calls “Critical Language Awareness” (henceforth:
CLA), that is, the critical understanding of how social, cultural, and political powers are weaved
into language ideologies, attitudes, choices, and instruction.
Especially, amongst SHLLs, the dissection of sociolinguistic topics through a critical lens
is said to allow students the ability to reflect upon their linguistic and social experiences; legitimize
the home language – positively influencing their language attitudes towards U.S. Spanish; and,
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ultimately, build students’ linguistic agency and sense of worth (Carreira 2000; Faltis, 1990;
Herrera-Dulcet, forthcoming; Martinez, 2003, Leeman, 2005, Carvalho, 2012; Leeman & Serafini,
2016; Parra, 2016). Precisely with the idea to subvert linguistic-focused discrimination and to
validate students’ varieties in the SHLC several authors have proposed methodologies for raising
CLA among SHLLs (Carreira 2000; Martinez, 2003; Leeman & Serafini, 2016 Parra, 2016).
In the early 90’s Faltis (1990) argued for the need to shift the focus of “Spanish native
speakers” courses, from one of prioritizing the acquisition and the development of the norma culta
(Valdéss, 1988) to that of critical reflection upon the ways in which language interacted with
socially-constructed systems (Faltis, 1990, p.124). Her pedagogical proposal, while theoretical,
embraced the principles of critical pedagogies arguing for heritage language education to prioritize
original language use, as well as critical examination of historical, cultural and social issues that
were of concern to SHLLs. According to Faltis (1990), courses should be organized by themes and
centered on problem-posing dialogue to encourage SHLLs examination of the way in which “they
exist in the world” (p. 119) and what shapes their experiences.
In advocating for sociolinguistic knowledge with critical examination in the SHLC,
Martinez (2003) argued for a review of approaches to language variation that promoted Classroombased Dialect Awareness (henceforth: CBDA). CBDA focuses on helping SHLLs discern between
standard and non-standard dialects by developing an internal monitor for avoiding sociallydeclared stigmatized linguistic features (Valdés, 1995). Martinez (2003) argued that CBDA needed
a socially-oriented approach, that would go beyond dialect recognition to also include
sociolinguistic perspective on language variation. According to the author, without sociolinguistic
knowledge, CBDA, in qnd of isetlf, is insufficient in comprehending the social forces that shape
language variation. Thus, Martinez (2003) argued for a reconsideration of the CBDA model that
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could move from a point of replacing stigmatized forms with their privileged dialect equivalents
to one of fostering critical dialogue on why some forms are stigmatized while others are privileged.
Drawing from previous calls for the critical examination of heritage language education,
Leeman (2005) reconceptualized the goals of heritage language education, by departing from
language development approaches, and rather, settling on the development of student agency. In
her article, she argued that Appropriateness Frameworks, for which some linguistic registers are
more appropriate to certain contexts than others, contributed to reproducing SLIs by misleading
SHLLs into believing that language consists of a single set of norms that must be followed (p. 38).
Instead, Leeman (2005) advocated for the inclusion of the critical examination of sociolinguistic
topics, such as language variation and language ideologies in the SHCL, as a means of encouraging
SHLLs’ agency in making their own linguistic decisions and constructing their own identities
(p.43).
Concerns regarding Appropriateness-based approaches to language variation and their role
in reproducing SLI in the language classroom have also been voiced in the fields of Education
(Garcia, 2009; Wei, 2011), and Anthropological Raciolinguistics (Flores & Rosa, 2015). Garcia
(2009) maintains that appropriateness frameworks support monoglossic ideologies that present
monolingualism as the norm, consequently presenting bilinguals, who deviate from such norm, as
the personification of two monolinguals in one body (Heller 1999, p. 271). In fact, Garcia calls for
the incorporation of heteroglossic language ideologies that can position multilingualism as the
default. Under this framework, she challenges static notions about language that privilege
monolingualism and conceptualizes linguistic practices and identities as a dynamic phenomenon
(Garcia, 2009). In the same line, Wei (2011) encourages the creation of translingual learning
spaces, where students can examine the world by expressing themselves beyond the limitations of
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specific language codes. Furthermore, it is noted that Flores and Rosa (2015) underscore two main
concerns with Appropriateness approaches to language diversity. First, they express concern
regarding the conceptualization of a monolithic standard language that is the only adequate and
acceptable form for academic settings. Second, they denounce how the creation of a standard
brings value to a certain linguistic practice while characterizing certain racialized bodies with
linguistic deficiency, regardless of any linguistic evidence or objectivity (p. 150).
Moving from classroom social justice, to community social justice, Leeman, Rabin, and
Roman-Mendoza (2011) created a service-learning course that would foster CLA amongst students
by placing them in the community through a service-learning program. In their role as language
experts, students contributed to their expansion of knowledge which they had acquired in the
classroom through their practice. By participating in areading program, SHLLs encouraged
positive attitudes towards U.S. Spanish in their community while also strengthening their identity
as language experts (Leeman, Rabin & Roman-Mendoza, 2011, p.1). For purposes of this study,
identity is understood as being sustained through ongoing performances (Bucholtz & Hall, 2004,
p. 476); that is, identity is constructed through social behavior. This is particularly true in
multilingual settings in which “language, choice and attitude are inseparable from political
arrangements, relations of power, language and ideologies, and interlocutors’ views of their own
and the other’s identities” (Pavlenko & Blackledge, 2004, p.1). Hence, by performing their
language expert identity, SHLLs can use their knowledge about language to promote positive
social change beyond the classroom by contesting and resist SLIs in their social encounters.
Previous calls for the inclusion of sociolinguistics framed with a critical attitude into the
SHLC culminate in Leeman and Serafini’s (2016) CTC model for SHLLs education. The model
entails the “exploration of the principles and social meaning of variation, the sociolinguistic
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functions of translanguaging practices, language attitudes and ideologies, the relationship between
language and identity, and the sociopolitics of language inside and outside the U.S” (Leeman &
Serafini, 2016, pp. 65). Leeman and Serafini’s model aims at equipping students with critical
sociolinguistic knowledge, a tool that gives them the option to challenge the notion that language
dialects belong only to certain spaces. Moreover, the model embraces students’ bilingualism and
considers translanguaging practice as a natural form of communication that must be included in
the class , not only as a means of communication but also as learning content.
Currently, the field of Spanish as a Heritage Language Education is in dire need of
proposals that examine the systematic implementation of SICPs (Carreira, 2000; Carvalho, 2012;
Leeman & Serafini, 2016; Martinez, 2003; Parra, 2016; Toribio & Duran, 2018, to name a few).
In the same way , works that examine the role of SICPs in equipping SHLLs to resist linguistic
subordination within and beyond the classroom walls are still scarce. Using qualitative methods,
the present study contributes to the ongoing scholarly conversation by examining whether SHLLs
exposed to a SICP develop and retain CTC months after completing the course, as well as the role
of this pedagogical approach in fostering a language expert identity.

The program, the participants, and the course
The setting for the present study was the Spanish for Heritage Language Learners Program
at the University of Arizona, which with more than four decades of history is currently the largest
Heritage Program in the country. The program student population and faculty present a wide array
of language socialization experiences. There are people with origins in the Borderlands who grew
up using English in public spaces and Spanish only at home; people who grew up in EnglishSpanish bilingual communities or communities that are mostly Spanish dominant. There are also
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those who grew up as heritage language learners in other regions of the U.S., as well as individuals
who immigrated to the U.S. recently having spent most of their formative years in a Spanishspeaking country. Especially relevant to this study are those students from the Mexican side of the
border who constantly move back and forth, holding Mexico as their primary residence, but
working and going to school in the U.S. This last group is characteristic for engaging in weekly
“transborder relationships” (Gonzalez, 2001) and receiving exposition to SLIs on both sides of the
border.
Within the program, a total of 46 students with a variety of language socialization
experiences enrolled in an advanced writing course class for SHLLs during Fall 2017. The course
was taught solely by the researcher, following an Action Research methodology (Cochran-Smith
& Lytle; 1993; Herr & Anderson, 2005; Kemmis, 1982). While the he course’s textbook used,
Conversaciones Escritas (Potowski, 2010) brings criticality to many topics relevant to Latinx
experiences, it frames the discussion around language diversity on the notion of Appropriateness.
The Appropriateness approach has has been extensively problematized for three main reasons:
First, the misleading understanding that linguistic variation, pertaining to dialects, and contextual
variation, pertaining to registers, are the same; Second, it reaffirms a hierarchy in which
monolingual dialects of Spanish are superior to those presenting bilingual features. Finally, it
ignores the socially-constructed systems that privilege certain forms of Spanish while stigmatizing
others (Flores & Rosa, 2015; Garcia, 2009; Leeman & Serafini, 2016; Martinez, 2003). Overall,
the section of Conversaciones Escritas (Potowski, 2010) that explores language variation engages
in a discourse that reproduces SLI in the classroom, while ignoring issues of power and language
subordination.
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To complement the textbook’s material and infuse the course with critical pedagogies, a
SICP was created following the guidelines in Leeman and Serafini’s (2016) CTC model. A total
of four sociolinguistic modules were developed, following the authors’s proposed sociolinguistic
main areas and matching them to each of the four chapters of the textbook assigned to the course.
The four companion sociolinguistic modules were presented as part of each of the four chapters
assigned for the course and distributed throughout the 17-week long course. Table 1. shows the
title and focus of each sociolinguistic module and the chapter of Conversaciones Escritas
(Potowski, 2010) in which it was included.
Table 1. Companion Sociolinguistic Modules for Conversaciones Escritas (2010)
Conversaciones Escritas

Sociolinguistic Module

Chapter 1: La inmigración

Module#1: Language attitudes

Chapter 2: ¿Qué importa el nombre?

Module #2: Language and Identity

Chapter 3: Cuestiones de lengua

Module #3: Language variation and the multilingual discourse.

Chapter 4: El mundo Laboral

Module #4: Language policy and linguistic landscape

Students enrolled in the course took an anonymous online survey at the beginning and end
of the semester to gauge the impact of the SICP in fostering SHLLs’ CTC. Additionally, volunteer
students participated in focus-group interviews which aimed at assessing SHLLs’ understanding
of how socially constructed systems of power get reproduced through language. Results from the
survey data and a qualitative analysis of the focus group interview transcripts revealed that SHLLs
exposed to the SICP significantly increased their CTC (Herrera-Dulcet, forthcoming). Departing
from the results obtained by Herrera-Dulcet, the current study examines whether SHLLs exposed
to a SICP retained CTC months after completing the course, as well as the role of this pedagogical
approach in fostering a language expert identity.
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During March 2018, all 46 students exposed to the SICP were invited via email to
participate in follow-up focus-group interviews. A total of 14 volunteers agreed to participate in
six group interviews and received a one-time $10 remuneration for their participation. Follow-up
group interviews were led by the researcher between the months of April and May 2018. Each
discussion session, lasting up to one hour, was audio recorded and transcribed prior to analysis.
Data was then analyzed qualitatively using MAXQDA software (VERBI, 2016) with an eye to
participant’s mentions of classroom-learned knowledge applied to their everyday lives,
specifically to subvert and contest SLIs and language subordination, as means to examine
participants’ CTC as well as their language expert identities.
CTC was identified in the data as the participants ability to recognize how politics, culture
and socioeconomic powers were perpetuated through language, as well as any mention of Spanish
in the broader sociopolitical context of the U.S. Callie, in group 5 provided a clear example of a
statement that showed maintenance of CTC months after participating in the SICP course:
Callie: President Donald Trump todo el tiempo pone que los mexicanos son malos
y malos y malos, y si hablas español van a pensar como “oh you’re Mexican” you
know?
[Callie: And like the President Donald Trump all day talks about how bad
Mexicans are and if you speak Spanish they are going to think ‘oh, you’re
Mexican’, you know
(Callie, Group 5)
In her passage, Callie expressed a high degree of CTC when she established that
negatively characterizing speakers of a minoritized language can racialize and
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discriminate people based on the language itself (Lippi-Green, 2012). Moreover, she
stablishes that people in privileged positions, such as the President of the U.S. use
language to disseminate misinformation about minoritized groups, ultimately
subordinating the group and their language. While reviewing the interview data, students
who made statements such as the one above by Callie were counted as “having and
maintaining CTC”. In contrast students who made statements that aligned with SLIs
conceptualization of languages were marked as “not having neither maintaining CTC”.
Natalia, in group 6 was marked as not having CTC as it strongly aligned with SLIs in her
characterizations of bilingual practices as shameful byproducts of incomplete linguistic
repertoires:
“Ahí hay como muchísimo code-switching. Muchos se sienten orgullosos por que
hablan spanglish y yo les pregunto “¿Por qué están orgullosos de eso? Si algún
día les toque hablar con hispanohablantes que solamente hablan puro español,
“¿Cómo los van a asistir a ellos?” Es decir, porque sienten mucho orgullo en puro
code-switching, puro spanglish y yo no entiendo por qué no tratan de esforzarse
en aprender las palabras que no saben en español.
[There is, like a lots of code-switching there. Many feel proud of their Spanglish,
and I ask them, “Why are you proud of it? If you ever meet monolingual Spanish
speakers, how are you going to assist them?” In other words, because they feel
pride in their code-switching and their Spanglish, and I do not understand why
they do not try to learn the Spanish words they do not know.]
(Natalia, Group 6)
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Natalia’s words echoed SLIs that conceive bilingual speech practices as a result of
incomplete bilingualism and subordinate them to a monolingual norm which is viewed as
corrected and educated. Since all participants were marked for one of these two groups
there was no need to create a third neutral group, although the possibility was considered
during the conceptualization stage of the study. Table 2 shows the focus-group
participants and their ideological alignment, establishing that 11 out of 14 of the
volunteers presented CTC.

Table 2. Participants presence/absence of CTC 4
Participant Name

Interview Group

Participant presence or absence of CTC

Gabriella

(Group 1)

CTC

Anita

(Group 1)

CTC

Liz

(Group 1)

CTC

Dulce

(Group 2)

Absence of CTC

Ana

(Group 2)

Absence of CTC

Alex

(Group 3)

CTC

Dana

(Group 3)

CTC

Mia

(Group 4)

CTC

Angelica

(Group4)

CTC

Callie

(Group 5)

CTC

Violeta

(Group 5)

CTC

Natalia

(Group 6)

Absence of CTC

Adela

(Group 6)

CTC

Carlos

(Group 6)

CTC
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Based on Leeman, Rabin, and Roman-Mendoza (2011), this study defined language expert
identities as experiences in which SHLLs turned classroom knowledge into action “by serving as
language experts outside of the classroom” (p. 485). Based on this definition, four participants
referenced “language expert” identities during the focus-group interviews. Table 3 presents a brief
profile of each of the four participants based on demographic information collected during the
interview.
Table 3. Profiles of participants presenting “language expert identities”.
Participant

College year

Place of upbringing

Alex
Anita
Liz
Adela

Freshman
Freshman
Sophomore
Senior

Tucson
Douglas
Nogales
Nogales

Language
preference
English
Spanish
English
Spanish

Times traveled to Mexico in a
year
Two times a year
Two or three times a year
Weekly
Weekly

Interview data was qualitatively analyzed through Critical Discourse Analysis (henceforth
CDA). CDA scholars conceptualize discourse as an instrument of power that is both sociallyconstructed and conditioned, and, as such, there is a focus on the study power, specifically the role
of language in producing and reproducing dominance on people, groups, and societies
(Blommaert, 2004; Rogers, 2004; Wodak, 1995). While there are many different
conceptualizations and approaches to CDA, a commonality amongst all analysts is their
commitment to “reveal and confront dominant discourses and ideology” (Marshall & Rossman,
2014, p. 25). Since SLIs seek to subordinate speakers of minoritized languages, CDA was chosen
as a framework for this study’s data analysis. Moreover, CDA also advocates for (active)
intervention in the social practices it critically investigates. In that aspect, and taking Toolan’s
(1997) lead, the present study examines SHLLs’ “language expert” identities and their impact in
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carrying CTC from the university classroom to their communities, contributing in minor or greater
scale to the promotion of social justice beyond the classroom walls.
Discussion
The present study provides a critical discourse analysis of interviews conducted four to
five months after SICP intervention to report on (1) whether they retain or maintain CTC months
after completing the course and (2) how SHLLs use CTC to navigate SLI in Southern Arizona.
Qualitative analysis of interview data revealed that 11 of 14 participants manifested CTC months
after completing a SICP course and four of them challenged SLIs in their communities by
enacting language expert identities (Leeman, Rabin, Roman-Mendoza, 2011). The present
section provides a CDA of four passages extracted from participants with instances of language
expert identities. Through their testimonies, this study aims at showcasing SHLLs’ CTC,
language identities and the role of both in challenging SLI in the participants’ immediate social
contexts.
“Y les di una lección a mis tíos”
The first exemple is from Anita, who was born and raised in Douglas, Arizona. She shared
that she spoke almost exclusively in Spanish at home, and she described herself as “Spanish
dominant”. Anita travels to Mexico three to four times a year, mostly for family related events.
Occasionally, her family receives visitors from Mexico. The following excerpt describes an
encounter that took place the last time one of Anita’s aunt and uncle from Mexico traveled to
Douglas to visit her and her family. The anecdote related provides an example of SHLLs’
performance of language expert’s identity:
Excerpt 1
Anita: Yo sí les di como una lección a mis tíos.
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R: ¿Sí?
Anita: Sí porque me dijeron de que “ay si estás diciendo las cosas en inglés es para que
no te entendamos”, y yo así de que “no lo que estoy haciendo es un code-switching, porque
así lo aprendí”.
[Anita: I gave my uncles a lesson.
R: Really?
Anita: Yes, because they told me “ay, you’re speaking in English because you don’t want
us to understand what you are saying”, and I was like “no, what I am doing is codeswitching, because this is how I learned.”]
(Anita, Group 1)

Anita introduces her anecdote with the announcement that she “gave a lesson” to her
uncles, conveying a dual message: she taught them something that they “did not know”, while also
putting them “in their place”. In her retelling of the story, the uncles impersonate SLI, for
criticizing her switching between Spanish-English. Anita positions her uncles as entities that sees
her bilingualism as problematic when they claim that she switched languages for the purpose to
isolate them from the conversation. This statement, echoes SLI discourses that associate
multilingualism to unpatriotic acts by challenging the one nation, one language ideal. As a reaction
to the uncles’ positionality, Anita’s CTC and language expert identity manifest in her response
“no, what I am doing is code-switching, because this is how I learned”. Anita draws form her
knowledge in language contact phenomena to name the specific bilingual practice in which she
was engaging “code-switching”. Using terminology learned in class aids her positioning as expert,
challenging the embodiment of the monolingual hierarchy. Her language expert identity manifests
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by redirect her uncles act of linguistic reproach into a teaching opportunity when she explains that
bilinguals acquire both languages at the same time and as a result, they mix them. With her short
intervention, Anita shifts the malicious value given to code-switching by the uncles, to a positive
one, by characterizing this practice as natural and inherent to her persona. Hence, Anita challenges
SLI in her home by teaching her audience about language contact phenomena.

“She was learning as much as I was”
The next example is form Alex, a university freshman born and raised in Tucson. During
the interviews, as well as in his interactions in class, Alex openly talked about his strong preference
for English, his upbringing in poverty, and being raised only by his Mexican mom. In the passage
below, Alex constructs his identity as a language expert by teaching his mother about
sociolinguistics.
Excerpt 2
Alex: I really liked the very political way of learning Spanish. We were learning about all
these topics of the U.S. and different ideas. I loved the linguistics about it, I still quote that
to my mom, when she is like “Alex, why do you quickly switch between languages?” and
I am like “I want to practice my code-switching!”. My mom loves that too because she was
learning as much as I was. Everyday, I would go home and I would tell her more and more
about it, like she loves it, I would say that now she understands, like she doesn’t call me
out on it anymore. Now she will remind me “Hey, this is this is the word we would typically
use in Spanish instead…”
(Alex, Group 3)
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In his sharing, Alex establishes a direct line between the sociolinguistic topics learned in
class and the conversations he has with his mom, with whom he is very close. Of particular interest
here is how Alex frames the dialogue with her mom, in which he uses a sense of humor to point
out that certain comments can be perceived as a criticism. Of equal importance is how through his
role as a language expert, Alex carried his CTC from the classroom to the home, resulting in a
critical exchange of ideas which “his mom enjoyed learning about sociolinguistics as much as he
did”. As a result, Alex’s mom also developed some CTC and achieved a certain level of
“conscientização”, as “now she understands”. As a token of her “understanding”, Alex explains
that currently his mom does not chastise his bilingualism, instead when he code-switches, she
suggests possible Spanish equivalences for what he just said. It is important to point out here, that
Alex recognizes his mom’s “understanding” of sociolinguistic topics by providing the example
that she does not engage in acts of linguistic terrorism (Anzaldua, 1987) anymore. Hence, Alex
explicitly connects SICP, which are a very “political way of learning Spanish”, with his mother’s
change of attitude towards U.S. Spanish, aligning with the critical pedagogies goal to ignite social
justice beyond the classroom walls through educating students.

“I would want to defend it”
In this third example, Liz is the next to be introduced as a language expert. Liz was born
and raised in Nogales, Arizona, and, although through classroom interactions and focus groups she
seems to be a very balanced bilingual, she described herself as English dominant, under the pretext
that most of her university life happened in English. In her interview, Liz opens up about sharing
what her knowledge of Spanish sociolinguistics with English speakers:
Excerpt 3
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R: Did you talk to someone about this?
Liz: Sí, con mis padres, porque les digo todo. Pero también con mis amigos porque I don't
really have a lot of Latino friends or anything. They’re mostly white y si dicen algo que
que yo sé que is like a little ignorant then I will be like “oh, well…”, and I’ll explain it to
them. Pues son mis amigas también, y no se ofenden ellas, pero bilingualism es algo que I
would want to defend, if a moment ever arose to defend it.
[Liz: Yes, with my parent, because I’ will tell them everything. But also, with my friends
because I don't really have a lot of Latino friends or anything. They are mostly white and
if they say something that I know is a little ignorant then I will be like “oh, well...”, and I’ll
explain it to them. Because they are my friends, and they would not take offense, but
bilingualism is something that I would want to defend, if a moment ever arose to defend
it.]
(Liz, Group 1)
In this excerpt, Liz’s echoes previous experiences in which the language expert identity
manifests by defying SLIs through small “teaching moments”. In contrast with previous
experiences, Liz underscores her role as a language expert teaching, mostly, to a monolingual
English-speaking audience. A clear example of her language expert identity role in educating her
friends is when they say something that may sound a bit “ignorant”. Additionally, Liz’s statement
also reveals the willingness to consolidate her language expert’s identity by embracing activism if
needed, when she states that she would defend bilingualism, “if a moment ever arose to defend it.”
Liz’s choice of the word “defend” makes her CTC palpable in that she is aware of the current
national threat over U.S Spanish and its speakers, revealing with her words, that SLIs and linguistic
subordination is now more latent than ever.
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“Es discriminación lingüística”.
The example in this article focuses on Adela, a university senior born and raised in Nogales,
Arizona. Adela travels often to Mexico, engaging in transborder relationships (Gonzalez, 2001)
weekly, and she described herself as Spanish dominant. In the interview excerpt below, Adela
exposes SLIs on both sides of the border and how taking a course with a SICP changed the way
she valued Spanish:
Adela: Por ejemplo, me di cuenta de que dicen “¡ay eso es español informal!” Y yo como
“¿y tú cómo sabes que es español informal?”. ¡O sea, no juzgues! Es discriminación
lingüística, y con la clase me hice como que más sensible, me daba más cuenta de lo que
pasaba, cuando las personas juzgan a otras personas por su acento.
[Adela: For instance, I realized they were saying “ay, that is informal Spanish!” and I was
like “and how do you know what informal Spanish is?” I mean, don’t judge! It’s
linguistic discrimination, and with the class, I grew up very sensitive towards it, I started
identifying more these kind of acts, when people judge other people for their accent.
(Adela, Group 6)

In her statement, Adela acknowledges the importance of the SICP in helping her identify
“linguistic terrorism” (Anzaldua, 1987) and claims that the course helped her develop “sensitivity”
towards situations in which someone is discriminated against due to their accent. Her CTC
manifested in her retelling of how U.S. Spanish is often characterized as informal or “slang” by
both English and Spanish speakers that embody SLIs. Additionally, her language expert identity
is revealed when she calls out acts that reproduce SLIs and linguistic subordination and uses her
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sociolinguistic knowledge to call out the perpetrators to revisit and justify their belifs about
language, “and how do you know what informal Spanish is?”. Counteracting acts of linguistic
discrimination with a question about language, only reinforces Adela’s language expert position
by pointing out the ignorance of the interlocutor, opening the door to a ‘teaching moment” about
sociolinguistics.
Overall, all four excerpts underscored the importance of SICPs in preparing SHLLs to
challenge SLIs in the borderlands, carrying CTC from inside to outside of the classroom. These
findings add to previous calls for the systematic implementation and examination of SICPs in the
SHLC (Achugar & Pessoa, 2009; Carreira, 2000; Christoffersen, 2019; Faltis, 1990; Leeman,
2005; Leeman, Rabin & Roman-Mendoza, 2011; Leeman & Serafini, 2016; Leeman, 2018;
Martinez 2003; Parra, 2016, Toribio & Duran, 2018). In contrast with Leeman, Rabin and RomanMendoza (2011), the current study did not provide students with a structured setting outside the
classroom where they could perform their language expert identities. However, courses that
implement SICPs can strongly benefit of service-learning programs that place students as
“language experts” in the community by working directly with other bilinguals in schools and
community centers. When students were asked if they thought whether it was possible to change
the negative perceptions about bilinguals in the area, Carlos (Group, 6), another participant stated,
“De alguna manera los estudiantes de lengua heredada están ayudando a informar a aquellas
personas que son quizás ignorantes” [Heritage Language Learners are helping inform those people
who may be ignorant] by carrying CTC from inside the classroom to their communities.
Conclusion
The present study analyzed SHLLs’ interviews who participated in the SICP during Fall
2017 to report on (1) their CTC four months after having completed the course with the SICP,
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and (2) whether by using CTC outside of the classroom they developed a language expert
identity (Leeman, Rabin, Roman-Mendoza, 2011). SHLLs interviews confirmed that 11 of 14
students presented instances of CTC four to five months after having participated in a SICP.
While it may be possible that participants had been exposed to other experiences that contributed
to enhance their CTC, the majority of them, as seen in the student’s excerpts, created clear
connections between classroom knowledge and CTC. Hence, speaking for the long-term impact
that CTC can have in SHLLs linguistic experiences, as well as into the linguistic experiences of
SHLLs’ immediate communities. After developing CTC, course participants would engage in
conversations with friends and family where they would use CTC to challenge SLI by means of
teaching moments in which SHLLs performed a language expert identity (Leeman, Rabin, &
Roman-Mendoza, 2011). Enacting their language expert identity SHLLs can carry their CTC to
other members of the community, ultimately extending awareness on their language attitudes and
ideologies. Amongst the 11 SHLLs who retained CTC months after enrolling in the SICP, a total
of 4 participants revealed language expert identities. Performing as language experts, SHLLS
were able to name and challenge acts of linguistic discrimination, foster CTC amongst both,
Anglos and Latinx; and most importantly engage in social justice in their commentates. For
instance, Anita’s language expert identity manifested by interrupting an act of linguistic
discrimination and using that chance as a teaching opportunity to validate her bilingual speech.
Likewise, Alex revealed the influence of language expert identities in shifting other’s language
ideologies and behaviors. In the same line, Liz also used her language identity to educate her
English monolingual friends about bilingualism and reminds us of the threat lurking over
bilingual practices under the Presidency of Donald Trump, when she stated that she would
defend bilingualism if the “need ever arose”. Finally, Adela’s statement was a reminder of the
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direct role that SICPs have in validating SHLLs’ speech as well as the ways in which it helps
identity and recognize “linguistic terrorism”. Common throughout all interview excerpts was the
manifestation of the language expert identity as a teacher that uses sociolinguistic evidence to
validate bilingual practices in their immediate community. This then, underscored the tole of
SICP in challenging local perceptions of bilingual identities and practices from the inside to the
outside of the classroom.
Overall, the findings in this study call for future research to systematically examine the
implementation of SICP and the development to CTC amongst SHLLs to confirm the impact that
such pedagogies can have in student’s linguistic experiences, both, in and out of the classroom.
Future research should also explore SHLLs long-term maintenance of CTC, the development of
language expert through structured settings outside the classroom, and the influence that CTC can
have for community language attitudes towards U.S. Spanish, as well as intergenerational minority
language maintenance. If SHLLs are to challenge SLI and linguistic terrorism in the borderlands
it is only coherent that Spanish courses for heritage learners invest in SICP that can equip students
to challenge and reimagine bilingual practices and bilingual spaces.
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APPENDIX D. SOCIOLINGUISTIC MODULES UDES IN THE SOCIOLINGUISTICALLY
INFORMED CRITICAL PEDAGOGY

178

Spanish with an Attitude

Andrea Herrera-Dulcet

SOCIOLINGUISTIC MODULE 1 - LANGUAGE ATTITUDES AND IDEOLOGIES.
Module 1 aims at introducing the students to the concept of language attitudes and
ideologies by means of hands on-activities, classroom discussions and student lead research.
Additionally, students will examine the role that language attitudes play in language
discrimination.
Learning objectives for the Module 1:
•

Students will be able to define concepts such as language attitude, language ideology and
linguistic discrimination.

•

Students will be able to recognize how notions of race, social class, historic colonialism,
over/covert prestige and politics influence language attitudes.

•

Students will be able to pinpoint ways in which language ideologies are supported and
reproduced by official institutions/entities(universities, language policies, presidency)
reinforcing power inequality.

•

Students will be able to lead their own and experiment to inform of language attitudes
and ideologies in their communities.

In class activities for Module 1:
1. Mapping Personal Language attitudes: This activity draws on the idea of matched-guised
test, in which judges (audience, students) describe the attributes and characteristics of a
series of speakers based only on audio samples (Lambert, Hodgson,Gardner, and
Fillenbaum, 1960). However the focus of this activity is not to inform on SHLL linguistic
attitudes but to prove to students that everyone has preconceived ideas about the speakers
of a specific language or dialect. For this activity, the instructor of the class has recorded
4 speakers reading the same passage of the “three little pigs” tale. The speakers in the
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voice samples do not vary on sex, age group (25-45), level of education or socioeconomic
status. In class, the voice samples will be played (twice each) and SHLLs will respond to
a series of questions about each speaker, based only on the recording sample. For each
speaker, SHLLs will fill a seven point Semantic Differential-scale like the one presented
in Annex 1 (Lambert, Hodgson, Gardner 1960; Zahn & Hooper, 1985).
a. After completing the answer-scale (Annex 1) students are placed in groups to
compare their answers and asked to provide arguments to support their answers.
b. After discussing answers in small groups we share the answers with the whole
class. The objective is to find the speaker with the highs and lowest ratings to
ignite characteristics of those speakers and what is it that informs student’s
responses opinions.

2. What are language attitudes of HK students towards British and US English Dialects?” (
https://www.youtube.com/watch?v=eheAtP7cJDI) . Based on the video the students
answer at the following questions in groups before sharing with the classroom:
a. Name five reasons why participants preferred British English?
b. Name five reasons why participants prefer US English?
c. Categorize the five reasons mentioned in each of the dialects in 2-3 three big
themes and circle the ones that are strictly related to the language sound or
structure (e.g. the “r” is softer). Are linguistic reasons the majority of reasons
when judging dialects or the minority?
d. Based on students’ responses what is really influencing their attitudes on each
dialect?
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3. Language attitudes and linguistic discrimination:
https://www.youtube.com/watch?v=hj7wkh6nONE (TEDxChandlerPublicLibrary)
a. What are language attitudes? Who has them? What informs this attitudes?
b. What is the role of language attitudes in perpetuating race, class, and gender
discrimination?
c. Provide a few examples?
d. What can we do to avoid language discrimination?
4. Mini-experiment (homework): Students will be grouped in teams of 4 and asked to
reproduce in Tucson, John Baugh experiment on linguistic profiling in Oakland
(https://www.youtube.com/watch?v=EPGx1icFdLQ). Students will call in response to
different housing adds in two different neighborhoods in the city (one more affluent and
located in the suburb area, the other a working class neighborhood in the city center).
Two Students will make a call in response to the same housing add, however one of the
students will speak in Standard English and the other will portray a Hispanic accent. This
activity can also be done with the same speaker using both accents. Students will in quire
about the property and record the responses they get in each case. Upon completion,
students will write1 page (simple spacing) reflection on the experiment where they will
state of the results of study as seen in Annex 2 “Language profiling results table”.
Additionally, they will prepare a 4-slide power point summarizing their study and
findings to present in the following class.
Annex
Annex 1. Language attitudes differential scale.
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Marca la casilla que mejor expresa tu impression sobre el hablante teniendo en cuenta que 0 es
“muy poco” y 3 es “mucho”.
Pista de audio #___________
La hablante
0

1

2

3

3

2

1

0

suena..
Honesta

Deshonesta

Joven (-20)

Mayor (+40)

Clase bienestante

Clase obrera

Segura de si
Insegura
misma
Culta

Inculta

Alta

Baja

Simpática

Antipática

Bonita

Fea

Religiosa

No religiosa

Inteligente

Ignorante

Annex 2. Language profiling results table.
Place called

Date called

Accent used

Answer
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River Haven Community
(Ejemplo)

(Ft.Lowel and Sawn)

09/13/17

Hispanic

Come for a visit.

3 bedroom home.

SOCIOLINGUISTIC MODULE 2 - LANGUAGE AND IDENTITY
Module 2 focuses on the connection between language and ethnic identity.
Learning objectives for the Module:
● Students will be able to identify the connections between language and identity.
● Students will be able to argue the role of language proficiency in identity formation.
● Students will be able to pinpoint ways in which language ideologies and language
policies can become attacks on identity.
● Students will lead and experiment to reflect on the role of language proficiency in
identity formation among peers at the university.

In class activities for Module 1:
1. ¿Quién soy? Experiment. Students are asked to fill the section of the US Census form
(2017) that has to do with origin, race, and language individually as seen in Annex 1.
After completion, they are asked to fold the form and save it until the end of the activity.
a. When outsiders define us. Census creates the category "Hispanic":
http://www.wnyc.org/story/census-made-hispanics/ (audio until min 3:35)
b. When the insiders define us:
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i. Mexican-Americans in Tucson:
https://www.youtube.com/watch?time_continue=328&v=WXrvQWUWJ
BA
ii. Afrolatinos: The untaught story (independent sources):
https://www.youtube.com/watch?v=nn4YSKPXh3Q
c. When I define myself. Latino or Hispanic:
https://www.youtube.com/watch?v=KBDGwB50YBY

After watching all three videos students go back to the US Census form and decide if
they want to re-evaluate/change their answers. Then, they share their results in groups of four
and note similarities and differences in their responses. As a class, we share the results and write
on the whiteboard the words students have chosen to define themselves. The list in the whiteboard ignites a discussion about how "others" define Spanish-Speakers in the US and how
“Spanish-Speakers” define themselves. The discussion also problematizes the US census while
allowing students possible improvements for it.
2. The role of language in identity formation.
a. Ethnolinguistic identity. The students work in pairs to answer the following
questions promptly by the words of Anzaldua (Annex 2):
i. Do you agree with Anzaldua’s statement? When your language is attacked
is your identity also attacked?
ii. Why do you think that language and Identity are said to be two sides of
the same coin?
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iii. Do you think it is necessary to be fluent in Spanish to feel
Latino/Hispanic?

b. The role of Language proficiency in Identity construction. This activity takes
place in the lab. The class gets divided into three groups, each group answers the
questions based on the video they have been assigned. After watching the videos,
each group writes down answers to the following questions in WordClouds
(https://www.wordclouds.com) that highlights the key-words in each answer.
i. How do Latinos who don't speak Spanish feel about their Latino identity?
ii. What are common experiences among Latinos who don’t feel fluent in
English?
iii. Do Latinos need to speak Spanish in order to be accepted by other
Latinos?
c. Videos:
i. My Spanish is: https://www.youtube.com/watch?v=fE-c4Bj_RT
ii. When you are Latino and you suck at Spanish;
https://www.youtube.com/watch?v=rkkMY_6QKBs
iii. Not speaking Spanish makes you less Latino?
https://www.youtube.com/watch?v=RWdiaRCf5z4

3. Language discrimination. Language ideologies that hide behind acts of Language
discrimination: Students are grouped in groups of 4, dividing the class in a total of 5
groups. Each group is given markers and assigned one of the following videos. After
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seeing the videos each group writes the response to the question assigned in the whiteboard to share their ideas with the class:
i. Who is discriminating and who is being discriminated
ii. What ideologies/ideas/attitudes do you think the discriminator shares?
Why does this person feel their actions justified?
iii. What consequences can come from Official institutions supporting
specific language/race/ideologies?
Videos:
i.

When we use language to attack specific ethnic/racial/groups (bad
hombres): https://www.theguardian.com/usnews/video/2016/oct/20/donald-trump-bad-hombres-us-presidentialdebate-las-vegas-video

ii.

When institutions define us: Video gitano:
https://www.youtube.com/watch?v=ifkK1WC6oz4

iii.

The RAE defines “Gitano”:

iv.

“News anchor rolls her “Rs”https://www.youtube.com/watch?v=s-pqXqmK2w (min 1:43).

v.

Press one for English: https://www.youtube.com/watch?v=sEJfS1v-fU0

vi.

Lady at fast food restaurant: https://www.youtube.com/watch?v=X2rKvIDhJ8

vii.

Election candidates: Cruz and Ramos:
https://www.youtube.com/watch?v=4bk4pCXwkbY
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4. Experiment. What is the role of language proficiency in identity creation?
In groups of 4 students will interview 8-10 people who are not in your Spanish class but who you
know identify as Hispanic/Latino. Half of your study participant’s must belong to 2nd-generation
immigrants (children of immigrants who came to the US who either were born in the US or
brought here when they were 6 years old or younger) and the other half are 3rd generation
immigrants (born in the US with one or two parents who belong to G2). Ask them the following
questions:
a. Do you Identify as Latinos/Hispanics or do you reject both terms and use a different
term? If you use a different term, why did you chose it?
b. Do you think that being fluent in Spanish is key to feeling Hispanic/Latino? Why?

Fill the chart with their answers and write 1 page- long conclusion based on your responses. In
the conclusion, you have to report your findings but also connect them to Chapter's 2 readings.
Why do you think your participants gave you the answers they did? What social, political,
cultural and linguistic factors influenced their opinions? Use citations if needed.

Nombre

Edad

Generación

participante
Maria

Respuesta

Respuesta Pregunta 2

Pregunta 1
20

G2

Latina y caribeña,

Si, si no hablas español no te puedes sentir

porque mis papas son

conectado a la cultura y la gente de tu país de

de la República

origen.

Dominicana
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Latina. Mi mama es

Pues no mucho la verdad. Mi papá creció

del Midwest y mi papa bilingüe pero en mi casa solo se habla el
nació en NJ y vivio

inglés porque mi mamá no habla español. Mi

aqui, pero mis

español no es muy bueno y solo lo hablo con

abuelitos son de

mis tíos y mis tías, pero poco. Con mis

Colombia.

primos todos hablamos en inglés y a veces
mezclamos el inglés, ya sabes como es.

Annex

Annex 1. I am my language, Gloria Anzaldúa
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SOCIOLINGUISTIC MODULE 3 - LANGUAGE VARIATION AND MULTILINGUAL
DISCOURSE

Module 3 focuses language variation in Spanish, exploring language variation within
same dialects, between dialects, and also Spanish language variation due to contact with English.
Learning objectives for the Module 3:
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● Students will be able to provide definitions and examples for the concepts of language
variation and differentiate between languages and dialects.
● Students will gain awareness on other dialects of Spanish, inside and outside the US.
● Students will be able to identify and explain language phenomena resulting from English
and Spanish language contact
● Students will be able to challenge pre-conceived notions of bilingual education and
bilingual practices.
● Students will lead and experiment to examine English-Spanish language contact in their
communities.

In class activities for Module 3:
Language variation
1. Introduction to language variation:
a. The concept of language variation is introduced to the class with an activity from
the textbook (p.93 Act 1)
b. To gain deeper knowledge of language variation we watch in class the following
video:(https://www.youtube.com/watch?v=2qQKtaSPxOY ) 7:30min.
c. In pairs, students answer the following questions after seeing the video:
i.

Could you understand all accents in this video? What are some of the
pronunciations that surprise you the most and why?

ii.

Which accent did you like/enjoy the most? Which one the least?

iii.

Do you think everyone who speaks Spanish speaks a dialect of Spanish? Is
there a neutral Spanish that is free of dialectal characteristics?
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iv.

Do some of these dialects have features that are stigmatized?

v.

What do you think is the difference between a dialect and a language?

2. Language VS Dialect: Answers to the previous questions are shared in the classroom and
the last question poses a new question for the students:
a. Why German and Italian are considered languages different than Spanish but
Indigenous languages in México are considered dialects? Can you understand
them? Who makes these distinctions between languages and dialects and to whom
it benefits?
b. Language variation does not only manifest phonetically (on people’s accents) it
also has other manifestations. We watch in class the video “Qué dificil es hablar
el español” (Conversaciones Escritas, Potowski, 2011)
https://www.youtube.com/watch?v=eyGFz-zIjHE. Students are asked to pick one
word in the song and explain all the meanings this word can have in different
Spanish-speaking countries. Students share their answers and we move into
morphosyntactic variation based on the summary provided by Escobar and
Potowski (2015, pg. 62) shown in Annex 1.
c. To end the discussion we pose the following questions for the students to discuss
in small groups and then with the whole class. What dialects of Spanish do you
speak?
i.

What dialect of Spanish should be taught in Spanish for heritage students’
courses? Why?
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What happens when schools teach different dialects than those spoken by
the students? Should student’s dialects be corrected? Why?

iii.

What message do we sent when we correct someone else’s dialect? Why?

3. Variación en el Español de los EEUU
a. Mapa del Corazón (Escobar and Potowski, 2015)
https://www.youtube.com/watch?v=hw2v15-0lCM , 29 min. (Bills and Virgil):
i.

Mention two reasons why is important to collect data from all Spanish
varieties, but especially from New Mexican Spanish?

ii.

What type of language variation are the scholars trying to collect/study?

iii.

What type of experiments and tools use the scholars to collect linguistic
data?

iv.

Why is important to validate the Spanish that students speak? How is
student’s Spanish different from Spanish usually taught in the Spanish
class?

v.

Write at least 2 examples of "español nuevo Mexicano" that you hear on
the video?

b. US Spanish dialects (Lab activity based on Escobar, Potowski, 2015, image 6.2
(p.162), Annex 2.
i.

¿Cuáles son los dialectos del Español más representados en EEUU?

ii.

¿Cuáles son los dialectos del español más representados en los EE.UU?

iii.

¿Cuáles son los que más aumentaron entre los censos del 2000 y 2010? Y
de los que más crecieron?
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¿Cuáles tienen mayor representación numérica y, como resultado, cuales
son los dialectos cuya presencia se podría empezar a notar más
claramente? (Escobar and Potowski, 2015)// What are the dialects of
Spanish that are most present in the US? What are the dialects that grew
the most according to the 2000 and 2001 Census? From those dialects
that grew the most, which have the most speakers?

4. Multilingual discourse
a. The Multilingual Discourse (30min). Maybe record this activity. Codeswitching tales (Toribio, 2002): Students are grouped in pairs. In each pair, one
student reads the tale of “Snow White” and the other one “The beggar and the
prince”, Annex 3. Then, students will switch readings to ensure that each student
in the pair has read both tales. After reading the tales students, working still in
pairs will answer the following questions (Toribio, 2002):
i.

Was the segment of the tale easily read? Was it easily understood?

ii.

In comparing the two texts, which one was more easily read? Understood?

iii.

Is there a difference in the type of mixing in each text?

Students are asked to share their responses with the whole class to see if all students
agree with the same answer " The Prince and the Beggar were easier to read". Following Toribio
(2002) students are asked to write the ending of one of the stories using English-Spanish codeswitching. Once they are done, students are asked to use the Prince and the beggar fragment in
addition to their fragment to come up with two rules and examples that show where language
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switches can happen and where they can not happen. Students write their answers on the board to
examine the constraints of code-switching.
b. Multilingual discourse is Multimodal: We explore how Spanglish is gaining
popularity in the US, becoming more and more prevalent in literature, music, TV
and other media to prepare students to discuss the following questions:
i.

Why do you think singers, comedians, movie directors, companies are
starting to use Spanglish in their products?

ii.

What does an increase of Spanglish in TV and music mean for US Spanish
speakers?

iii.

Do you think that Spanish-English code-switching in songs or movies is
received the same way by Spanish US speakers and/or other US groups?

iv.

Do we have different language attitudes when a famous singer codeswitches than when a family member does?

Materials used:
c. Music (La tortura, Shakira, Despacito, Justin Bieber, Immigrants, Resident) and
Snow tha Product “Ay, ay, ay” (minute 1:00-2:10)
https://www.youtube.com/watch?v=8_MOdouFug
i.

Showing despacito and “ay,ay, ay” shows differences between Codeswitching and borrowings.

d. TV: shows, One day at a time: https://www.youtube.com/watch?v=n-6d3HivRCE
e. Commercials https://www.youtube.com/watch?v=8xQxhkD25Yo
f. Comedy: Bill Santiago: https://www.youtube.com/watch?v=Lsaed8BMBiU
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g. Written: Oscar wao ( screen shot of passage) or poem?

5. Hands-on Research: Code-switching in the South of Arizona. In groups of 4 students will
interview separately 4 different people known for their code-switching practices.
Interviewers will ask interviewees their thoughts on bilingual education: What is
bilingual education? Would they like to see more or less bilingual schools in Tucson?
What are some of the benefits and disadvantages of bilingual education? Students will
ask the questions to the participant's code-switching (to set-up a code-switching mode)
and fill the following chart for each interview. Students will turn in a 1-page summary
with the title of the project, the chart with the results and a 1-2 paragraph analyzing their
results.

Name/number

Type of Bilingual

interviewee

phenomena

1

Code-switch

1

Calque

What she/he said:

Translation for a Spanish
monolingual

Vente ya que nos vamos

Vente ya que nos vamos al

para el mall, I need new

centro comercial, necesito

clothes!

ropa nueva.

Trump va a correr para

Trump se presentará a las

presidente en 2016

elecciones de 2016
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Annex

Annex 1.
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Annex 2.
Fenómeno

Ejemplo

Variedades/Dialectos

(1)Voseo

Si vos queres, te traigo

En el continente

una bebida/ si vos

latinoamericano

quieres te traigo una

(argentina

bebida
(2) Uso extendido

A mi mama yo la llamo

Caribeñas

todos los días
(3) no inversión en

¿Que tu quieres que te

interrogativos

regale para navidad?

(4) con infinitivo

me lo dio para yo poder

Caribeñas

Caribeñas

irme de viaje.
(5) Ello en contextos

Ello llueve mucho

Dominicana

¡Correle que ya es muy

español mexicano

impersonales
(6) Le discursivo

tarde!
(7) inserción /s/ en la

¡Ayer tu no comistes

Español mexicano de
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segunda persona del

nada! //¡ayer tu no

pretérito

comiste nada!

los EE.UU

Annex 3, excerpt from Toribio (2002).

Snow White
‘‘Snow White and the Seven Dwarfs / BLANCANIEVES

Y LOS SIETE ENANITOS’’ E ́ RASE

UNA VEZ UNA LINDA PRINCESITA BLANCA COMO LA NIEVE. SU MADRASTRA, LA
REINA, TENI ́ A UN MA ́ GICO mirror on the wall. The queen often asked, ‘‘Who is the MA ́ S
HERMOSA DEL VALLE?’’ Y UN DI ́ A EL mirror answered, ‘‘Snow White is the fairest one of
all!’’ Very envious and evil, the REINA MANDO ́ A UN CRIADO QUE MATARA A LA
PRINCESA. EL CRIADOLALLEVO ́ ALBOSQUEYout of compassion abandoned LA ALLI ́. A
squirrel took pity on the princess and led her to a PEQUEN ̃ A CABINA EN EL MONTE. EN LA
CABINA, VIVI ́ AN SIETE ENANITOS QUE returned to find Snow White asleep in their beds.
Back at the palace, the stepmother again asked the ESPEJO: ‘‘Y AHORA, ¿QUIE ́ N ES LA MA ́ S
BELLA?’’ EL ESPEJO OTRA VEZ LE answered, without hesitation, ‘‘Snow White!’’ The queen
was very angry and set out to find the CASITA DE LOS ENANITOS. DISFRAZADA DE VIEJA,
LA REINA LE OFRECIO ́ A BLANCANIEVES UNA MANZANA QUE HABI ́A laced with
poison. When Snow White bit into the apple, she CALLO ́ DESVANECIDA AL SUELO. POR LA
NOCHE, LOS ENANITOS LA found, seemingly dead...
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The Beggar Prince/ El principe mendigo

EL REY ARNULFO TENI ́ A UNA HIJA MUY HERMOSA QUE SE LLAMABA GRACIELA. AL
CUMPLIR ELLA LOS VEINTE AN ̃ OS, EL REY INVITO ́ many neighboring princes to a party.
Since she was unmarried, he wanted her to choose UN BUEN ESPOSO. Princess Grace was sweet Y
CARIN ̃ OSA CON TODOS. TENI ́ A SOLAMENTE UN DEFECTO: she was indecisive.
Surrounded by twelve suitors, she could not decide and the king SE ENOJO ́ . GRITO ́ , ‘‘¡JURO
POR DIOS QUE TE CASARE ́ CON EL PRIMER HOMBRE that enters this room!’’ At that exact
moment, a beggar, who had evaded A LOS PORTEROS, ENTRO ́ EN LA SALA. EXCLAMO ́ ,
‘‘¡ACABO DE OI ́ R LO QUE DIJO USTED! JURO ́ POR DIOS! The princess is mine!’’ There was
no going back on such a solemn oath Y EL PORDIOSERO SE PREPARO ́ PARA LA BODA.
Everyone was surprised to see LO BIEN QUE SE VEI ́ A in his borrowed clothes. DESPUE ́ S DE
ALGUNAS SEMANAS, the beggar made an announcement to the princess. EL NUEVO ESPOSO
LE DIJO A LA PRINCESA that the time had come to leave the palace. They had to return to his
meager work and a house QUE ERA MUY HUMILDE.
From Toribio (2002).

SOCIOLINGUISTIC MODULE 4 - LANGUAGE IN THE PUBLIC LIFE: LANGUAGE
IDEOLOGIES, POLICIES, AND PRACTICES
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Module 4 underscores ways in which Spanish (especially, whose Spanish) is represented in the
public sphere as well as the socio-political factors that influence minority language maintenance
or shift.

Learning objectives for the Module 4:
● Students will gain awareness of US policies regarding heritage language use in the
Workplace.
● Students will be able to identify linguistic aggressions in public spaces.
● Students will be able to challenge notions of double standards applied to Spanish and
different dialects of Spanish
● Students will lead and experiment to examine English-Spanish language contact in their
communities.
In class activities for module 4:
1. Spanish in the workplace (Lab activity):
a. Jose - Joe. This activity has a three-fold goal: (1) To review previous material
seen in the course; (2) Discuss language discrimination and (3) provide
feedback for the instructor to assess students’ progress. We watch the video
and we ask students to relate the video to at least 1 reading and two concepts
we have seen in the class. They can do this activity in pairs ( Encuentros y
desencuentros de Guillermo a Bill is the reading and concepts are
“assimilation”, “language ideologies”, “language discrimination” and,
“Language attitudes”. Students share their answers with the rest of the class.
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i. Do a search in the US equal opportunity employment
(https://www.eeoc.gov/eeoc/publications/immigrants-facts.cfm)
website and find the language restrictions and language discrimination
sections ( “Discrimination Based on Accent” y “ English-Only rules”).
Now, search in google for the article: "The Value of Spanish in the
work-place" de la website Monster. com
(https://www.monster.com/career-advice/article/value-of-spanish-inworkplace) . Using both websites students fill the chart in Annex 1 in
order to prepare for a discussion on the “double standard of Spanish in
the US”
ii. Fill the following chart based on the information found in the websites.
Preguntas

US Employment

Monster

¿Como se presenta el español?
¿Como un problema o como
una ventaja?
When they say “Spanish
speaker” what is the profile the
author of the article has in
mind?
What is their vision of
bilingualism?

201

Spanish with an Attitude

Andrea Herrera-Dulcet

b. Based on the answers in your chart discuss the following questions:
i. Do “English-Only laws promote National Unity? Would you consider
laws like “English only”, linguistic discrimination?
ii. Whose Spanish is sensed as most problematic?
iii. How can Spanish not be allowed in the workplace but at the same time
be valued in the job market? How can this contradiction be explained?
iv. Why do we say there is a double standard for Spanish in the US? Can
you think about other cases like this?
2. Language discrimination in the public sphere/work-space. After seeing the videos
students, in groups of three, write the response to the question assigned in the whiteboard to share their ideas with the class:
a. What happens in the video?
b. These videos can be used as examples of what topics discussed in class? Any
other topics that have not been discussed?
c. How do you think that critiques like the ones made to the News Anchor and
Gina Rodriguez affect US Spanish speakers?
Examples:
i. “News anchor rolls her “Rs” https://www.youtube.com/watch?v=s-pqXqmK2w (min 1:43).
ii. Video of Gina Rodriguez:
https://www.youtube.com/watch?v=W4KiYi1rtU8
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3. Language shift and maintenance. This activity has the main purpose to introduce to
students the concepts of minority language shift and maintenance in the US at the
same time that serves as an overview and take away from the course.
a. We group the students in groups of 4 and ask them to write on the whiteboard, based on the materials seen during the course, what factors influence
the maintenance of minority languages in the US. We asked to write at list 5.
After that they are asked to do a quick online search on the assigned websites
to support to debunk the following statements:
i. http://www.pewresearch.org/fact-tank/2016/09/08/key-facts-abouthow-the-u-s-hispanic-population-is-changing/
ii. http://www.pewhispanic.org/2012/04/04/v-politics-values-andreligion/

b. Statements:
a. US Latinos are maintaining their Spanish.
b. A growth in Latino population equals a growth of Spanish-speakers in the US.
c. In the US, It can take more than 5 generations to lose a family language.

4. Experiment 1: Spanish speakers in TV (Escobar and Potowski, 2015,p.213)
a. “It is often the characters who are louder, poor, uneducated and socially
backward (e.g. sexist) that speak Spanish and the younger, more likable
smarter characters who answer in English...This portrayal position Spanish as
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an encumbrance in achieving social power as opposed to positive part of the
Latino experience” (Fuller’s, 2013).
Exemples:
i. ¿Que pasa USA?:
https://www.youtube.com/watch?v=KN8yDSsyOXE
ii. Dexter: https://www.youtube.com/watch?v=lTFbbj0HixI

In groups of 4, find two fragments of a movie, TV show that is mostly in English but has
some scenes where Spanish is used. Analyze the characteristics of the characters
portrayed as Spanish speakers regarding their age, gender, social status, and so on to see
if your example agrees or disagrees with Fuller's (2013 Statement). Write a 2 page-long
paper in which you describe the scene and its setting, analyze the characters the main
characters in the scene, and their use of language. Finally, discuss why your example
agrees or disagrees with Fuller's (2013) claim. Make sure to add the names of all the
group members, the name of the film or TV show, as well as the minutes and seconds of
the specific scene you are analyzing. You will also need to add a reference list for the
videos.
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APPENDIX E. CRITICAL TRANSLINGUAL COMPETENCE ONLINE SURVEY
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CRITICAL TRANSLINGUAL COMPETENCE ONLINE SURVEY
Section I: Demographic Information

1 Please enter your code number here:
________________________________________________________________

2 What year were you born?
________________________________________________________________

3 At the University of Arizona you are a...

o Freshmen (1)
o Sophomore (2)
o Junior (3)
o Senior (4)
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4 Were you born in the US?

o Yes (1)
o No (2)

Display This Question:
If Were you born in the US? = No

5 Were you born in...

o Puerto Rico (1)
o Mexico (2)
o Other Spanish speaking country (3)
o Other non-Spanish speaking country (4)

Display This Question:
If Were you born in the US? = No
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6 Did you arrive to the US before you were 12 years old?

o Yes (1)
o No (2)

7 What is your father's highest level of education?

o Elementary school (1)
o Junior high/Middle school (11)
o Some high school (2)
o High school (3)
o Some college (4)
o Completed Bachelor’s degree (6)
o Some Graduate school (7)
o Graduate school (8)
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8 What is your mother's highest level of education?

o Elementary school (1)
o Junior high/Middle school (2)
o Some high school (3)
o High School (4)
o Some college (5)
o Completed Bachelor’s degree (6)
o Some Graduate school (7)
o Graduate school (8)
End of Block

Section II. Spanish Speaking habits
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9 Please mark the language(s) you use in each of the following situations or places:
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Mostly

Mostly
Equal mix of

English only

English with

Spanish with

Spanish only

a little bit of

(5)

English and
(1)

a little bit of
Spanish (3)
Spanish (2)

English (4)

Language(s)
you use while
at your
parents/family's

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

home (1)
Language(s)
you use with
relatives who
live outside of
your family's
home (2)
Language(s)
you use with
your family's
neighbors (3)
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Language(s)
you use with
your close

o

o

o

o

o

friends (4)
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10 Please mark the language(s) you use in the following contexts or with the following people:
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Mostly
Equal mix

Mostly

of English

Spanish

and

with a

Spanish

little bit of

(3)

English (4)

English
English
only (1)

with a

Not
Spanish

little bit of

applicable
only (5)
(6)

Spanish
(2)
With your
mother (1)

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

With your
father (2)
With your
grandparents
(3)
With your
siblings (4)
With your
relatives (5)
With your
friends (6)
At work (7)
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At church
(8)

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

At social
events (9)
At the
university
(10)
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11 Please indicate what Spanish you speak:

o Mexican-American Spanish (1)
o Chicano Spanish (2)
o Mexican Spanish (3)
o Puerto Rican Spanish (4)
o Cuban Spanish (5)
o Chilean Spanish (6)
o Castillian Spanish (7)
o Tucson Spanish (8)
o US Spanish (9)
o Academic Spanish (10)
o Other (11) ________________________________________________
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12 What Spanish does your instructor speak?

o Mexican-American Spanish (1)
o Chicano Spanish (2)
o Mexican Spansih (3)
o Puerto Rican Spanish (4)
o Cuban Spanish (5)
o Chilean Spanish (6)
o Castillian Spanish (7)
o Tucson Spanish (8)
o US Spanish (9)
o Academic Spanish (10)
o Other (11) ________________________________________________

217

Spanish with an Attitude

Andrea Herrera-Dulcet

13 What Spanish does your instructor teach?

o Mexican-American Spanish (1)
o Chicano Spanish (2)
o Mexican Spanish (3)
o Puerto Rican Spanish (4)
o Cuban Spanish (5)
o Chilean Spanish (6)
o Castillian Spanish (7)
o Tucson Spanish (8)
o US Spanish (9)
o Academic Spanish (10)
o Other (11) ________________________________________________

14 Does your instructor correct your Spanish?

o Yes (1)
o Sometimes (2)
o No (3)
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15 Do you want your instructor to correct your Spanish?

o Definitely yes (1)
o Probably (2)
o maybe (3)
o probably not (4)
o Definitely not (5)
End of Block

Spanish and English in the Heritage Classroom

16 Please indicate how often your instructor uses the following languages in your class:
0% (1)
Spanish (1)
English (2)
Spanglish (3)

o
o
o

25% (2)

o
o
o

75% (3)

o
o
o

100% (5)

o
o
o
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17 Now, indicate how often you use these languages in your class:
0% (1)
Spanish (1)
English (2)
Spanglish (3)

o
o
o

25% (2)

o
o
o

75% (3)

o
o
o

90% (4)

o
o
o

100% (5)

o
o
o
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18
In the Spanish heritage language classroom students should...
(Indicate the extent to which you agree with each statement)
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Neither
Somewhat

Strongly

Agree

Somewhat agree nor

Strongly
Disagree

disagree
agree (1)

(2)

agree (3)

disagree

disagree
(6)

(5)

(7)

(4)
Learn a
Spanish
variety
that is
different
from the

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

one
spoken in
my house
(1)
Learn
Castillian
(2)
Speak
only in
Spanish
(3)
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Be taught
"good
Spanish"

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

(4)
Not be
allowed
to use
English
in class
(5)
Be
allowed
to use
English
or
Spanglish
to talk to
the
instructor
and my
peers (6)
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Be
allowed
to use
Spanglish

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

(7)
Focus on
grammar
and
writing
(8)
Focus on
social
and
political
aspects of
language
(9)

End of Block

Section IV. Attitudes and ideologies
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19 When people talk to me and mix Spanish and English, I...

o Don’t even notice most of the time. (1)
o Dislike it. (2)
o Do not care. (3)
o Like it. (4)
o Like it depending on the context (home, university, church, party, restaurant, etc.). (5)
o Dislike it depending on the context (home, university, church, party, restaurant, etc.). (6)
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20 How important is for you:
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Extremely

Very

Moderately

Slightly

Not at all

important (1)

important (2)

important (3)

important (4)

important (5)

To speak
only in
Spanish
without
mixing

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

languages?
(1)
To speak
Spanish that
sounds
academic? (2)
Speak
Spanish that
allows me to
communicate
with my
family? (3)
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That your
children learn
your Spanish

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

at home? (4)
That your
children learn
Spanish in
school? (5)
That your
children
speak
Spanish with
other
members of
your family?
(6)
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21 Is there a dialect of Spanish that is better and purer than the others?

o Yes (1)
o Maybe (2)
o No (3)

Display This Question:
If Is there a dialect of Spanish that is better and purer than the others? = Yes

22 Can you name the place/country where the the best and purest Spanish is spoken?
________________________________________________________________

End of Block

Critical Heritage Language Awareness
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23 Do ALL bilinguals mix languages when they speak?

o Yes (1)
o No (2)
o Maybe (3)
o I don't know (4)

24 Spanglish....

o Is a random mix of languages (1)
o Is a mix of languages that follow grammatical rules of both, Spanish and English (2)
o The speech of people who can not speak well neither Spanish nor English (3)
o Other (4) ________________________________________________
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25 Mark the answer that better indicates how much you agree or disagree with each statement:
Strongly
agree (1)
Learning languages other than
English in High School or
College is better than learning
languages other than English at
home. (1)
Some dialects of Spanish are
better than others (2)
I am proud of the Spanish I
speak (3)
I think other dialects of Spanish
are better than mine (4)

Agree
(2)

Somewhat
agree (3)

Neither
agree nor
disagree
(4)

Somewhat
disagree
(5)

Disagree
(6)

Strongly
disagree
(7)

o

o

o

o

o

o

o

o
o
o

o
o
o

o
o
o

o
o
o

o
o
o

o
o
o

o
o
o
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26 Indicate how much you agree with each of the following statements:
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Neither

Strongly

Somewhat

agree (1)

agree (2)

Somewhat

Strongly

disagree (4)

disagree (5)

agree nor
disagree (3)
In the US,
languages
other than
English are

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

discriminated
against. (1)
Discriminating
languages
marginalizes
people who
speak them.
(2)
Spain is where
the best
Spanish is
spoken. (3)
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The people
who speak
minority
languages in
the US are
associated
with negative

o

o

o

o

o

o

o

o

o

o

stereotypes
(poor,
uneducated,
dangerous,
etc.). (4)
Spanglish
does not
belong in the
Spanish
heritage
language
classroom. (5)
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Spanish,
Spanglish, or
any language
other than
English does

o

o

o

o

o

o

o

o

o

o

not belong in
the workplace.
(6)
It is dangerous
to speak your
heritage
language in
the workplace.
(7)
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27 Indicate how much you agree with each of the following statements:
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Agree
(2)

Neither
agree
Somewhat
nor
agree (3)
disagree
(4)

Somewhat
Strongly
Disagree
disagree
disagree
(6)
(5)
(7)

People who
speak languages
other than
English can
speak them at
home, but they
should not speak
them in public
spaces; it creates
conflict. (1)

o

o

o

o

o

o

o

Spanglish should
be allowed in the
Spanish heritage
language class
for conversation
among peers and
the instructor. (2)

o

o

o

o

o

o

o

Everyone who
lives in the US
must learn
English. (3)

o

o

o

o

o

o

o

English is key for
success in the
US. (4)

o

o

o

o

o

o

o

Schools must
focus on teaching
only English to
children.
Heritage
languages should
only be learned at
home. (5)

o

o

o

o

o

o

o
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People who
speak languages
other than
English are not as
patriotic as
English speakers.
(6)

o

o

o

o

o

o

o

Having people
who speak
languages other
than English can
be a threat to the
unity of the US.
(7)

o

o

o

o

o

o

o

Parents should
stop teaching
Spanish to their
kids to ensure
they learn
English. (8)

o

o

o

o

o

o

o

Learning a
heritage language
can get in the
way of learning
English. (9)

o

o

o

o

o

o

o

Spanish-speaking
parents should
not teach Spanish
to their kids; this
way they can
learn good
Spanish in
school. (10)

o

o

o

o

o

o

o

End of Block
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