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Abstract 

Latinx English language learners (ELLs) have long been the intended targets of U.S. language 

planning and policy efforts that seek to manage both the use of Spanish and its speakers. Since 

2000, Arizona has adopted some of the most restrictive educational policies that shape the 

schooling of its ELLs (e.g., Proposition 203 and House Bill 2064). Like other bilingual education 

policies, Arizona’s frame Latinx ELLs as needing linguistic remediation in order for the ELLs to 

develop proficiency in academic English for them to be successful in the modern, global 

economy (Flores, 2016). Yet academic/home language distinctions have been shown to position 

multilinguals’ language practices as deficient compared to an unmarked norm even when ELLs 

ostensibly model language practices that are validated when produced by non-racialized 

individuals (Flores & Rosa, 2015; Rosa, 2016).  

What is not well-known is if or how multilinguals reconstruct raciolinguistic 

ideologies. This descriptive qualitative study is guided by the research question: In what ways do 

Latinx multilingual students reproduce raciolinguistic ideologies? To better understand the 

pervasiveness of raciolinguistic ideologies, I interviewed ten Latinx multilinguals from two high 

schools in southern Arizona and thematically analyzed the data (Braun & Clarke, 2006). 

The findings showed Latinx multilingual students reproducing raciolinguistic ideologies, 

particularly in relation to co-naturalizations of race and language, perceived linguistic 

limitations, and raciolinguistic difference. These findings suggest that multilinguals sometimes 

adopt the stances of white perceiving subjects that re/construct multilingual language practices as 

inferior (Flores & Rosa, 2015; Inoue, 2003; Rosa & Flores, 2017), and deviating from an 

idealized monolingual norm (Flores, 2013). I conclude that there is a need for practitioners to 

advance efforts to dismantle raciolinguistic ideologies, and that the interventions most needed by 

multilinguals are ones that challenge the ubiquity of raciolinguistic ideologies and contribute to 

their denaturalization. 

 

Keywords: co-naturalization of race and language, language ideologies, language policy 

& planning, multilinguals, raciolinguistic ideologies, white perceiving subjects 
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Of the 5 million public school students who are classified as English language learners1 (ELLs), 

Spanish-speaking students totaled over 3.7 million in Fall 2017 (NCES, 2019). According to 

García (1995), Spanish-heritage students stereotyped as members of Latinx communities are 

central to the debates about language policy. The “English for the Children” campaign of 

California ballot initiative Proposition 2273 (1998, California Education Code, Section 305-306) 

represents one such an example. The campaign, led by aspiring politician Ron Unz4, falsely5 

claimed that the low achievement6 of ELLs as compared to English-proficient peers was due to 

ELLs being in bilingual classes that “trapped” them long-term in Spanish-dominant classes, 

where they received insufficient input7 in English to develop academic proficiency. Proposition 

227 was framed as the solution to bilingual education’s8 failures and promised to teach ELLs 

more effectively through structured English immersion9 (SEI).  

Proposition 227’s campaign, like others throughout the history of bilingual education in 

the U.S., drew heavily on the need to remedy the language practices of ELLs so that they 

1 English language learner (ELL) is the classification de mode used by government agencies. Though it perpetuates 
a deficit perspective, for context, I use ELL when referring to legislative and judicial actions, when quoting 
scholarship about such institutions/policies, or when replicating student interview transcripts. Otherwise, I employ 
multilingual beginning in chapter three. 
3 Proposition 227 has since been repealed by California Proposition 58 in 2016. 
4 Ron Unz was a millionaire software developer who spurred the Proposition 227 campaign. 
5 Fewer than one third of ELLs were enrolled in CA’s bilingual programs (Crawford, 2008; Rumberger & Gándara, 
2000), which greatly ranged in aims, primary language instruction, and teacher credentials (Crawford, 2008).  
6 This claim was based in part on the low reclassification rates of ELLs as fluent English proficient after one year. 
Unz incorrectly extrapolated the percentage of ELLs who were not reclassified as English proficient (95%) in one 
year as a 95% failure rate of bilingual programs (English for the Children, 1997). This number was even higher in 
Arizona (97%; Wright, 2005) and bilingual education was again framed as the culprit of Latinx ELLs’ low 
achievement (Gándara, Rumberger, Maxwell-Jolly & Callahan, 2003; Wiley & Wright, 2004).   
7 Krashen’s input hypothesis posits that language acquisition best occurs in natural, scaffolded scenarios where the 
interlocutor uses comprehensible language that is one step beyond the learner’s current proficiency level (as 
represented by the formula i + 1).  
8 Most bilingual education programs are considered to be transitional bilingual education and use the heritage 
language to teach content until ELLs develop greater English proficiency. The goal is English mastery as opposed to 
biliteracy/bilingualism. Biliteracy/bilingualism is supported in maintenance bilingual education or dual language 
programs. 
9 While structured English immersion (Baker & deKanter, 1983) is now most commonly used to define SEI in 
Arizona, sheltered English immersion has been used interchangeably.  

Chapter 1: Introduction
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modeled the linguistic practices of an idealized bilingualism that have been framed as necessary 

for access to participation in the modern, global economy (Flores, 2013). Central to the 

campaign was the promotion of required linguistic interventions in order to develop the English 

skills for ELLs, e.g., Latinx immigrants, to succeed10 despite the fact that most—around  80% 

of—ELLs are US born11 (Gándara & Hopkins, 2010; Zong & Batalova, 2015).  

Soon after California’s ballot initiative passed into law, similar voter referendums passed 

in Arizona (Proposition 203, 2000; Arizona Revised Statutes 15-751-755) and Massachusetts 

(Question 212, 2002). Arizona’s legislation has largely been considered to be the most restrictive 

(Mahoney, MacSwan, Haladyna & Garcia, 2010; Rolstad et al., 2005a; Wright, 2005), which is 

likely further propelled by the state’s history of anti-immigrant/Latinx attacks as discussed in the 

“Background” section. To date, Arizona is the only state that has not repealed its initiative. 

National anti-immigrant discourses and anti-bilingual/Latinx state policies make Arizona 

a unique context for study. This paper describes the perspectives of ELL high school students in 

relation to their perceived linguistic and racial deviations from the unmarked norm. In this 

dissertation, I synthesize educational linguistics and language planning and policy research to 

investigate the ways in which raciolinguistic ideologies are re/produced by ten Latinx students in 

southern Arizona. I thematically analyzed the student interview data that revealed language 

practices and ethnoracial13 identifications to increase understanding of this phenomenon.  

 
10 California Proposition 227 was codified as: “(b) WHEREAS immigrant parents are eager to have their children 
acquire a good knowledge of English, thereby allowing them to fully participate in the American Dream of 
economic and social advancement…(d) WHEREAS the public schools of California currently do a poor job of 
educating immigrant children, wasting financial resources on costly experimental language programs whose failure 
over the past two decades is demonstrated by the current high drop-out and low English literacy levels of many 
immigrant children” (English Language in Public Schools, 1998, § 300). 
11 In Arizona, 77% of ELLs are US-born (Sugarman & Geary, 2018, p. 2). 
12 Massachusetts House Bill 4032 (2017) has largely amended and repealed Question 2. 

13 I use ethnoracial following Rosa (2019) “to highlight the co-constitutive relationship between race and ethnicity, 
which simultaneously produces modes of sociopolitical inclusion and exclusion” (p. 72). Earlier scholarship like that 

https://www.zotero.org/google-docs/?uvPGDP
https://www.zotero.org/google-docs/?umtLCr
https://www.zotero.org/google-docs/?umtLCr
https://www.zotero.org/google-docs/?ROeE1Z
https://www.zotero.org/google-docs/?ROeE1Z
https://www.zotero.org/google-docs/?ROeE1Z
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Chapter 2: Background 

The background section situates Arizona and its policies culturally, historically, and 

politically. I begin by recognizing the rich Indigenous and Mexican histories of southern Arizona 

in “Arizona’s Geographical and Sociopolitical Context”. Then I present the restrictive laws and 

policies that seek to disrupt, if not disable, the livelihood of Latinx, predominantly Mexican-

origin14, people and ELL students in Arizona. 

Arizona’s Geographical & Sociopolitical Context 

Traditional Tohono O’odham Lands & Migration 

Arizona’s original inhabitants included many Indigenous communities like the Pascua 

Yaqui and Tohono O’odham15 peoples who still reside in southern parts of the state, though in 

drastically smaller numbers. For thousands of years, the ancestral land of the Tohono O’odham, 

the Papagueria, extended from Sonora Mexico’s Sea of Cortez to central Arizona’s Gila River 

and the Gulf of California to the San Pedro River. In the 16th century, Spaniards arrived and 

disrupted Indigenous life on their journey to find riches and establish missions to civilize native 

peoples through religion. So began the occupation of Indigenous, e.g., Tohono O’odham, lands 

by foreign governments which still persists today. After Spaniards had settled in the region for 

by Alcoff (2009) has conceptualized ethnorace to “understand the racialization of Latinos and anti-Latino racism to 
understand why Latinos are not, and cannot…become white. The term ethnorace, then, allows us to avoid having to 
choose between binary concepts imagined as independent…" (p. 123). 

14 In a book chapter on Latinx demographics in Arizona, Diaz McConnell reports that “In 2009, approximately 
91.6% of Latinos in Arizona identify their origin or ancestry as Mexican” (2013, p. 8). Most Latinx people in 
Arizona historically were and today are of Mexican origin. The same is true of the participants of this study. 
15 Formerly misnamed by the Spanish colonizers as “Papago”, Tohono O’odham means “Desert People”. Today the 
Tohono O’odham Nation is the second largest Indian reservation in the U.S. (about the size of Connecticut), with an 
estimated 2.8 million acres in southern Arizona.  
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several centuries, Mexico won its independence from Spain in 1821, making land that had 

previously been claimed by Spain now part of Mexico.  

In 1846, the U.S. went to war with Mexico (the Mexican-American War) and in 1848, the 

Treaty of Guadalupe Hidalgo resulted in the U.S. annexing much of what was northern Mexico, 

including most of present-day Arizona16. The Gadsden Purchase, also called the Mesilla Treaty, 

was finalized in 1854 and sold around 30,000 square miles of La Mesilla Valley in northern 

Mexico to the U.S. to be part of what is now southern Arizona and New Mexico for ten million 

dollars. The Gadsden Purchase set the current U.S.-Mexico border and bisected the Tohono 

O’odham Sonoran Desert homelands between two countries; the Tohono O’odham were not 

informed their lands had been sold. Later the U.S. would revoke their promised terms of the 

Gadsden Purchase with respect to honoring the land rights of Mexican citizens, inclusive of the 

Tohono O’odham living in what was now considered Mexico because of the profit to be made in 

the building the Southern Pacific transcontinental railroad and in mining (see “Mexican 

Borderland Migration”).  

The regular migration of the Tohono O’odham people throughout their ancestral lands 

spanned two countries, earning the Tohono O’odham the label binational (Miller, 2014). These 

customs became strained with the increased U.S.-Mexico border militarization post-9/11. The 

geopolitical dynamics faced by the Tohono O’odham people has been elaborated by Neustadt: 

Once again, the O’odham have become “others,” foreigners on their own land. “If we  

walk out our door,” says Ofelia Rivas in Jaacks’s 2009 documentary film A Voice in the 

Desert, “we need some kind of document to prove who we are...in our own lands...which 

 
16 Arizona is one of five states with Latinx people comprising the largest share of the population (30.5%; U.S. 
Census Bureau/American FactFinder 2016: PEPASR6H).  
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happens to have an international border dividing our lands.” The O’odham are subject to 

the authority of an occupying Border Patrol force. From an O’odham perspective, 

furthermore, the U.S. Border Patrol agents are strangers on O’odham land….One cannot 

leave the nation, or even live in it, without repeatedly being asked to prove one’s U.S. 

citizenship status to a Border Patrol agent. (2017, pp. 581-2)  

About 2,00017 of the tribe’s 34,000 members live on Tohono O’odham lands in Sonora despite 

the fact that Mexico does not recognize the sovereignty of Indigenous land in the same way as 

the U.S. These Mexican-born tribal members and the 7,000 members without birth certificates in 

Arizona are not recognized as U.S. citizens and hence lack the paperwork required to freely cross 

(back) into the U.S. Granting U.S. citizenship to all enrolled tribal members or obeying Article 

36 of the United Nations Declaration on the Rights of Indigenous Peoples (UNDRIP, 2007) 

could ease the current conflicts associated with Tohono O’odham crossings. The following 

section underscores how Mexican-origin people also have a long history of U.S. migration. 

 

Mexican Borderland Migration 

While there was an initial flow of people who moved within the new, smaller bounds of 

Mexico, Mexicans were recruited to the U.S. to work on the railroads in the wake of the Chinese 

Exclusion Act of 1882. By the early 20th century, Mexicans also worked in the metal (e.g., 

copper) mines. The Mexican Revolution that began in 1910 then led more Mexicans to seek 

work and refuge in lands now considered part of the U.S. Reflecting on the borderlands, Diaz 

McConnell opined that  

 
17 This community has become increasingly isolated from the rest of their tribal members on O’odham land in 
southern Arizona due to the international border that traverses Tohono O’odham lands.  

https://www.zotero.org/google-docs/?CU7fvy
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This historical concentration of Mexicans in Arizona is unsurprising: the state was part of 

Sonora, Mexico before the Mexican–American War, and since that time, there have been 

rich social, economic, and political connections between peoples living in the border-

region. (2013, p. 3)  

For many, these connections still persist today. Elaborating on Mexican immigration to 

the U.S., Otto Santa Ana (2002) explained, 

Once the land was theirs, Anglo-Americans sought labor to build their society. U.S.  

industry, mining, and agribusiness spent millions of dollars to recruit highly productive 

Mexicans from the interior of Mexico to work. The vigorous recruitment established the 

sources and direction of the stream of people moving to the United States from the south. 

The patterns of Mexican immigration set down at that time only increased in volume and 

extend across the century. With Mexican immigration, U.S. capitalism secured an 

optimal labor reserve; it proved to be more tractable than any other. The full price of this 

business arrangement, however, would only become apparent toward the end of the 

twentieth century. The Mexican population would become impossible to dismiss. (p. 274) 

Arizona along with other U.S. states have long-exploited the labor of Mexican-origin workers for 

alleged labor shortages on farms and on the railroads. The Bracero program is a well-known 

example that brought 4.6 million guest workers to the U.S. from Mexico on short-term contracts 

from 1942-64, and provided employers with cheap migrant as opposed to domestic labor 

(Bracero History Archive, 2020).  

After the Bracero program ended, Mexican workers lacked access to legal entry to work 

in the U.S. As a result, illegal migration grew, and Mexicans (indexing all Latinxs) came to be 

constructed as threats. Heightened attention was paid to Latinx immigration that came to be 

https://www.zotero.org/google-docs/?FnOIPE
https://www.zotero.org/google-docs/?FnOIPE
https://www.zotero.org/google-docs/?FnOIPE
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framed as a national crisis in the making. The metaphorical dangerous invasion by tides of 

Latinx peoples has been documented in Santa Ana’s Brown Tide Rising (2002). These narratives 

racialize immigrants as “illegal” (Diaz McConnell, 2013) and have real effects on public 

perception and political legislation. As a result, border and anti-immigrant enforcement against 

Latinx communities amped up beginning in the second half of the 20th century.  

The heavy surveillance and militarization of the U.S.-Mexico border has long been 

contentious as the majority of the U.S. Border Patrol’s resources have been prioritized there. 

Today the inhumane immigration practices extend to the policing of migrant children who are 

separated from their families at the border and placed in detention centers without access to basic 

hygiene, medical, nutritional, and schooling needs. The benefactor of such cruelties remains the 

U.S. prison-industrial complex, not the economic and physical security of U.S. citizens. 

Policies & Rulings that Racialize Latinx Communities 

The next sections outline judicial and legislative decisions that affect English language 

learners and Latinx communities at national and the local, Arizona state levels. For the purposes 

of this paper, I begin with a discussion of the Brown v. Board of Education (1954) Supreme 

Court ruling. 
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Brown v. Board of Education & ELLs 

Lauded as the landmark case18 that outlawed racial segregation in public schools, the 

Brown decision was momentous. However, just because de jure segregation was deemed 

unconstitutional [i.e., separate was ruled not equal as was acceptable in Plessy v. Ferguson 

(1896)], did not mean that schools were reformed into integrated or equitable institutions. 

Critical race theorist Bell has described how Brown’s alleged steps toward racial equality 

culminated due to interest convergence (1980) rather than altruism. According to Bell, Brown 

supported minority interests because they aligned with the material and political interests of the 

majority with respect to consequences of World War II (e.g., industrialize the south and assuage 

disgruntled Black veterans who sensed hypocrisy under the 14th amendment) and calming Cold 

War anxieties (e.g., limit the spread of communism and appear democratic and desegregated). 

Put simply, the boost to the U.S.’s international credibility far outweighed the moderate 

mitigation of racial inequities that did little to positively change or dismantle structural racism.  

Following Brown, Aggarwal (2016) contends that a new racial formation emerged, where 

gaps in educational achievement were no longer perceived to be due to material disparities since 

the barrier of legal segregation had been outlawed. Indeed Omi and Winant (2015) described the 

Civil Rights era as a time in which race as an organizing principle for the distribution of 

resources, rights, and privileges became destabilized once racial segregation was no longer 

legally permitted; as such, the U.S. shifted to a system built on perpetuating racial (white) 

hegemony rather than racial domination through racial projects. Since desegregation was viewed 

 
18 Hernandez v. Texas (1954) actually preceded Brown. It too addressed the 14th amendment, though for Mexican-
Americans. Delgado (2006) found much overlap between Brown and Hernandez. For example, interests converged 
to improve the global reputation of the U.S., to minimize communism in Latin America, and to mitigate Latinx 
veterans’ discontent over their lack of rights in the U.S. after fighting in WWII.  
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as what was necessary to fix school performance problems, the persistence of minoritized 

students’ underachievement contributed to the continued racialization of such students and their 

families as deficient and in need of interventions to change individual behaviors (Aggarwal, 

2016). 

Legislative Acts & ELLs 

Title VI, Civil Rights Act of 1964 in addition to banning employment or voting 

discrimination on the basis of race, color, or national origin, also sought to advance slow-to-

change school desegregation efforts. This paved the path to address educational issues 

experienced by minoritized students like English language learners since Title VI was interpreted 

to prohibit denial of equal access due to limited English proficiency in the case of ELLs. The 

Civil Rights Act was shortly followed by the Elementary and Secondary Education Act (ESEA) 

of 196519, which provided federal funding to further aid desegregation efforts and disadvantaged 

students. When the ESEA was amended in 1968, it included a focus on mitigating the barriers to 

educational opportunities faced by language-minoritized students [limited English proficient 

(LEP) students] with the inclusion of the Bilingual Education Act (BEA, Title VII). The BEA 

provided federal policy funding, professional development opportunities, and research to support 

ELLs through native language instruction in order to develop their English. However, the BEA 

did not provide a definition of bilingual education nor did they require it of schools.  

19 No Child Left Behind (NCLB) and Every Students Succeeds Act (ESSA) are reauthorizations of ESEA that seek 
to hold schools and districts accountable to high standards through high-stakes testing to close perceived 
achievement gaps, e.g., policy-driven education reform. Codified in NCLB’s Title III is “Language Instruction for 
Limited English Proficient and Immigrant Students”, Part A “English Language Acquisition, Language 
Enhancement, and Academic Achievement Act”, which effectively eliminated Title VII of ESEA (the Bilingual 
Education Act of 1968) and devalued of the maintenance of heritage languages and literacies by removing 
developmental bilingual education language program funding (Gándara & Baca, 2008; Menken, 2008; Wiley & 
Wright, 2004). 
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Judicial Remedies & ELLs 

One of the most important amendments came following Lau v. Nichols (1974), where 

school districts had to take affirmative steps to provide a meaningful education for English 

language learners, otherwise they might be in violation of the Civil Rights Act. Though no 

specific approach was required, schools were now responsible for ensuring ELLs had access and 

resources to equal educational opportunities. The Lau decision was codified in the Equal 

Education Opportunities Act (EEOA) of 1974, where educational agencies had to take 

“appropriate action” to overcome students’ language barriers to ensure equal participation. Later, 

Castañeda v. Pickard (1981) established a three-prong test to determine the appropriateness of 

English language development (ELD) programs in supporting ELLs. According to scholars like 

Faltis and Arias, the Arizona Department of Education has not met the Castañeda standard 

(2012). The following sections first review Arizona-specific laws that racialize Latinx 

communities, then describe those that explicitly target ELL students. 

 

Arizona Laws 

The laws reviewed next provide examples for the ways in which the state of Arizona has 

racialized Latinx communities, e.g., immigrants and English language learners, over the last two 

decades. The first legislation discussed is Arizona Senate Bill (SB) 1070, which sent shockwaves 

throughout the nation for its overt discrimination against Mexican people. Second I outline the 

also racially motivated House Bill (HB) 2281 that effectively eliminated an extremely successful 

Mexican-American Studies (MAS) program in Tucson, AZ. While the two policies did not 
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explicitly target ELLs, they were anti-immigrant and anti-Latinx. These discriminatory policies 

reflected anti-Latinx ideologies and yielded a symbolic power that created a hostile 

environment . Though not all ELLs 

identify as Latinx, ELLs 

20 for Latinx communities despite their citizenship status

and Latinx ELLs in particular are racialized as linguistic Others and 

portrayed as in need of assimilation or fixing. The remainder of this section then details Arizona 

court cases and subsequent policies (Flores v. Arizona, Proposition 203, and House Bill 2064) to 

contextualize the schooling of (Latinx) ELLs in Arizona. Taken together, these policies provide 

insights into the hostile cultural, social, and political fabric that shapes the schooling practices 

experienced by Arizona ELLs on a regular basis.  

20 Santos, Menjívar, and Godfrey found in a study of mixed status families that “The children in our study may 
perceive a hostile environment from authorities around them in light of practices that are seen and perceived as 
discriminatory, such as the SB 1070 legislation...This is particularly important given that SB 1070 awareness and 
perceptions of discrimination may act in accordance to further complicate key outcomes among children such as 
academic engagement” (2013, p. 89). 
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Policies that Target Latinx Communities 

SB 1070. For centuries, “U.S.-born Latinos, Mexican-origin populations, and others have 

been racialized as illegal immigrants” (Diaz McConnell, 2013). In 2010, Arizona made headlines 

for attacks targeting Latinx (e.g., Mexican-origin) communities when Arizona passed SB 1070, 

which effectively institutionalized the racial profiling of undocumented individuals to deter 

immigration, known to some as attrition through enforcement. In so doing, state law enforcement 

prioritized cooperating, assisting, and enforcing immigration laws. Law enforcement officials 

were permitted to make contact with any individuals “where reasonable suspicion exists that the 

person is an alien who is unlawfully present in the United States” (A.R.S. § 11-1051). One 

ground for suspicion might have included the use of Spanish. For instance, Rosa (2016) has 

explained that Spanish has been used to mark Latinxs as ethnoracial Others in the U.S., and that 

their raciolinguistic management has occurred in relation to imagined futures. One such 

imagined future is that of uncontrollable waves of Latinx migration that has spurred nation-state 

anxieties and the adoption of SB 1070.  

Despite many court cases and even a 2012 Supreme Court ruling that struck down other 

provisions, Section 2B of SB 1070, the “show me your papers” provision, remained until 2016. 

In a 2016 settlement, law enforcement officers were no longer allowed to make contact with 

individuals solely to verify immigration status. SB 1070 has been anti-immigrant, 

unconstitutional, and draconian. 

Studies on the effects of SB 1070 on children are difficult to come by. What is known is 

that the threat of deportation has direct and indirect negative consequences on even U.S. born 

children’s well-being (Santos, Menjívar, & Godfrey, 2013). In sum, non-immigrants have been 

greatly affected by the policies meant to apprehend and deport undocumented immigrants.  
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HB 2281. The Arizona Superintendent of Public Instruction from 2003-2011, Tom 

Horne, sought to prohibit the ethnic studies program in Tucson Unified School District (TUSD). 

However, students enrolled in this nationally-recognized ethnic studies program outperformed 

those who were not in the program in all five measures of test passing and graduation, according 

to Cabrera and colleagues’ (2014) analysis of 2008-11 TUSD administrative data.  

In spite of these successes, the program was shut down in 2010 by House Bill 2281 based 

on claims that the ethnic studies programming infected students’ minds with dangerous 

propaganda. HB 2281 codified the prohibition of any ethnic studies course or class that: 

1. Promote[d] the overthrow of the United States government. 

2. Promote[d] resentment toward a race of class of people. 

3. [Was] designed primarily for pupils of a particular ethnic group. 

4. Advocate[d] ethnic solidarity instead of the treatment of pupils as individuals. 

(formerly Arizona HB 2281, 2010; A.R.S. § 15-112) 

Sleeter’s review for the National Education Association (NEA) advised that “although 

commonly described as ‘divisive,’ un-American, and teaching racial separatism...ethnic studies 

curricula very intentionally include historically marginalized communities and students in a 

multicultural American curriculum and narrative, often supporting and developing cross-group 

communication” (2011, p. 5). Sleeter also found that explicitly discussing racism, as occurs in 

ethnic studies, has been shown to have positive social and academic outcomes for students as 

doing so helped students navigate future hostilities (ibid). For a more detailed discussion of the 

TUSD Mexican-American Studies (MAS) program controversy, its positive impact, and critical 
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pedagogy-driven practices, see Raza Studies: The Public Option for Educational Revolution 

(2014).  

By 2017, HB 2281 was ruled by Federal Judge Tashima to violate students’ constitutional 

rights since the law was found to be driven by “racial animus”, exclusively targeting the Latinx 

community who supported TUSD’s MAS program. Beyond schools, Zentella (1997) has shown 

how Spanish and Spanish speakers are constructed as foreign threats to the national unity of the 

U.S. (see Hispanophobia), which is at odds with the fact that over two-thirds of the 60 million 

U.S. Latinx community members are U.S. citizens (Noe-Bustamante, 2019; Noe-Bustamante & 

Flores, 2019). The anti-Latinx policies of HB 2281 and SB 1070 exemplify just some of the 

hostilities faced by Latinx communities in U.S. society.  

Two other controversial pieces of legislation, Proposition 203 (2000) and related HB 

2064 (2006), have impacted the schooling of ELLs—over three-quarters of whom are Latinx in 

Arizona (Gándara & Orfield, 2012; Jiménez-Castellanos, Combs, Martínez, & Gómez, 2013; 

Milem, Salazar, & Bryan, 2016; Sugarman & Geary, 2018). A more robust review of these two 

educational policies and the principally related court case, Flores v. Arizona, is provided below.  

 

Educational Policies that Target ELL Students 

https://www.zotero.org/google-docs/?WM0EV5
https://www.zotero.org/google-docs/?WM0EV5
https://www.zotero.org/google-docs/?uRTN1M
https://www.zotero.org/google-docs/?psjOoa
https://www.zotero.org/google-docs/?psjOoa
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Flores v. Arizona. The original English language learner lawsuit in Arizona, Flores v. 

Arizona, ruled on appropriate funding to educate Nogales Unified School District students—

most  of whom were ELLs. The parents claimed in the lawsuit that the state had violated the 

Equal Education Opportunities Act (EEOA) of 1974 by failing to provide Miriam Flores and 

other students an equal education. The district was sued for not taking “appropriate action to 

overcome language barriers that impede equal participation by its students in its instructional 

programs”  (Title 20 U.S.C. § 1703(f) as cited in Jiménez-Castellanos et al.,  2013).  

It was not until early 2000 that the U.S. District Court found Arizona’s funding amount 

per ELL to be “arbitrary and capricious”. Following this ruling, Arizona was ordered to define an 

ELL instructional approach so that appropriate funding for the program could be determined. In 

August 2000, then-Superintendent of Public Instruction Lisa Graham Keegan entered into an 

agreement, the Flores Consent Order, with the plaintiffs that resolved the lawsuit’s allegations 

regarding program appropriateness, which among other stipulations for the curriculum and 

instruction provided to ELLs contained three mandates: 

 • Daily instruction in English language development...[that] shall include listening and 

speaking skills, reading and writing skills, and cognitive and academic development in 

English. 

 • Daily instruction in basic subject areas that is understandable and appropriate to the 

level of academic achievement of the ELL student, and is in conformity with accepted 

strategies for teaching ELL students.  

https://www.zotero.org/google-docs/?SUr6cp
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 • The curriculum of all bilingual education and English as a Second Language (ESL23) 

programs shall be comparable in amount, scope and quality to that provided to English 

proficient students. (Jiménez-Castellanos et al., 2013, p. 4) 

Today per-pupil ELL funding remains an issue and it is controversial whether the stipulations of 

the Flores Consent Order have actually been met. For a more detailed timeline of ELL legislation 

and services, see Appendix A. Since Proposition 203 and HB 2064 arguably have the greatest 

influence on ELL instruction, they are expanded upon below. 

 

 
23 I use the term English language development (ELD) as opposed to English as a second language (ESL) for 
programs that provide ELLs language support. 

https://www.zotero.org/google-docs/?Dowwcl
https://www.zotero.org/google-docs/?Dowwcl
https://www.zotero.org/google-docs/?Dowwcl
https://www.zotero.org/google-docs/?Dowwcl
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Proposition 203. A by-product of the Official English movement, Arizona’s Proposition 

203 passed in 2000 and eliminated local flexibility in English language development program 

options. Proposition 203, like the other Unz initiatives24 in California and Massachusetts that 

proposed SEI25 as the predominant ELL instructional model, have been considered restrictive 

(Gándara & Hopkins, 2010; Rios-Aguilar, González Canché & Sabetghadam, 2012; Rolstad, 

Mahoney & Glass, 2005b; Wiley, Lee & Rumberger, 2009; Wiley & Wright, 2004). Because 

SEI became the expected English language development program for all Arizona ELLs unless 

they received a waiver (A.R.S. § 15-751-753), the state’s remaining bilingual education 

programs were effectively eliminated.  

Prior to the adoption of SEI in particular U.S. states (e.g., California, Arizona, and 

Massachusetts), Canada’s French immersion studies were purportedly consulted. Yet Canada’s 

SEI programs were an ill-fitting model for teaching U.S. ELLs as Canada’s SEI model was 

designed for mainstream majority language students to learn the second language, French, and to 

become biliterate/bilingual over three to six years’ time. In the U.S., the goals of SEI were for 

minority language ELLs to rapidly attain English monolingualism (Martínez-Wenzl, Pérez & 

Gándara, 2012). With the intention to assimilate language-minoritized students, language 

policies like Proposition 203 were inextricably tied to the English-only movement. A comparison 

of SEI program goals, design, and results have been listed in Faltis and Arias (Table 2.1; 2012, p. 

29). 

 
24 Colorado (Amendment 31, 2002) was defeated in large part due to legislative activism by community members 
and bilingual educators as well as organizations like English Plus and Colorado Common Sense. 
 
25 “‘Sheltered English immersion’ or ‘structured English immersion’ means an English language acquisition process 
for young children in which nearly all classroom instruction is in English but with the curriculum and presentation 
designed for children who are learning the language” (A.R.S. §15-751. Definitions, 5). 
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Arizona ELLs have largely been taught reading and writing only in English, with no 

programmatic goal of fostering biliteracy or bilingualism. Arizona’s SEI model definition stated, 

“Although teachers may use a minimal amount of the child's native language when necessary, no 

subject matter shall be taught in any language other than English, and children in this program 

learn to read and write solely in English” (A.R.S. §15-751. Definitions, 5). Consequently, many 

practitioners mostly interpreted and implemented English-only instruction in their ELD classes 

(Mahoney, MacSwan, Haladyna, & Garcia, 2010). In sum, English-only has been a de facto 

defining characteristic of SEI.  
chola rs have re sounding ly critique d roposition . or exam ple, itchel l explained that “nglish only ensures t he maintena nce of a n academic undercla ss, nothing more, and perhaps for ling uistic-minority stude nts, much le ss” (, p. ). n term s of its im pleme ntation, rig ht conte nde d that “roposit ion is pol itical spectacle and, thus, is not the re sult of true democratic policy making wit h real concern for stude nts” (, p. ). he lack of concern t oward the well- being of t he c hildre n of the “ngl ish for the hildren” campaig n wa s evident in the instructional a pproach propose d by pe ople wit hout experience teaching or lea rning a second la ng uage . ndeed ev ide nce and re searc h-ba sed pol icy decisions have unde rscored t he importa nce of s deve loping strong proficiency in the ir heritage lang uage/ s and ng lish.in

 
27 Second language is used here to describe a language or languages acquired or learned beyond that of the heritage 
language/s. People can know or use more than one language making the second language terminology flawed. 
28 This paper intentionally uses the term heritage language, following Valdés’s 2001 definition republished in 
abridged format in 2014. “Heritage language students raised in a home where a non–English language is spoken, 
who speak or only understand the heritage language, and who have some proficiency in English and the heritage 
language are to some degree bilingual” (Valdés, 2014, pp. 27-8). Lee and Suarez expand that “The concept of 
heritage language captures a dimension of the intricate relationship between an individual and a language that other 
terms such as primary language, home language, mother tongue, first language or native language fail to denote. 
Mother tongue, first language, native language and primary language, for example, generally refer to a language that 
was the first to be learned and, in some cases, a language in which native-like proficiency has been developed. In the 
case of immigrants and, in particular, their descendants, the language of the country of origin may not be the 
dominant or even the first language spoken” (2009, p. 137). 
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In addition, Arizona had not yet implemented an acceptable, relevant cost study to 

determine a science-based per-ELL funding amount, so they had not fulfilled the court’s order to 

resolve “arbitrary and capricious” and ultimately, inadequate ELL funding as ruled in Flores v. 

Arizona. The state accrued $21 million in fines from the U.S. District Court, beginning with 

$500,000/day in 2006 that later increased to $2,000,000/day to promote increased urgency to 

resolve the state’s violation of the EEOA. The fines were a consequence of failing to comply 

with the original Flores order and deadlines to study appropriate ELL services and the costs 

associated with providing those services to meet ELLs’ needs (Gándara & Orfield, 2012). In 

attempts to meet these demands, the Arizona legislature passed numerous bills to address ELL 

funding, some of which were vetoed by then-governor Janet Napolitano. The most notable bill is 

HB 206429, which is expanded upon in a later section. 

 

 

 

 
29 HB 2064 was found to not comply with the original agreement until Horne v. Flores (2009), in an appeal to the 
U.S. Supreme Court, found that Arizona had fulfilled the EEOA’s required “appropriate action” as no set ELL 
funding was ever dictated.  

https://www.zotero.org/google-docs/?zK6zeY
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The Overwhelming Support for Fostering ELL Bilingualism. A primary difference 

between SEI and bilingual education programs is the role of English language learners’ heritage 

languages (and cultures) in the classroom. Developing, in some cases maintaining, biliteracy is a 

goal only facilitated in particular bilingual education programs even though research findings 

have demonstrated that ELL biliteracy has a positive effect on student achievement (Genesee, 

Lindholm-Leary, Saunders & Christian, 2006). Most studies have shown ELLs in bilingual 

programs who receive heritage language instruction to academically outperform ELLs in 

English-only programs, such as SEI (Genesee et al., 2006; Rolstad et al., 2005b; Slavin & 

Cheung, 2005). In effect, heritage language literacy has been positively associated with greater 

academic achievement and second language literacy development (August & Shanahan, 2006; 

Genesee et al., 2006).  

Heritage language instruction has also been a key way to promote heritage literacy and 

cognitive development (August & Shanahan, 2006; MacSwan & Pray, 2005; MacSwan & 

Rolstad, 2005; Rolstad et al., 2005a; 2005b; Rolstad, Mahoney & Glass, 2008). When instructed 

in the heritage language/s and English, ELLs have been shown to outperform ELLs in English-

only classes such as SEI (August, Goldenberg & Rueda, 2010).  ELLs with academic and 

cognitive development in their heritage language have had strong, positive effects on their 

academic second language development (Collier, 1992; Cummins, 1991; Lindholm, 1991; Slavin 

& Cheung, 2005). Greater cognitive and academic development in the heritage language has 

been found to yield increased second language proficiency and academic development (August 

et al., 2010; Collier, 1992; Thomas & Collier, 1997). In sum, studies have reported that students 

with high proficiencies in both languages academically outperform those who do not (Lee & 

Suarez, 2009).   
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 Language acquisition scholarship has found that the abilities and knowledge a student 

has in their heritage language/s can be transferred32 to aid the student in acquiring a second 

language. Ovando and Combs (2018) noted that academic skills, concept formation, learning 

strategies, literacy development, and subject knowledge are transferable from the heritage 

language to a second language. Facilitation theory has been used to define this process of 

heritage language knowledge aiding a student’s academic development in a second language or 

languages (Krashen, Rolstad & MacSwan, 2007). For example, having reading and writing skills 

and learning strategies in the heritage language/s has been proven to lead to cognitive and 

linguistic transfer of reading and writing skills and strategies in the second language (Cummins, 

2001; Lindholm, 1991). Indeed higher level literacy skills like reading and writing in the heritage 

language have been shown to be especially important as the presence of these skills has yielded 

the greatest benefits to second language development (Lee & Suarez, 2009).  

Findings from the National Literacy Panel have echoed those previously mentioned, 

including the importance of developing ELLs’ proficiencies in their heritage languages, which 

has been proven to facilitate learning in and of a second language like English (August & 

Shanahan, 2006). However, Arizona’s proposed SEI model has ignored this recommendation 

given that all subject matter should not be taught in a language other than English (A.R. S. §15-

751). In summarizing the research on SEI’s effectiveness, Krashen and colleagues concluded 

that: 

Three distinct research teams independently concluded that SEI is an inferior 

instructional approach in comparison to more traditional programs which teach ELLs in 

 
32 For August and colleagues, transfer “means that what a student learns about one thing or in one context 
contributes to learning about other things and in other contexts” (2010). 
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both English and the native language, and a research synthesis focused solely on studies 

conducted in Arizona drew similar conclusions. A review of the evidence suggests that 

the development of scientifically sound programs for ELLs involves curricular and 

pedagogical activities which use children’s native language to enrich their understanding 

of school content and academic subject matters while they are learning English. (2007, p. 

2)  

Notably, however, Flores (2016) has challenged liberal multicultural framings of bilingual 

education such as those mentioned above for they do little to dismantle the raciolinguistic 

structures that uphold hegemonic whiteness and position ELL language practices as resulting in 

cognitive and linguistic deficiencies relative to an idealized bilingualism (see Chapter 3). The 

proceeding chapters incorporate this critical orientation to understanding multilingualism, 

multilinguals, and the prestige associated with each in the context of southern Arizona, which 

has c/overtly adopted anti-bilingual, anti-immigrant, and anti-Latinx policies and practices like 

Proposition 203 and HB 2064. 
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HB 2064. Shortly after the National Literacy Panel’s publication (2006), Arizona adopted 

an arguably less effective, one-size-fits-all model to instruct its English language learners 

following the passing of HB 2064. HB 2064 created an ELL Task Force “to develop and adopt 

research-based models of structured English immersion” (A.R.S. § 15-756.01), removing ELL 

educational policies from the oversight of the State Board of Education. The chair and the 

majority of the members on the Task Force had minimal to no experience in the classroom or 

with ELLs (Faltis & Arias, 2012). The Task Force proposed and adopted a statewide 4-hour 

English language development  model that was charged with being cost-efficient (A.R.S. § 15-

756.01) as opposed to effective.  

Concerns connected to the 4-hour SEI block not detailed at length in this paper include 

the unrealistic nature of ELLs attaining academic English proficiency in one year33, ELL 

funding, ELL (re)assessment, classification, and identification, the duration of the 4-hour block, 

and the delayed time for ELLs to graduate high school, which has been shown to possibly lead to 

increased dropout rates34 (Rios-Aguilar, González Canché & Moll, 2012). The next sections 

highlight the ways in which the newly adopted 4-hour SEI block was increasingly restrictive and 

detrimental to ELL success (Mahoney, MacSwan, Haladyna & Garcia, 2010). For example, the 

4-hour block isolated students in language-specific classes away from their English proficient 

peers and content classes for the majority of the school day even though access to these resources 

has been connected to gains in literacy development (Rios-Aguilar, González Canché & Moll, 

2010) and graduation (Milem et al., 2016).  

 
33 Through SEI it was alleged that ELLs would be English-proficient in 180 days and ELLs would only be in SEI 
classes for a period “not normally to exceed one year” [Arizona Revised Statutes (A.R.S.) § 15-752]. Becoming 
English proficient in a one-year timeframe has been largely criticized for being counter to second language research 
(August, Goldenberg, Rueda, 2010). 
34 Reasons given for dropping out of high school include “poor” English skills (50%) and dislike of school (40%), 
according to Hernández-Nieto and Gutiérrez (2017). 

https://www.zotero.org/google-docs/?MnSOQo
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Segregation from English-proficient Peers & Core Academics. Scholars have found the 

4-hour block to not increase English language learners’ English achievement (Rios-Aguilar, 

González Canché & Sabetghadam, 2012); to harm students cognitively and emotionally (Combs, 

Evans, Fletcher, Parra & Jiménez, 2005; Gándara & Orfield, 2012); and to physically, socially, 

and educationally segregate students (Gándara & Orfield, 2010; 2012; Lillie, Markos, Estrella, 

Nguyen, Trifiro, Arias & Wiley, 2010). In condemning the linguistic and social hypersegregation 

of Latinx immigrant youth, Guadalupe Valdés has referred to their school environments as ESL 

ghettos (1998; 2001).  

The concerns surrounding ELL segregation have been previously documented in the 

1951 Gonzalez v. Sheely federal court decision, where it was determined that Latinx students 

should not be segregated in separate schools because doing so had negative consequences on 

developing their English proficiencies. The court outlawed such segregation because of concerns 

that students’ language needs would not be met without exposure to English-proficient peers. 

The court also found that “The methods of segregation prevalent in the respondent school district 

foster antagonisms in the children and suggest inferiority among them where none exists” 

(Gonzalez v. Sheely, 96 F.Supp.1004 D.C.. Ariz. 1951 as cited in Gándara & Orfield, 2012). 

According to the Civil Rights Project, ELLs have reported negative feelings associated with their 

segregation: 

The biggest and most important difference in regard to SEI versus non-SEI classrooms 

was the physical segregation of the students and classrooms in relation to the rest of the 

school….[T]he physical environment created students’ sense of identity as an “ELL 

student” (that is, the students came to see themselves as different and apart from the rest 
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of the students in the school), the location of classrooms created a physical segregation 

from English-proficient peers within the school, and this physical segregation led to a 

social isolation from the school community. (Lillie et al., 2010, p. 11) 

Aligning with the challenges noted above, English language coordinators in a study by 

Rios-Aguilar, González Canché, and Moll (2012) most frequently articulated concerns about 

segregation both in terms of ELL students being isolated from English-proficient peers, but also 

missing out on core academic content, required for graduation and college readiness. Lillie, 

Markos, Arias, and Wiley argued that: 

 [A]s Arizona law allows one grade-level English credit for the entire four-hour  

block, this begs the question if the ELL students really receive a grade-level appropriate 

course in English that prepare them for graduation, postsecondary education, or work. 

The curriculum, devoid of rich content learning, is not comparable in amount, scope, or 

quality to that of native English-speaking peers. ELLs are receiving an unequal 

education. (2012, p. 21) 

As ELLs have been denied access to academic content as is the case in SEI, they have been 

receiving inequitable schooling as compared to their English-proficient peers (Gándara & 

Orfield, 2010). For a more detailed account of ELL school segregation and the associated risks 

of academic failure, see Gándara & Orfield (2012).  

 The 4-hour block adopted by Arizona has entailed language, not academic content 

instruction. Language instruction35 has included oral English, grammar, reading, vocabulary, and 

writing even though these instructional blocks do not mimic a natural setting for language 

 
35 The discrete language skills are morphology, syntax, lexicon, semantics, and phonology (ADE, 2010). This 
instructional approach is critiqued in Krashen and colleagues’ review (2007). 

https://www.zotero.org/google-docs/?UIDiKr
https://www.zotero.org/google-docs/?UIDiKr
https://www.zotero.org/google-docs/?FKRoeO
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acquisition. Krashen and colleagues have found that this type of explicit, decontextualized 

language instruction had a weak effect on language acquisition (2007). Further, this type of SEI 

was counter the 1980s ELD shift to sheltered immersion that taught ELLs academic content and 

language (language in context), knowing ELLs would otherwise fall behind in the credit-bearing 

coursework required for graduation (Lillie et al., 2010; Ovando & Combs, 2018). Ovando and 

Combs elaborated on the urgency of ELLs learning core content within language classes: 

It is most efficient to develop academic work through students’ first language, while 

teaching second language during other periods of the school day through meaningful 

academic content. In earlier decades in the United States, schools emphasized teaching 

second language as the first step and postponed the teaching of academic content 

subjects. Research has shown that postponing or interrupting academic development is 

likely to promote academic failure. In an information-driven society that demands more 

knowledge processing with each succeeding year, students cannot afford the lost time. 

(2018, p. 119) 

Schooling develops academic subject matter knowledge in children, but separating this type of 

instruction from language for ELLs has created significant educational gaps (Krashen et al., 

2007). Understanding the increased effectiveness of contextualizing language instruction with 

heritage language support within academic subject matter has been critical in closing the 

achievement gap as measured by tests in English (Ovando & Combs, 2018, p. 62). 

 

https://www.zotero.org/google-docs/?teHk4o
https://www.zotero.org/google-docs/?teHk4o
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SEI Evaluated 

No scholarship to date has recommended that English language learners be isolated for 

four hours a day at the cost of limiting academic content (August, Goldenberg & Rueda, 2010; 

Krashen et al., 2007). For example, it has been found that: 

SEI as implemented in Arizona carries serious negative consequences for EL students  

stemming from the excessive amount of time dedicated to a sole focus on English 

instruction, the de-emphasis on grade level academic curriculum, the discrete skills 

approach it employs, and the segregation of EL students from mainstream peers. 

(Martínez-Wenzl et al., 2012, p. 1) 

Language acquisition research has consistently shown that ELLs enrolled in SEI programs have 

reported lower academic outcomes as compared to their non-SEI enrolled peers who received 

heritage language support (August & Shanahan, 2006; Rolstad et al., 2005a; Slavin & Cheung, 

2005). The documented benefits of instruction in both languages extends beyond school to self-

esteem and identity development, which research has revealed has associations with students’ 

academic success. In sum, there has been no quality research to support the 4-hour SEI block.  

Indeed, SEI has been found not to be “significantly more effective than bilingual 

education” as ruled by the U.S. Supreme Court (Horne v. Flores, 557 U.S. 1, 24, 2009). In 

response to this ruling and after reviewing extant research, Martínez-Wenzl and colleagues 

argued that:  

In addition to the lack of evidence for its superiority, the model Arizona has chosen to  

adopt carries with it additional risks of segregation, isolation, and high school drop out. 

While the EEOA requires that whatever method is adopted be based on sound theory, we 

https://www.zotero.org/google-docs/?uSLkAx
https://www.zotero.org/google-docs/?axawot
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could find no evidence that Arizona’s SEI model, as implemented, meets this criterion. 

(2012, p. 26).  

The 4-hour block model also violated a) the three-pronged test of the Equal Educational 

Opportunity Act of 1974 that stemmed from Castañeda v. Pickard (1981), which required a 

language program to be evaluated and proven effective in helping ELLs overcome language 

barriers and b) the Flores Consent Order (Lillie et al., 2010). Such legislation may have intended 

in part to mitigate the language barriers faced by ELLs in U.S. schools, but varied policy 

interpretations as well as ranges in what has constituted acceptable evidence and research has 

resulted in the continued underserving of ELLs. Subsequently, ELLs without access to English-

proficient peers or English instruction embedded in academic content with heritage language 

maintenance ultimately have been excluded from “meaningful opportunities to participate in the 

school program” (Lau v. Nichols, 1974) –a violation of the Civil Rights Act of 1964.  

Notably, SB 1014 passed in 2019 to give more local control to schools in educating their 

ELLs by developing alternative, research, and evidence-based instructional models. This allowed 

greater flexibility whereby ELLs could spend less time in SEI classes so that they graduated on 

time, had reduced school dropout rates, and had more opportunities (e.g., to interact with 

English-proficient peers and to stay on track with academic content classes).   

 

Summary of ELL Contestations, Judicial Rulings, & Legislation in Arizona 

 Scholars and politicians alike agree on the importance of English language learners 

developing academic English to succeed in society. According to Gándara and Orfield, “There is 

no question that it is critical for English learners in American schools to learn English, and to 

learn it well. Understanding English is fundamental to success in school in the United States” 

https://www.zotero.org/google-docs/?kIcpk8
https://www.zotero.org/google-docs/?kIcpk8
https://www.zotero.org/google-docs/?kIcpk8
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(2012, p. 9).  It is for this reason that legislation such as the Bilingual Education Act37 of 1968 

(Title VII of the Elementary and Secondary Education Act), the Equal Educational Opportunity 

Act of 1974, stemming from Lau v. Nichols (1974) and incorporating provisions from Castañeda 

v. Pickard (1981)38, and Title III of No Child Left Behind (previously the Bilingual Education 

Act) and the Every Student Succeeds Act (ESSA) exist. For instance, the ruling in Lau v. Nichols 

found that “Students who do not know English are effectively foreclosed from any meaningful 

education” (1974). Both the court ruling in Lau v. Nichols and the Bilingual Education Act, 

however, framed ELL underperformance in terms of their perceived English deficiencies. 

Ultimately judicial and legislative activity to improve conditions for ELLs has focused on 

their development of academic English as that has been viewed as the primary barrier to their 

success in U.S. schools. The prevailing thought has been, and continues to be, that ELLs are 

limited not just in school but in societal participation if they do not have access to English, 

underscoring the importance of English language support. But these judicial and legislative 

remedies are accommodated, to limited efficacy, because they do not threaten white interests. 

For instance, the remedies set forth to improve ELLs’ lack of English have often included the 

racial segregation of ELLs into particular ELD classrooms and a focus on building English-only 

proficiency through transition bilingual education (TBE) classes (del Valle, 1998). Even 

arguments about the importance of ELLs having access to language input from monolingual 

English peers establishes those students’ linguistic practices as the unmarked norm that ELLs 

should aspire to through the perpetuation of monoglossic and standard language ideologies.  

 
37 The Bilingual Education Act emerged following high-profile reporting on issues related to the schooling of Latinx 
students. One report by the National Education Association (NEA) titled “The Invisible Minority, Pero No 
Vincibles” focused solely on the underserving of Mexican-American students in Tucson, AZ schools. 
38 A detailed discussion of whether Arizona’s ELD model fulfills Castañeda v. Pickard can be found in publications 
by Faltis and Arias (2012) and Mahoney and colleagues (2010).  
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Segueing even deeper into the next chapter’s critical frameworks, structural change to 

promote ELL success rarely enters the conversation since it does not align with white interests. 

As Flores has written, “To bracket the broader political and economic issues confronting 

racialized communities and to focus solely on linguistic solutions places the onus on racialized 

communities to undo their own oppression through the modification of their language practices” 

(2020, p. 29). This paper adopts a raciolinguistic approach to analyze historical and 

contemporary racialization processes and the raciolinguistic ideologies they recursively fuel. 

Subsequently, the next chapter elaborates on a raciolinguistic conceptual framework. 
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Chapter 3: Conceptual Framework 

In this chapter, I present the conceptual framework for this report. I begin by introducing 

a raciolinguistic approach that has advanced prior anthropological scholarship on language 

ideologies. In particular, I delineate the standard language ideology, monoglossic ideologies, and 

raciolinguistic ideologies as well as white perceiving subjects that are central to the re/production 

of raciolinguistic ideologies. Finally, I share the statement of the problem, the purpose statement, 

research question, and the significance of the study. 

Raciolinguistic Approach 

English language learners’ linguistic and academic productions are measured against 

standards reproduced by standard language and monoglossic ideologies that are perpetuated by 

white perceiving subjects. White perceiving subjects is used here following the terminology 

Rosa and Flores (2017) employ to describe white and non-white individuals who situationally 

inhabit structural whiteness as “an historical and contemporary subject position” (Haney-Lopez, 

1996). As the Findings and Discussion chapters illuminate, white perceiving subjects perpetuate 

racially hegemonic perceptions that reproduce raciolinguistic ideologies, which de-value and 

frame racialized populations’ language practices as inferior.  

In this sense, ELLs have perpetually been framed as producing deficient linguistic 

practices that require intervention and remediation. Ruíz’s language-as-problem orientation to 

language policy (1984) elucidated how it is not merely the language, e.g., Spanish, but the 

speakers of the language, e.g., Spanish speakers, that have been framed as deficient and in need 

of improvement: “Language-as-problem construes the targets of language policy to be a kind of 

social problem to be identified, eradicated, alleviated, or in some other way resolved” (Ruíz, 
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1990, p. 38). In the U.S., Spanish speakers and Spanish have been constructed as the problem as 

they contrast against the hegemony of monolingual English and whiteness (Martínez, 2006). To 

expand on the origins and pervasiveness of these phenomena, I draw on the raciolinguistic work 

of Nelson Flores and Jonathan Rosa whose research incorporates scholarship by several cultural 

and linguistic anthropologists that I enumerate below. 

Language Ideologies 

Following Irvine’s 1989 definition of language ideology, linguistic ideologies have 

become an increasingly central focus of linguistic anthropology research (Philips, 2015). 

According to Irvine’s entry in the Oxford Bibliographies, “Language ideologies are 

conceptualizations about languages, speakers, and discursive practices. Like other kinds of 

ideologies, language ide ologies are pervaded with political and moral interests and are shaped in 

a cultural setting” (2012). Woolard explained that language ideologies represent what language 

should be: 

They endow some linguistic features or varieties with greater value than others, for some 

circumstances and some speakers...Through the alchemy of linguistic ideology, the 

linguistic capital of dominant groups is endowed with distinction that seems inherent in 

the language’s essence rather than historical accident... (2020, p. 2) 

Though raciolinguistic scholars would contest the idea of a historical accident as having 

contributed to the racializing processes affecting minoritized communities, Woolard’s point 

about language ideologies being at the core of value perceptions are helpful in understanding the 

role of language ideologies in contestations of cultural, economic, linguistic, political, and social 

legitimacy. Of the many language ideologies that exist, I describe the “standard” language 

ideology then monoglossic ideologies to advance my conceptual framework. 
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The Standard Language Ideology. The standard language ideology is central to nation-

state unification efforts. According to Silverstein,  

Standard English becomes the unifying emblem of nation-statehood...The culture of 

Standard is aggressively hegemonic, dominating all these linguistic situations with an 

understanding of other linguistic usages as locatable only in terms of Standard. (1998, pp. 

286-7) 

Flores too explained that “There is an assumption of the need for a homogenous language to 

unite a community” (2013, p. 276). Indeed he showed the ways in which the standard language 

ideology functioned to reinforce nation-state/colonial power dynamics despite the standard 

language being an ideological construct. The socially constructed nature of “standard” language 

might have best been summarized by Alim who declared, “There is nothing standard about 

‘standard English’” (2006, p. 67).   

 Scholars have also shown the standard language to be largely undefinable. For example, 

standard American English has been illustrated by Lippi-Green (2012) to be a myth. She 

contended that 

The myth of standard language persists because it is carefully tended and propagated, 

with huge, almost universal success, so that language, the most fundamental of human 

socialization tools, becomes a commodity. This is the core of an ideology of 

standardization which empowers certain individuals and institutions to make these 

decisions and impose them on others. (Lippi-Green, 2012, p. 61) 

The standard language ideology is a moving target imposed on raciolinguistic Others, that is also 

perpetually reproduced through institutions like schools in the case of ELL students. 

On the racializing processes of standardized English in the U.S., Alim shared, 
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Standard simply means that this is the language variety that those in authority have 

constructed as the variety needed to gain access to resources. What we have, then, for a 

“standard” in the US is nothing short of the imposition of White linguistic norms and 

ways of speaking in the service of granting access to resources to Whites and denying 

those same resources to as many others as possible... (2006, p. 67) 

Indeed Bonfiglio (2002, 2010), who Flores and Rosa draw upon in their raciolinguistic 

scholarship, argued for racialized communities’ linguistic practices to be viewed through 

racialized perceptions (by white perceiving subjects) of marked and unmarked persons’ language 

practices. Such racializing and racialized perceptions frame unmarked persons’ language as 

correct and legitimate while marked persons’ linguistic productions are positioned as incorrect 

and illegitimate. Classifying community members as speakers of standard language versus those 

of non-standard language/s functions as a racializing process that positions speakers of non-

standardized language/s as deviating from the socially acceptable norm.  

 Bonfiglio (ibid) claimed that the standardized linguistic norms of those in power 

historically have gone unmarked and unrecognized because they have been re/produced in the 

white public space. Advancing what Page and Thomas termed white public space (1994), Hill 

described white public space as “an arena in which linguistic disorder on the part of Whites is 

rendered invisible and normative, while the linguistic behavior of members of historically 

Spanish-speaking populations is highly visible and the object of constant monitoring” (1998, p. 

684). Not only is the linguistic “disorder” of racialized populations marked and visible, but it has 

been framed as cause for alarm and has become “the object of expensive political campaigns and 
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nationwide ‘moral panics’” (ibid; Hill 1998; Martínez, 2006). Moral turned language panics39 

(Hill 1998; Martinez, 2006) have reinforced the hegemonic whiteness associated with 

standardized English and have helped rationalize the policies that seek to remedy the linguistic 

practices of communities like Latinx ELL children.  

Similar attitudes to these underscored the Official English40 movement, which provided 

momentum for the English for the Children voter referendums passed in California, Arizona, and 

Massachusetts. Hispanophobia further galvanized the movement (Zentella, 1997) that resulted in 

English-only ballot initiatives being codified into educational law. Zentella enumerated the 

dangers of the movement well-prior to the passing of the Unz-funded initiatives: 

Few US Americans understand that the language-policy issue is a smokescreen for an 

anti-immigrant agenda that is fundamentally anti-Latino, with alarming pro eugenics 

elements (Crawford 1988; Zentella 1988, 1990)…The human rights of all 32 million 

Speakers of other languages in the US may be violated by the English-only movement, 

but the 17 million Speakers of Spanish are the principal target. Blatant Hispanophobia is 

rampant in the Propaganda of the movement. Spanish, Spanish Speakers, and Latino 

leaders are characterized as the antithesis of their lofty English-speaking/US American 

counterparts. (1997, p. 74) 

 
39 These moral and language panics are not limited to Spanish (speakers) or even to (speakers of) languages other 
than English as was evident from the Ebonics debate in Oakland, California. True too is that even politicians elected 
to the highest office are not immune from such linguistic policing. For example, in reviewing the politics of race 
through a linguistic lens, Alim and Smitherman’s research on the linguistic policing of President Barack Obama and 
people in the white public sphere’s assessment of his language as “articulate” was shown to reproduce racist 
ideologies and racial inequities such as housing discrimination (2012).  
40 English-only remains a by-product of the Official English movement in the 1980s and 1990s. 
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Hispanophobia has further exacerbated the perceived linguistic differences between U.S. 

Latinx’s translingual practices and those of elite bilinguals who are perceived to have inherently 

mastered the standardized language, which in the U.S. is American English. While constructed 

as a myth (Lippi-Green, 2012) and not readily definable, standard American English has been 

continually re/constructed within the white public space and has positioned Spanish and its 

speakers as the root of moral and language panics.  

Languagelessness. The standard language ideology contributes to the raciolinguistic 

ideology (Flores & Rosa, 2015) of languagelessness conceptualized by Rosa (2019). Despite 

successfully communicating (translanguaging) every day, U.S. Latinx students have been framed 

as having deficient language practices in both English and Spanish even though the language 

they have produced often adheres to standardized norms (Flores & Rosa, 2015). Rosa (2019) 

described this phenomenon as: 

...an inverted conceptualization of bilingualism. Whereas bilingualism is generally 

associated with abilities in two languages (e.g., English and Spanish), it becomes 

redefined as linguistic deficiency altogether. The notion that US Latinxs produce neither 

“correct” English nor Spanish invokes the idea that they utilize no language properly, 

which simultaneously constructs them as raciolinguistic Others and legitimates their 

broader societal marginalization. (p. 127) 

Under the re/constructions of languagelessness, Latinxs experience double stigmatization with 

respect to their English and Spanish language practices, where both are framed as illegitimate.  

Drawing on the research of Urciuoli (1996) and Zentella (2007), Rosa (2019) explained 

how language practices became icons for ethnoracial categories and vice versa when race was 

remapped “from biology onto language” (Zentella, 2007, p. 26). This remapping occurred 
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because of the inappropriateness of biological-based arguments of inferiority after some time. 

Instead, claims of inferiority needed to be more covertly racialized e.g., grounded in messages of 

language modification, to be accepted in public discourses in the U.S. Once remapped, these 

claims were perceived as legitimate, which led to an overdetermination of the relationship 

between language practices and racial embodiment (Rosa, 2019).  

In the U.S. Latinx context, languagelessness relates to what Skutnabb-Kangas called 

linguicism41: “linguistically argued racism” (1988, p. 13). A more detailed definition of 

linguicism is: “The ideologies, structures, and practices that are used to legitimate, effectuate, 

and reproduce an unequal division of power and resources between groups defined on the basis 

of language” (Skutnabb-Kangas, 2016, p. 2). Figure 1 shows the process by which linguicism is 

reproduced. 

Figure 1. Reproduction of Unequal Power Relations Through Attempts at Colonizing the 

Consciousness: Glorification, Stigmatization, and Rationalization 

 

 
41 A related form of linguicism, linguistic imperialism, has theorized how colonial languages like English 
re/establish cultural inequalities between English and other languages, and oppress speakers of non-dominant 
languages (Phillipson, 1992). 
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Adapted from The SAGE Deaf Studies Encyclopedia (p. 4), by T. Skutnabb-Kangas, 2016, 

SAGE Publications, Inc. Copyright 2016 by SAGE Publications, Inc.  

Skutnabb-Kangas, with Toukomma, also coined the term semilingualism (1977), drawing 

on the work of Hansegard (1968). Semilingualism has been constructed under the perception that 

ELLs were limited in both languages—a belief propelled by Cummins’ threshold hypothesis 

(1976, 1981). Cummins referred to children at the lowest threshold of bilingualism as having a 

“low level in both languages” (ibid). Flores (2019) has since traced how Latinx ELL students 

have been positioned as semilinguals who have yet, or perhaps failed or are unable, to master 

English and Spanish. This deficit framing of language-minoritized students has contributed to 

their ongoing racialization as Others despite their language practices being ostensibly similar to 

those from students whose linguistic practices are not marked. ELL bilingualism has been 

framed as a barrier to their academic potential and achievement (Cummins, 2000). In the U.S., 

the raciolinguistic ideology of languagelessness has contributed to the minoritization of Spanish 

and its speakers to maintain economic, linguistic, political, social, and racial hierarchies.  
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Academic Language. Like standardized language, academic language is not readily 

definable. There is no consensus on what constitutes academic language and whether academic 

English can even be effectively taught in English language development classes (Valdés, 2004). 

The English acquisition framed as most valuable for English language learners is that of 

academic language, which is often connected to the work of Cummins, who proposed that it 

takes five to seven years for the context-reduced language of ELLs to develop so that they are 

successful in school (c.f. 2000). Indeed findings have shown that it can take seven years to 

develop academic language proficiency (Hakuta, Butler &Witt, 2000; Thomas & Collier, 1997).   

Another similarity between conceptualizations of standardized and academic language 

are their respective framings as necessary for nation-state unification. Flores posited that 

Academic language is treated as an objective and neutral medium of communication in 

the same way that standardized languages have been treated under nation-state/colonial 

governmentality. That is, academic language is positioned as integral to the identity of 

educated citizens in the way that mastery of standardized language is positioned as 

integral to the identity of the ideal national subject...Th[e] description of academic 

language as context-reduced erases the ways that language practices labeled as “academic 

language” closely resemble the context-embedded language practices of a specific group 

of people. Rather than being context-reduced, academic language could be better 

described as the idealized context-embedded language practices of the American 

bourgeoisie. (2013, p. 276) 

As a result of these ideologies, ELL students are viewed as needing to be exposed to and master 

“the idealized context-embedded language practices of the American bourgeoisie”. Schools are 

the primary sites that host the necessary programs that provide such linguistic interventions. 
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These English language development programs attempt to assimilate ELLs’ language practices 

to those of the American bourgeoisie (e.g., standardized monolingual English), whereby ELLs 

purportedly become (are viewed as) educated and legitimate citizens (ibid, p. 277). Though 

overtly providing support for ELLs’ English development, the judicial and legislative decisions 

reviewed earlier have served to construct standardized academic American English as the 

primarily important linguistic modification for ELLs to adopt to be successful in society. In sum, 

language ideologies such as the standard language ideology perpetuate hegemonic whiteness and 

erase the fluid translanguaging42 practices of multilinguals43 (Flores, 2013).  

 

 
42 “Translanguaging is the act performed by bilinguals of accessing different linguistic features or various modes of 
what are described as autonomous languages, in order to maximize communicative potential” (Garcia, 2018, p. 140). 
43 I now introduce the label multilingual to reflect an assets-based orientation to multilinguals and to promote the 
normativity of multilingualism worldwide (c.f., Valdes). 
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Monoglossic Ideologies. Monoglossic language ideologies have been described by Garcia 

(2009) as positioning monolingualism as the norm. Even cases of bilingualism under 

monoglossic language ideologies have been framed as double monolingualism with two 

bounded, separate linguistic systems (ibid). In the U.S., English monolingualism is the most 

popular monoglossic ideology. Flores (2013) explained how governmentality (based on 

Foucault) helped perpetuate monoglossic language ideologies with the conceptualization of one 

nation-state, one language. Part of nation-state/colonial governmentality relied on the belief that 

racialized communities needed to master the standardized national language to have access for 

full engagement and participation in modern society (ibid). This point is revisited in the Findings 

and Discussion chapters in relation to the nation-state/colonial origins of the raciolinguistic 

ideologies that were reproduced by the multilingual participants of this study. 

 

Raciolinguistic Ideologies 

 Raciolinguistic ideologies have been defined by Flores and Rosa (2015) as systems of 

beliefs that collectively analyze language practices, race, and modern governance. Their 

theorization of raciolinguistic ideologies (ibid; Rosa & Flores, 2017) has shown the ways in 

which raciolinguistic ideologies pervade school settings—a  primary site for the re/production of 

ethnoracial categories and linguistic varieties. More broadly, the original study of raciolinguistics 

sought to understand the role of language in perpetuating racism by studying language and race 

together (e.g., Alim & Smitherman, 2012). Raciolinguistics work has unveiled the ideology of 

whiteness, which established whiteness as the unmarked norm to which the language practices of 

racialized speakers are judged (Alim, 2016) in efforts to maintain racial hierarchies and 
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stratification (Leonardo, 2009). I expand on this phenomenon and the concept of white 

perceiving subject (Rosa & Flores, 2017) in the next section. 

 

White Listening/Perceiving Subjects 

Cultural anthropologist Inoue’s work on the listening subject (2003) has been 

foundational to raciolinguistic scholarship (e.g., Flores & Rosa, 2015; Rosa & Flores, 2017). 

Inoue showed “Japanese women’s language” to be an ideological construction as opposed to an 

empirical linguistic category. The “Japanese women’s language” ideology ultimately reflected 

the social processes like gender roles and expectations as well as political and economic 

dynamics. In Flores and Rosa’s raciolinguistic scholarship, they too have argued for racialized 

communities’ language practices to be examined within broader social contexts and as 

ideological constructions instead of empirical linguistic practices.   

Flores and Rosa (2015) claimed that even when language-minoritized students have 

modeled academic or standardized language practices, they still have been viewed as deficient 

because of raciolinguistic ideologies. For instance, “Language-minoritized students [are 

expected] to model their linguistic practices after the white speaking subject despite the fact that 

the white listening subject continues to perceive these students’ language use in racialized ways” 

(Flores & Rosa, 2015, p. 151). The authors further asserted that “Raciolinguistic ideologies 

produce racialized speaking persons who are constructed as linguistically deviant even when 

engaging in linguistic practices positioned as normative or innovative when produced by 

privileged white subjects” (ibid, p. 150). Thus, it is not the speaker’s language practices that are 

lacking but the narrow, subconscious perceptions of the listener/perceiver. 
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Rosa and Flores have also demonstrated how listening/perceiving subjects ascribe an 

ethnoracial identification, and all the stereotypes associated with members of that ethnoracial 

group, to the speaker, resulting in an overdetermination of the speaker’s linguistic practices in 

what they have termed raciolinguistic profiling (2017). Put another way, the listening 

interlocutor hears the racialized speaker as incorrect because of what they perceive to be the 

speaker’s ethnoracial identity, which informs the listener’s linguistic expectations of the speaker 

while recursively shaping their ethnoracial perceptions of the speaker.  

Rosa (2019) has provided the term raciolinguistic enregisterment for when raciolinguistic 

ideologies inform listeners’ expectations to perceive racialized groups as having linguistic 

practices that deviate from idealized, standardized language practices. Rosa and Flores (2017) 

have conceptualized, “a process of raciolinguistic enregisterment, whereby linguistic and racial 

forms are jointly constructed as sets and rendered mutually recognizable as named 

languages/varieties and racial categories” (p. 631). For the remainder of this paper, I utilize white 

perceiving subjects to account for all forms of communication, not just oral modes (e.g., Rosa & 

Flores, 2017). Importantly, when Flores and Rosa (2015) have identified white (perceiving) 

subjects, they reference a mode of perception grounded in ideological positionality, not 

individuals of white racial classification. 

 

Heritage Language Support in ELD 

 Though it might seem that raciolinguistic ideologies originating from colonial relations 

and governmentality are far removed from the present day, modern institutions like schools 

continue to reproduce raciolinguistic ideologies and hierarchies. Indeed raciolinguistic ideologies 

pervade English language development models no matter the programmatic stance on heritage 
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language maintenance. According to Rosa and Flores (2017), ELD programs’ continued focus on 

linguistic interventions, modification, and solutions, “...fails to account for the workings of white 

supremacy within global capitalism” (p. 640). Just like the framings of European colonialism, the 

perceived linguistic differences of racialized communities have continued to be positioned as the 

cause of racial inequalities (ibid; Flores, 2020).  

Even ELD program models that support heritage language development, have helped 

sustain hegemonic whiteness (Flores, 2016). Rosa and Flores (2017) illuminated the limitations 

of liberal multiculturalism in that despite celebrating cultural and linguistic diversity, liberal 

multicultural framings have identified racialized communities’ linguistic practices as the cause of 

their minoritized racial positioning in U.S. society (see also Flores, 2016). These perceived 

linguistic deficiencies have been framed as resulting from a lack of access to standardized 

language forms (Rosa & Flores, 2017). Yet even when heritage languages have been used in 

ELD to support ELLs’ English development, little else has been done to challenge 

appropriateness-based approaches to language diversity in education (Flores & Rosa, 2015).   

 

Statement of the Problem 

 It is not known to what extent judicial and legislative decisions are informed by 

raciolinguistic ideologies, but they are co-constitutive of one another. Raciolinguistic ideologies 

that co-naturalize language and race44 (Flores & Rosa, 2015) pervade institutions like 

governments and schools. At the core of judicial and legislative remedies proposed to modify the 

linguistic behaviors of English language learners are raciolinguistic ideologies. Proposition 203’s 

 
44 In other words, normalize a link between race and language such that racial identity and language practices are 
mutually perceivable, with one indexing the other. 
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campaign exemplified this co-naturalization of race and language through its framing of Spanish 

as a problem to be remedied in order for Latinx ELLs to be equipped to participate in the 

modern, global economy (Flores, 2013).  

The general problem is the pervasiveness of raciolinguistic ideologies and how they 

contribute to the racializing processes that impact multilingual students e.g., Latinx ELLs. 

Without challenging raciolinguistic ideologies, multilinguals will continue to be stratified 

according to racial hierarchies upheld by white supremacy. Given the U.S. history of heavily 

surveilling Latinx immigration, Latinx multilinguals might be the most at risk of being 

continually positioned as uneducated and inferior by white perceiving subjects.  

Some of the most restrictive, xenophobic policies have been passed by Arizona and have 

targeted Latinx communities. Relatively recent anti-bilingual, anti-immigrant, and anti-Latinx 

policies in Arizona include SB 1070, HB 2281, Proposition 203, and HB 2064—the latter three 

of which have been enacted in schools. The specific problem is that it is not known whether or to 

what extent raciolinguistic ideologies influence the perceptions of Latinx multilingual students. 

Research has shown that students who reported greater rates of perceived discrimination had 

lower academic outcomes (e.g., DeGarmo & Martinez, 2006). Moreover, past Arizona policies 

(e.g., HB 2064) have made it near impossible for ELL students’ cultures or languages to be 

validated in the English-only ELD setting. The findings of this study examining the ways in 

which Latinx multilingual high schoolers re/produce raciolinguistic ideologies fill a gap in the 

literature and could be used to improve future teacher preparation programs. 
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Purpose Statement 

 The purpose of this descriptive, qualitative study was to describe and analyze the ways in 

which raciolinguistic ideologies pervade Latinx multilingual students’ perceptions of their 

identities and language practices. As K-12 public school populations become more culturally and 

linguistically diverse, it is exceedingly important to understand the origins of the racializing 

processes that manage students according to ethnoracial, language, and other identities. There is 

an increasing urgency to decouple ethnicity/race and language and to frame racially marked 

persons’ (e.g., Latinx multilinguals in the U.S.) linguistic practices as legitimate by rejecting 

idealized mono/bilingual practices that center standardized language practices and whiteness. 

This research has identified several ways in which multilingual participants rearticulated 

raciolinguistic ideologies with respect to ethnoracial and linguistic categories and perceptions of 

difference. 

 

Research Question 

Good qualitative research questions evolve throughout the research process “to reflect an 

increased understanding of the problem” (Creswell, 2007, p. 43). Indeed “Conceptualizing, 

developing, writing, and re‐writing research questions are all part of a dynamic, reflective 

qualitative inquiry process”, according to Aghee (2009, p. 445). I share the details of my 

research process and my initial research questions/framework in the Methods chapter. Here I 

present the overarching research question I employed for this descriptive study: Do Latinx 

multilingual students reproduce raciolinguistic ideologies? And if so, in what ways? 



THEY SEE ME DIFFERENT…LIKE AN IMMIGRANT                                                         55                             

 
These questions guided my study of the raciolinguistic ideologies rearticulated by ten Latinx 

multilinguals across two southern Arizona high schools. 

 

Significance of the Study  

 For the most part, research on raciolinguistic ideologies has demonstrated the ways in 

which they are reproduced by white perceiving subjects, institutions, and policies. In previous 

school-based studies, the majority of scholarship has reported on teachers’ beliefs and/or 

classroom observations. This research project aimed to increase understanding of the 

pervasiveness of raciolinguistic ideologies and how they might influence Latinx multilingual 

students. The findings of this study provided evidence to add to the literature of the ways that 

raciolinguistic ideologies permeate individual’s beliefs—even those of racialized communities 

most harmed by such ideologies. The study offers additional support for revising teacher 

preparation programs to center curricula on decolonizing pedagogies, raciolinguistic literacies, 

and translingualism. Doing so would help to dismantle raciolinguistic ideologies and white 

supremacy in normative school practices for the benefit of multicultural and multilingual 

communities.   
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Chapter 4: Methods 

This descriptive. qualitative study was guided by the following research question: In what 

ways do Latinx multilingual students re/articulate raciolinguistic ideologies? To address this 

primary research question, I collected and thematically analyzed (Braun & Clarke, 2006) student 

transcript data derived from ten individual interviews of Latinx multilingual high schoolers on 

their perceptions of language use, ethnoracial identification/s, and racialization. This 

investigation provides an opportunity to contribute to bi/multilingual education research, 

addressing the ways in which multilingual students are socialized to understand (their) 

multilingualism and ethnoracial categorization/s through raciolinguistic ideologies that maintain 

white monolingual hegemony. 

Research Design 

What I briefly described above is not the original research design I had envisioned for my 

dissertation. In the institutional review board (IRB) application that I submitted to my university 

for my dissertation project, I intended to study the relationship between ethnic identity, perceived 

discrimination, academic achievement, and English proficiency in Latinx multilingual students 

through a concurrent mixed methods study, guided by the following research questions. 

a. Do Latinx multilinguals with strong ethnic identity (dual or minority RES) show greater 

academic achievement? 

b. Do Latinx multilinguals with lower levels of perceived discrimination show greater academic 

achievement? 
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c. Do Latinx multilinguals with strong ethnic identity (dual or minority RES) have higher 

English proficiency? 

d. Do Latinx multilinguals with lower levels of perceived discrimination have higher English 

proficiency? 

e. Is there an association between Latinx multilinguals with strong ethnic identity (dual or 

minority RES) and those with lower levels of perceived discrimination? 

f. Is there an association between Latinx multilinguals’ academic achievement and English 

proficiency? 

The reasons for this original approach to my dissertation research are two-fold.  

First, my experiences as the primary ELD teacher at a local charter school left me 

wondering how multilingual students perceive their language proficiencies and abilities given 

Arizona’s hostile sociopolitical climate grounded in anti-immigrant and anti-bilingual policies. 

From my observations working at this school, I hypothesized that multilinguals who felt 

discriminated against (or more covertly, not supported culturally and/or linguistically) would 

struggle academically, and that English language development might also be negatively affected 

either as a mediating factor or outcome. Second, I was deeply admirational of the body of work 

my dissertation chair has contributed throughout her career. I felt as though I should closely draw 

upon her research that has investigated similar variables of interest (e.g., perceived 

discrimination and identity). After locating studies that had employed previously validated 

measures for ethnic identity and perceived discrimination, I thought my research would add to 

this scholarship in striving to understand how English proficiency might be influenced by such 

variables. But as a critical scholar with expertise in language policy, this project did not align 

well with my theoretical and analytic interests, the reasons for which I illuminate next. 
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 There were a number of issues with the original study design that I now recount to justify 

the revised focus of this dissertation report. First and foremost, there are no tools I deem 

acceptable to evaluate the English proficiency of multilingual children that have also been 

validated by the field of credible scholars or practitioners, such as TESOL or WIDA. For 

example, WIDA standards which are widely used perpetuate the belief that academic language is 

a discrete, measurable category and superior to other linguistic forms. Yet in agreement with 

Flores and Rosa, institutional assessments based on standards that measure academic language or 

English proficiency are not objective measures but represent multilinguals’ ability to enact 

idealized whiteness (2015; Rosa, 2016). Scholars have acknowledged that dichotomous 

categories like academic versus home language continue to reify monolingual linguistic practices 

as communicative ideals (Bonfiglio, 2010; Flores, Kleyn, & Menken, 2015), and frame 

multilinguals’ home language practices as inferior through the re/production of monoglossic and 

raciolinguistic ideologies (Flores & Rosa, 2015). Indeed Flores has explained how and that 

racialized communities have been positioned as deviant and needing linguistic remediation to 

master academic language practices to be equipped to think and fully participate in society 

(Flores, 2013) and the global economy (Flores 2016).  

Shifting to conceptualizing language practices through a raciolinguistic perspective (Rosa 

& Flores, 2017), however, has helped the field move away from evaluating successful 

engagement or deficiencies in (academic/standardized) language use of the speaker/writer to how 

the perceptions of the speaker/writer’s linguistic practices have been shaped by histories of 

colonialism, e.g., practices of correcting and policing language of racialized communities. 

Examining language use through this perspective recognizes how the re/constructed dichotomies 

between home and academic, non-proficient and proficient, and non-standard and standard 

https://www-oxfordhandbooks-com.ezproxy3.library.arizona.edu/view/10.1093/oxfordhb/9780190212896.001.0001/oxfordhb-9780190212896-e-15#oxfordhb-9780190212896-e-15-bibItem-17
https://www-oxfordhandbooks-com.ezproxy3.library.arizona.edu/view/10.1093/oxfordhb/9780190212896.001.0001/oxfordhb-9780190212896-e-15#oxfordhb-9780190212896-e-15-bibItem-47
https://www-oxfordhandbooks-com.ezproxy3.library.arizona.edu/view/10.1093/oxfordhb/9780190212896.001.0001/oxfordhb-9780190212896-e-15#oxfordhb-9780190212896-e-15-bibItem-47
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linguistic practices are ideological constructions as opposed to empirical linguistic practices 

(Flores & Rosa, 2015; Rosa & Flores, 2017). 

Measuring English but not Spanish (let alone multiple linguistic) proficiencies would 

further legitimize English over other languages. Rosa has elaborated on how assessments of U.S. 

Latinxs’ language use present their linguistic practices as incompetent and their communities as 

illegitimate. Explaining a real-world example from a Chicago public high school Rosa argued,  

“Bilingual” students’ language skills were measured only in relation to their purported 

limited English proficiency; there was no formal way in which their Spanish language 

abilities were recognized as academically useful...Since these “bilingual'' students' 

language use was not perceived as corresponding to standardized written English, they 

were understood as not knowing any legitimate language at all. This racialized ideology 

of languagelessness has led to the classification of thousands of Latina/o students as 

“non-nons,”...or as “semilingual,” a term used to describe “the linguistic competence, or 

lack of it, of individuals who have had contact with two languages since childhood 

without adequate training or stimulation in either” (Cummins 2001:40; Martin-Jones and 

Romaine 1986). Such classifications stem from discriminatory language assessments that 

define legitimate Spanish and English linguistic competence in highly narrow terms, 

systematically erase Latina/o students’ Spanish and English abilities, and reproduce the 

racialization of particular populations. (2016, p. 169) 

Writing on hegemonic whiteness, Flores (2016) addressed this phenomenon another way:  

Whereas monolingual hegemonic Whiteness positions a monolingual speaker of the 

standardized national language as the ideal national subject, bilingual hegemonic 

Whiteness produces a hierarchy of bilingualism, with those coming from White middle-
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class households deemed more aligned with an idealized bilingualism that produces 

cognitive benefits and the racialized Others seen as cognitively deficient in ways that 

have prevented them from mastering either of their two languages. (p. 25) 

I decided to resist perpetuating the racialization of the participants of my study. Measuring their 

English proficiencies and only their English proficiencies, as takes place in most English 

assessments based on imagined academic and standardized linguistic norms, would be complicit 

in this racialization. If I had evaluated (only) the participants’ English proficiencies, I would be 

further re/producing the idea that multilinguals must give up their home languages to inhabit a 

linguistic ideal deemed appropriate by white perceiving subjects. Because English proficiency 

was my primary variable of interest given that the relationship between ethnic identity, perceived 

discrimination, and academic achievement has already been addressed by previous literature, I 

decided that this report should focus solely on the qualitative data I obtained from interviewing 

my ten participants.  

Fortunately qualitative research is emergent and allows the research process to develop in 

the moment. Creswell noted that “All phases of the process may change or shift after the 

researchers enter the field and begin to collect data. For example, the questions may change 

[and] the forms of data collection may shift” (2007, p. 39). This is what happened for me. I 

modified the original scope of my study to thematically analyze the interview data in relation to a 

raciolinguistic analytic framework to determine how Latinx multilingual high schoolers 

re/articulate raciolinguistic ideologies. Another reason I pivoted from my proposed research 

questions was because I wanted this dissertation to define my emerging scholarship in the fields 

of bilingual education, language policy, and sociolinguistics as opposed to educational 

psychology where my qualitative expertise is less relevant. For the remainder of this chapter, I 
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contribute to the ongoing discussions in these three fields to add to what we know about 

multilingual students’ beliefs about their language use, identities, and racialization. 

  

Setting 

 Both participating high schools are part of a large public school district in southern 

Arizona. The district continues to be under a desegregation order to provide more equitable 

educational opportunities for students of color. Over 60% of the district is identified as Latinx 

with 20% as White and 6% or less each as Black, Asian, Native American, or multi-racial. The 

district classifies some 17% of their population as English language learners. From my 

interactions and observations, Plaza del Sur High School45 skewed more Latinx than district 

demographics and was predominantly Latinx. 

The other site, Coati Roja High School, serves about 3,300 high schoolers. Its mission 

statement includes phrases like demonstrate academic, cultural and career preparedness, develop 

good citizens, foster understanding, and provide high quality instruction. The English language 

development course from which I recruited students is described in the school’s course catalog 

as: 

For ELLs scoring at the AZELLA Intermediate level, this course is...designed to  

improve students’ English listening, speaking, reading, and writing skills. The main focus 

of the course is on improving students’ ability to think and organize their thoughts in 

English, and learning to think about challenging material at a higher level. Students will 

read short stories, poetry, novels, and plays, and work on different styles of writing. 

 
45 All school, participant, and teacher names are pseudonyms. 
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Students will also be expected to participate in class discussions and will be required to 

do several oral presentations throughout the year. Course materials are aligned with 

Arizona’s English Language Proficiency Standards for Listening and Speaking, Reading, 

Writing and Language. 

Plaza del Sur is a relatively less populous high school that serves around 1,800 students. Its 

mission statement highlights preparing students for a variety of settings (e.g., college, life, and 

work) through positive relationships and challenging, relevant curriculum. Plaza del Sur boasts 

culturally relevant courses in English, history, and government. The teachers who permitted me 

access to their classes to recruit students at Plaza del Sur were members of a cohort of culturally 

relevant classes—modern versions of the previously banned Mexican American studies courses. 

 

Recruitment Procedure 

 To conduct research at this large school district in southern Arizona, I completed a 

proposal that was reviewed by the district’s external research committee. I also received 

institutional review board (IRB) approval from my university. After getting external research 

committee approval in February 2019, I received the help of a graduate school colleague who 

also works in the district office, who identified three high schools as possible sites that might be 

open to participating in my research. Since it seemed most likely that I would work with high 

school students, I emailed all of the high school principals in the district a brief overview of my 

study, requesting access to interact with their school’s ELD teachers and students between March 

and April 2019.  
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After minimal email exchanges, in April, my colleague emailed principals and assistant 

principals with whom they were cordial on my behalf to put me in direct contact with someone at 

three schools to facilitate site authorizations and potential teacher and student connections at 

each location. Without this colleague’s help, I would not have been able to conduct this research. 

In the end I received three high school site authorizations from the connections this person 

facilitated. In April and May of 2019, I identified ELD coordinators and teachers at each of the 

three high schools who agreed that I could speak to their students about my study. I nudged these 

individuals over the summer (July and August 2019) via email to schedule the recruitment of 

their students at the start of the fall semester. These points of contact came through website 

research and introductions made by (assistant) principals and my paid research assistant, Jessica.  

Jessica was a prior student of mine from a summer course who was extremely helpful 

throughout the recruitment process for a number of reasons. First, as a previously classified ELL 

student at one of the participating high schools, she was able to advise me on a number of 

aspects related to my recruitment process and research design. Second, Jessica helped translate 

my responses to potential participants’ questions into Spanish to increase student understanding 

of the study. Since I know that my Spanish skills are lacking when it comes to fluid, interactive 

conversations, I brought Jessica with me to each recruitment presentation (August-October 2019) 

to more accurately inform the expectations students had of being a potential research participant. 

Third, she helped promote my study among her peers and past mentor-teachers, and introduced 

me to two teachers beyond the ELD classroom who were willing to participate in my study and 

who allowed me to recruit their students. The two teachers who Jessica introduced me to at Plaza 

del Sur High School also helped me to recruit students by talking to students individually or in 

small groups and asking them to come during a break or after school when I was on site giving 
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one of my recruitment presentations. Jessica and the two teachers she knew (relatives Ms. Alexis 

Leon and Mr. Jose Leon) were instrumental in helping me recruit participants at Plaza del Sur 

High School.  

At Coati Roja High School I was introduced to a novice ELD teacher through the newly 

appointed ELD coordinator. The three of us spoke and decided that I would visit his ELD IV 

class and try to recruit eligible students from that class to be participants in my study. At the 

third high school that I received principal and site approval from, I met with an experienced ELD 

teacher and tried to recruit students from his class. None of his students chose to participate in 

the study, so I did not use this school or its students for my research. 

From August to November 2019, I visited teachers’ classrooms to recruit students, to 

answer any questions they had, and to remind students about the required forms they needed to 

complete if they wanted to participate in my research study. I had prepared parent/guardian 

consent forms and student assent forms due to the fact that most of the participants were minors 

under eighteen years old, and I wanted to ensure that they too wanted to be part of the research, 

which has been considered ethical practice by O’Reilly and Dogra (2017).  

All participant stakeholders from the participating school district, high school (assistant) 

principals, teachers, and Latinx multilingual participants (and their parents/guardians) were 

guaranteed that their participation would remain confidential and that I, the researcher, would be 

the only person who knew the identity of each participant. I took steps to protect participants’ 

identities from being discovered through proper data management and security. For example, I 

assigned a code (pseudonym) so that personally identifying information was separate from 

participant data (e.g., interview and survey) and could not be linked by others. Electronic data 
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was stored and kept secure through the use of password-protected files that were securely 

destroyed after the research was completed.  

To each classroom visit I brought printed copies of consent and assent forms that were 

printed in both English and Spanish for each student to review and take home with them. I also 

left extra copies of these forms with each participating teacher in case students lost their original 

forms or if additional students were interested in the study but did not attend my recruitment 

presentations. The teachers whose classes I visited were also emailed copies of the forms in the 

case that their students requested a digital copy. For four months (August-November 2019), I 

visited classrooms to collect consent and assent forms. Two schools and three teachers, who 

were also consented during the recruitment stage, yielded ten students who participated in my 

study.  

  

Participants 

 Because of Arizona’s history of discrimination against Latinx and Mexican-origin 

communities in particular, I sought participants who identified as Latinx English language 

learners to investigate the ways in which Latinx multilingual students re/articulate raciolinguistic 

ideologies. Every Latinx ELL-identifying student who completed both the printed 

parent/guardian consent (if under eighteen years of age) and child assent forms for the study 

were invited to participate and were interviewed and surveyed. These ten students represented a 

sample of convenience. Each participant self-identified ethnoracially in their interview with me 
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as either Mexican, Mexican-American, hispana, or L/latino46. The ten participants were either 

formerly classified as ELLs (seven from Plaza del Sur) or currently classified as ELLs (three 

from Coati Roja). The three participants from Coati Roja were currently enrolled in ELD IV and 

were recruited from that class. The seven participants who previously were enrolled in ELD 

classes were recruited across Ms. and Mr. Leon’s respective English and Social Studies classes at 

Plaza del Sur. Four participants were women (Cassandra, Maria, Carla, and Lupita) and six were 

men (Berto, Alan Manuel, Angel, Sergio, Jonathan, and Victor). Participant characteristics are 

presented in Table 1: Background Information on Latinx Multilingual Participants.  

 

Table 1. Background Information on Latinx Multilingual Participants 

Participant 

Pseudonym 

High School ELL Status (Current 

or Reclassified)  

Background: Generation; ELD 

Class History (Additional Details) 

Berto Coati Roja Current N/A; Current ELD class 

Cassandra Coati Roja Current Gen. 1; Current ELD class 

Maria Coati Roja Current Gen. 1; Current & Past ELD classes 

(Elementary - High School) 

Alan Manuel Plaza del Sur Reclassified Gen. 1.5; Past ELD classes (2 years 

ago) 

Angel Plaza del Sur Reclassified Gen. 1.5; Past ELD classes 

 
46 Flores-González has explained how since there is no single appropriate racial term, youths of backgrounds like 
those of the students in my study have typically identified panethnically and by national origin (2017). Similarly, 
this project’s participants used panethnic labels when self-identifying in the interviews as Tables 3 and 6 show. 
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(Freshman & Sophomore years) 

Carla Plaza del Sur Reclassified Gen. 1.5; Past ELD classes 

(Freshman - Junior years)  

Sergio Plaza del Sur Reclassified Gen. 1.5; Past ELD classes (1 year 

ago)  

Jonathan Plaza del Sur Reclassified Gen. 1.5; Past ELD classes 

(Freshman & Sophomore years)  

Lupita Plaza del Sur Reclassified Gen. 1.5; Past ELD classes 

Victor Plaza del Sur Reclassified Gen. 1.5; Past ELD classes 
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Data Collection 

Data Sources 

Excluded Data Sources. 

Academic Achievement. Grade point average (GPA) is the most common measure of 

student academic achievement as GPA information is readily available. Presented in aggregate 

form, GPA is a combination of assigned grades from different courses. GPA reflects 

performance ability, not necessarily learning (e.g., the attainment of learning objectives) or 

knowledge (e.g., the acquisition of skills and competencies). Despite these threats to validity, 

GPA is often used as a proxy for academic success (York, Gibson & Rankin, 2015). I received 

IRB and district approval to collect GPA data from the district for the participants; however, 

during the pandemic, many of the students no longer attended the schools in the district and I had 

not collected identifiable information like their birthdays or home addresses to obtain this data 

more easily. Also, similar to my earlier arguments in this chapter, I did not want to reproduce 

achievement gap discourses, so I rethought the importance of including this initially proposed 

data set. 
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English Proficiency. The least-problematic instrument I found to evaluate English 

proficiency were the Canadian Language Benchmarks Can-Do Statements47 as they are 

positively framed in what a person is able to do, as opposed to what they cannot. However, these 

statements were created for people in Canada, where as reviewed earlier, multilingualism is 

fostered starkly unlike the sociopolitical context of the U.S. The benchmarks also were created 

for use with adults, as opposed to minors who were the participants in my study.  

My original intention was to assess English proficiency through triangulation of 

participants’ responses to the Can-Do Statements, past AZELLA scores, and assessment of a 

student writing sample based on the grades 9-12 WIDA proficiency level descriptors (see Figure 

2: High School WIDA Expressive Proficiency Level Descriptors), with interview data to tie-

break in cases of disagreement, corroborated between another rater and myself.  

Figure 2. High School WIDA Expressive Proficiency Level Descriptors 

 

 
47 https://www.ecala.org/wp-content/uploads/2018/11/CLB_Can_Do_Statements_web.pdf  

https://www.ecala.org/wp-content/uploads/2018/11/CLB_Can_Do_Statements_web.pdf
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From WIDA English Language Development Standards Framework48, 2020, pp. 212-3 

 

Notably, the AZELLA, like many of the standardized assessments used on youth English 

language learners, have been proven problematic (Florez, 2010; Lillie, Markos, Estrella, Nguyen, 

Trifiro, Arias, Wiley, Peer, & Pérez 2010; Mahoney, Haladyna, & MacSwan, 2009). In addition 

to being widely critiqued in studies of more traditional test validity (e.g., Florez, 2012), the 

AZELLA evaluates ELLs’ English according to monolingual as opposed to multilingual norms. 

What is measured by such assessments represents what is valued in terms of linguistic codes and 

use. The AZELLA, like other standardized assessments, has situated academic language as a 

discrete, empirically identifiable form even though it is not (Flores & Rosa, 2015). Rosa and 

Burdick argued that  

These representations are contradicted by infinite variation across institutions, but  

monoglossic ideologies erase this diversity by promoting the notion that there is a single 

standard variety. The embrace of these ideologies contributes to the stigmatization of 

 
48 https://wida.wisc.edu/sites/default/files/resource/WIDA-ELD-Standards-Framework-2020.pdf  

https://wida.wisc.edu/sites/default/files/resource/WIDA-ELD-Standards-Framework-2020.pdf
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students who are framed as incapable of demonstrating particular kinds of language 

proficiency based on imagined linguistic ideals. (2016, p. 112)  

Employing a raciolinguistic perspective, the AZELLA and other standardized assessments model 

the expectation that ELLs should assimilate their linguistic practices to reflect normative English 

monolingualism. Monoglossic and raciolinguistic ideologies such as these contribute to the 

listening subject perceiving the speaking subject as deficient no matter how well the speaking 

subject mirrors standardized linguistic norms (Flores & Rosa, 2015).  

Because of the above issues, I chose to not assess my participants’ English proficiency. In 

addition, I only received writing samples from a handful of participants or their teachers due to 

the timing of the COVID pandemic. The remaining measures were procured from a combination 

of disciplines such as child, educational, and social psychology and youth development, though 

raciolinguistic ideologies are the only variable analyzed and reported in subsequent chapters. 
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Ethnic Identity. Oyserman, Kemmelmeier, Fryberg, Brosh, and Hart-Johnson’s (2003) 

racial-ethnic self-schemas (RES) have been used to describe the orientations of minoritized 

youth to their in-groups and to larger society, and as models to predict minoritized student 

academic engagement and achievement. They explained that “Self-schemas are organized 

generalizations about the self. They are dimensions along which individuals hold clear and 

distinct perceptions about themselves, and they include personally defining and important 

attributes'' (Oyserman et al., 2003, p. 334). Accordingly, RES has been defined as “a coherent 

cognitive structure integrating thoughts, feelings, and beliefs about [racial-ethnic] memberships 

as part of the self-concept” (ibid, p. 335). While Oyserman and colleagues used RES to predict 

student-level outcomes like motivation, engagement, and achievement (e.g., grades), I intended 

to use RES as a tool to determine how each student participant would identify ethnoracially, and 

to have a framework by which to code their responses to the RES prompt as either Aschematic 

RES, In-group RES, Dual49 RES, or Minority RES. This coding aligned with my initial research 

questions that intended to build on the evidence that strong ethnic identities in minoritized youth 

have promoted positive academic outcomes (e.g., Altschul, Oyserman, & Bybee, 2008; Brown & 

Chu, 2012; Umaña-Taylor, Wong, Gonzales, & Dumka, 2012) within the specific context of 

Latinx bilingual high schoolers in Arizona. 

In Oyserman and colleagues’ studies, they measured race-ethnicity with the question, 

“People have different ways of describing their race or ethnicity. Which describes you best?”, 

and measured RES with: “What does it mean to you to be a member of your race or ethnic 

group? You can use examples from your everyday life of things you do that make you feel like a 

 
49 Reliability for Dual RES is low on the close-ended questionnaire (Altschul et al., 2008; Oyserman, 2008), so 
additional steps would have needed to be taken to increase Dual RES reliability during rater training.  
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member of this group” (2003, p. 337). I decided to use the RES question, offered in English and 

Spanish, at the end of my interview for a couple reasons. First, the race-ethnicity question 

directly asked about racial or ethnic membership, which had the potential to be overtly 

threatening to minoritized students of different backgrounds than my own. Second, I opted 

against using the race-ethnicity question because I found it to be potentially limiting with the 

which opener that implies a range of pre-selected choices, whereas I wanted students to provide 

their ethnoracial identification/s organically. I also hoped students would self-identify racially or 

ethnically earlier in the interview based on my previous identity questions, which seven of the 

ten students did. Rather than coding the RES responses based on the four schema proposed by 

Oyserman and colleagues (2003), I coded this data like the other interview data thematically and 

through a raciolinguistic analytic framework. I was able to do so because the research redesign 

occurred after the COVID-19 pandemic ended my access to participants earlier than I had 

anticipated and prematurely concluded my data collection. 
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Perceived Discrimination. Perceived discrimination was an important variable to 

examine in the initial study design due to the evidence that generally, discrimination has been 

associated with lower academic outcomes, such as achievement (e.g., DeGarmo & Martinez, 

2006), and that discrimination based on ethnicity or race is common. Yet studies have revealed 

that minoritized students with strong ethnic identities and an awareness of racism have better 

achievement outcomes as this critical awareness helps them be resilient and protect them against 

the harms of stereotypes that tend to negatively impact academic achievement (Altschul, 

Oyserman, & Bybee, 2006). I intended to employ two measures of perceived discrimination in 

this study to triangulate perceived discrimination data. 

After students had self-identified ethnoracially from the interview, their perceptions of 

discrimination were to be assessed using Whitbeck, Hoyt, McMorris, Chen, and Stubben’s 

(2001) Measure of Perceived Discrimination. The ten items on the Measure of Perceived 

Discrimination encompass global (e.g., society), authority (e.g., police), and school (e.g., 

teacher) discrimination. The measure has been adapted for use with Latinx adolescents and has 

shown support for construct validity with Cronbach’s alphas that ranged from .80 to .91 (Umaña-

Taylor & Guimond, 2010). I had planned to adapt the measure items into semi-structured 

interview questions, replacing “Native American” with the (most common) ethnoracial identifier 

of each student’s first interview. This would shift the data obtained from the Measure from 

potentially quantifiable answers given the “How often” start of each item to more detailed 

responses given my ability to ask follow-up questions. These interviews would have been 

transcribed, coded, and qualitatively analyzed following the recommendations of thematic 

analysis (Braun & Clarke, 2006). The interview using Whitbeck and colleagues’ (2001) Measure 
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of Perceived Discrimination as an interview guide did not take place due to the timeline of my 

data collection and the transition to online schooling given the COVID-19 pandemic. 

What perceived discrimination data I did obtain came from quantitatively surveying 

students using the Societal, Attitudinal, Familial, and Environmental Acculturative Stress Scale 

for Children (SAFE-C; Chávez, Moran, Reid & Lopez, 1997). This instrument has a high 

Cronbach’s alpha of .86 and has been determined to be a reliable and valid instrument (Chávez et 

al., 1997). The SAFE-C has been employed in studies of ELL (Lopez, 2008) and Latinx (Lopez, 

2016; 2017) students. My original study sought to build on Lopez’s 2017 conceptual framework 

[Figure 3: Conceptual Framework from Lopez (2017)] to investigate whether Arizona’s 

multilingual students’ English proficiencies were related to student variables of ethnic identity, 

perceived discrimination, and/or achievement. 

Figure 3. Conceptual Framework from Lopez (2017)

 

(Lopez, 2017, p. 194) 

Items in the SAFE-C are scored on a six-point Likert-type scale (0-5). The entire scale is 

available in Spanish. The Spanish and English versions of the scale were double-sided printed 

for each participant to complete. I also printed the six scale options from 0 “doesn’t apply” to 5 

“bothers me a lot” on a separate page so students could more easily read each Scale item and 
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write 0-5 next to each statement. Higher scores on the six items50 of the Perceived 

Discrimination Subscale (0-30) indicate higher levels of perceived stress. Participants completed 

these surveys immediately after answering the semi-structured interview questions about their 

perspectives on their language use and identities. Given the revised focus of this project that 

sought to describe students’ raciolinguistic ideologies as opposed to associations between ethnic 

identity, perceived discrimination, and academic achievement, perceived discrimination data has 

been excluded from this publication. 

 

Included Data Sources. 

Raciolinguistic Ideologies. Upon revising the frameworks, variables, and scope of my 

study, I was interested in understanding multilingual participants’ beliefs about their ethnoracial 

and linguistic identities and language use to potentially reveal ways in which they re/articulate 

raciolinguistic ideologies. Since race and raciolinguistic ideologies are complex social 

constructions, I chose interviewing as the primary method so that participants could use their 

own words to share the ways in which they identified and their attitudes toward language (use).  

Interviews have often been used in qualitative research (Denzin & Lincoln, 2004), 

especially that which takes place in the social sciences51 for their relative convenience and social 

acceptance (Dornyei, 2007). Through interviews, researchers are often able to gain unique access 

into participants' beliefs, lived experiences, opinions, and viewpoints. Seidman, for instance, 

claimed that interviews are “a powerful way to gain insight into educational and other important 

 
50 Items 1, 12, 24, 32, 33, 34. 
51 According to Briggs, 90% of social sciences research uses interview data (1986; 1992). 
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social issues through understanding the experience of the individuals whose lives reflect those 

issues” (2013, p. 17). In the context of language education research, Mirhosseini (2020) 

contended that  

An important part of the required evidence for [language education] research concerns 

tends to reside in people’s minds and hearts...Therefore, talking to people and eliciting 

their perspectives and attitudes about issues under investigation is a rich source of data 

that can provide valuable insights into the depth of many research questions. (p. 85) 

In short, many qualitative researchers have highlighted interviews as tools that are well-suited to 

obtain in-depth information (Kvale, 2008; Turner, 2010) on topics of interest similar to my own.  

However, the above stance reflects an interview as research instrument orientation (see 

bullet pointed list in Talmy, 2010, p. 25), focusing on the product of the interviews, which is not 

exemplar of critical scholars’ reflexive practices. As such, I also reflect on the interview process 

and address how interviews also function as social practice, drawing on Talmy’s applied 

linguistics work on ESL student identity in a Hawai’i high school (2010). The differences are 

illustrated in Table 2: Research Interview as Research Instrument/as Social Practice below. 

Table 2. Research Interview as Research Instrument/as Social Practice  
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(Talmy, 2010, p. 27) 

Prior scholarship on interviews as social practice have importantly underscored that interviews 

are co-constructed discursive events (c.f. Briggs, 1986; Holstein & Gubrium, 1995). Put simply, 

the context or speech event of the research interview shapes what participants share or produce 

in the presence of the interviewer (Josselson, 2013). As Block described,  

Interview data are seen...as voices adopted by research participants in response to the 

researcher's prompts and questions. These voices might or might not truly represent what 
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the research participant thinks or would choose to say in another context and on another 

occasion. (2000, p. 759) 

In this sense, researchers like myself need to recognize that interviews are complex, socially-

situated interactions that require researcher reflexivity to analyze data in a way that understands 

that what a participant presents in the interview is not absolute fact or truth but representational 

and culturally constructed. 

 I created the Language Proficiency, Use, and Identities interview guide to be semi-

structured to allow me the opportunity to follow up on what individual participants said, and to 

have some structure within each interview and consistency across all interviews by having the 

same baseline questions. Given its semi-structured nature, I had the flexibility in the interviews 

to react to participant statements by probing, “elicit[ing] further information, clarification or 

explanation” (Mann, 2016, p. 128), into emergent points of interest. My interview questions were 

open-ended and asked participants about language use, perceptions of language use, the ELL 

label, and other identities. For example, students were asked to share what identity/ies had the 

strongest effect on how they perceived themselves or on how others perceived them52.  

In my design of the interview guide, I intentionally ordered interview questions from 

broad to narrow and from least to most threatening—for  example, from describing language use 

to feelings about language use and (ethnoracial) identities. Because participants were asked 

explicitly about factors like ethnoracial identity and language use, certain questions might have 

evoked some emotional discomfort. The participants were advised of this possibility in the assent 

forms (and their parents, in the consent forms), and were told they did not need to answer any 

 
52 The non-specific identity questions were inspired by the social identity wheel from the “Voice of Discovery” 
created by UMass-Amherst and Arizona State University.  
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questions with which they were not comfortable. Nonetheless, sensitive topics likely came up in 

the interviews for some of the participants.  
not her pote ntial issue wa s that participa nts we re be ing a ske d to share t heir perspectives without really knowing me ot her tha n the focus of my re search. his l ikely exacerbate d the alrea dy existent powe r disparities betwee n myse lf a s the re searc her a nd t he ten participant s who inte rvie wed. s e idma n recog nize d, “ nte rvie wers and pa rticipant s are never e qua l. [ nte rvie wers] can st rive to re duce hie rarchical arrangeme nt s, but usually t he pa rticipa nt and the inte rvie wer wa nt and get differe nt thing s out of the interview” ( , p. ). y pre sence at the two high schools was pre dicate d on t he fact that wa s completing a doctorate that re quire d me to de sig n and complete a rese arch project. othing could do in the inte rvie ws would e rase t his reality t hough during my interv iews, followe d the suggestion of ’ eilly a nd ogra to “talk to [childre n] on t heir level but treat them with re spect and acknowle dge who y ou really a re” (, p. ).

s an a dult who inte rvie wed a lmost exclusively minors, some of whom did not have .. citizenship, wa s aware that no matter how tried to pre se nt mysel f as a comra de, my white able-bodie d, cisge nder, hete rosexua l, middle class priv ilege wa s om nipre se nt in eve ry interaction bet ween my sel f and the participa nts.

Finally, the interview guide I developed for this dissertation study was piloted with a 

focus group of Latinx multilinguals at another southern Arizona high school in February 2020. 

From piloting the instrument, I was content with the order and the alignment of the interview 

questions with my research questions that sought to understand the ways in which Latinx 

multilingual students re/articulate raciolinguistic ideologies. For example, the students who were 

part of the February 2020 focus group expressed beliefs about their first and second languages 

(Spanish and English, respectively), their identities (e.g., Mexican), and societal stereotypes of 

their communities in ways that were reflective of the statements later made by my ten 

dissertation participants across two different high schools.  

 

Interview Procedure 

Interviewing took place from November to December 2019. At the start of each 

interview, I told students that I was (audio) recording the interview for accuracy purposes. I did 

so through recording applications on my cell phone and laptop, which are both password-

protected. In addition to the audio recordings, I had a small notebook where I took notes during 

each interview. While interviewing, I followed Yin’s (2016) six hints to converse successfully in 

a qualitative interview: 

1. Speak in modest amounts 

2. Be nondirective 

3. Stay neutral 
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4. Maintain rapport 

5. Consider using an interview guide 

6. Analyze when interviewing (2016, pp. 144-7) 

Though I followed Yin’s recommendations, the power dynamics of the interview certainly 

altered the nature of the conversations that took place with each research participant.  

To each interview I brought a printed copy of the interview questions in English and in 

Spanish (Appendix B) and reminded students that they could answer the questions in English or 

in Spanish. Explicitly reminding participants that they had linguistic choice was an attempt to 

mitigate any limitations students might have felt if they were only allowed to express themselves 

in English. However, as a white, English-speaking outsider, most participants spoke with me in 

English. Those that spoke with me solely in Spanish could likely gauge that my proficiency, 

especially in colloquial exchanges, was lacking, so it limited the back-and-forth interactions and 

follow-ups I had with these two students (Carla and Lupita).  

 Each interview was conducted on school grounds during the school day. Interview 

locations ranged from building hallways to a teacher break room. Students met with me with the 

consent of their teachers during normal class time. At Coati Roja, I interviewed the three 

participating students (Berto, Cassandra, and Maria) outside Mr. Ramon Reyes’s ELD classroom 

in the hallway. For these interviews, two desks were pulled into the hallway in which each 

student and I sat while we spoke. From my weekly observations, Mr. Reyes’s classroom was 

regularly interrupted by student and staff visitors. The student interviews I conducted 

experienced similar disruptions that can be heard in the interview recordings.  

The two teachers from Plaza del Sur, Alexis Leon and Jose Leon, also allowed me to 

briefly pull students out of their classes for the interviews. Alexis Leon was particularly helpful 
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and gave me access to the school’s teacher break room so I would have somewhere quiet to 

interview several of the participants from her classes. Students (Sergio, Alan Manuel, and 

Victor) were directed to meet with me in the break room when they were at a stopping point in 

their class group project. After one student was done interviewing with me, he would send a 

different student in and this was repeated. At the break room’s large table, each student sat across 

from me. These break room interviews were minorly disrupted by a teacher entering and exiting 

the breakroom while retrieving supplies and by the school bell chiming.  

For students recruited from other classes of Alexis’s (Carla and Lupita) and Jose’s (Angel 

and Jonathan), I interviewed them in the hallways similar to what took place with the interviews 

at Coati Roja. However, two students, Carla and Lupita, were interviewed standing so the 

interviews were likely more rushed as a result. These were also the same two students who were 

interviewed primarily in Spanish. As shown in Table 3: Interview Data for Latinx Multilingual 

Participants, the shortest interview lasted just under seven minutes (Lupita) while the longest 

interview took place for just over fifteen (Jonathan). On average, my interviews with participants 

lasted just under ten minutes.  

Table 3. Interview Data for Latinx Multilingual Participants. 

Participant 

Pseudonym 

Ethnoracial 

Identification/s54 (in 

order of appearance) 

Question/s where 

Participants 

Identified 

Ethnoracially 

Primary Language of Interview,  

Interview Length in Mins. (Secs.) 

 
54 I have reported ethnoracial identification/s in the same language/s used by each participant during the interview. 
Capitalization conventions follow those of English and Spanish, respectively. 
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Berto Mexican; 

Latino/x 

Q RES55; 

Q RES 

English, 10:55 (655) 

Cassandra Mexican Q 15 & 17 English, 10:16 (616) 

Maria Mexican-American;  

Mexican 

Q 15 & 17 & 21; 

Q 23 

English, 8:49 (529) 

Alan 

Manuel 

Mexican Q 23 & RES English, 9:04 (544) 

Angel Mexican/mexicano; 

 

americano/American; 

 

latino 

Q 15 & 17 & 21 & 

23 & 25; 

Q 21 & 25; 

 

Q  RES 

English/Spanish, 9:51 (591) 

Carla mexicana Q 16 & RES Spanish, 7:52 (472) 

Sergio Mexican-American; 

Latino;  

Mexican 

Q 15; 

Q 15 & 17 & 21; 

Q RES 

English, 9:29 (569) 

Jonathan Mexican Q 15 & 17 English, 15:06 (906) 

Lupita hispana Q RES Spanish, 6:52 (412) 

 
55 Q RES signifies the RES Prompt by Oyserman and colleagues (2003). 
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Victor Half Mexican/half 

Colombian 

Q RES;  

Q RES 

English, 11:39 (699) 

 

Thematic Analysis  

The primary method I employed to analyze this interview data was thematic analysis 

(TA), used to “identif[y], analyz[e], and repor[t] patterns (themes) within data” (Braun & Clarke, 

2006, p. 79). TA is a logical analytic method for my project as it is a common tool for analyzing 

qualitative data (e.g., interviews) within the social sciences. Braun and Clarke proposed that: 

TA can be used to identify patterns within and across data in relation to participants’ 

lived experience, views and perspectives, and behavior and practices...TA can also be 

used within a ‘critical’ framework, to interrogate patterns within personal or social 

meaning around a topic, and to ask questions about the implications of these. (2017, p. 

297) 

In the context of analyzing child interview data, O’Reilly and Dogra listed four benefits of using 

TA. These included:  

1. All aspects of the child’s narrative can be given full attention;  

2. [TA] is theoretically flexible;  

3. [TA] is a useful approach for exploring similarities and differences across participants; 

and  

4. [TA] is an accessible and easy to understand approach. (O’Reilly & Dogra, 2017, p. 3)  

Recently TA has been used as a method for analyzing student perceptions of language (c.f. Mills, 

Moore, Chang, Kim & Frick, 2021) as well as raciolinguistic enregisterment (c.f. Campbell-
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Montalvo, 2021), ideologies, and exclusion (c.f. Tsai, Straka & Gaither, 2021) in qualitative and 

mixed methods studies. Because TA is helpful in examining what participants think and feel and 

can freely align with most frameworks, I used this as the primary analytic method for my data 

set. 

Parallel to more common methods like grounded theory (e.g., Glaser & Strauss, 1967), 

TA is also rooted in the data, but does not attempt to build novel or revised theory from data 

(Corbin & Strauss, 2008; Creswell, 2012), and is thus not theoretically bounded (Braun & 

Clarke, 2006). The flexibility afforded by TA is both one of its major benefits and critiques as 

some suggest there is too much variability in how to conduct TA, leading to a lack of coherence 

and consistency (Boyatzis, 1998; Holloway & Todres, 2003).  For example, of the first ten 

entries from a library search of the keywords “raciolinguistic” and “thematic analysis”, only 

three sources utilized TA in a manner similar to Braun and Clarke (Campbell-Montalvo, 2021; 

Mills et al., 2021; Tsai et al., 2021). Yet the fourth source co-authored by preeminent 

raciolinguistic scholar Flores employed Fereday and Muir-Cochrane’s hybrid inductive-

deductive coding scheme (2006) grounded in TA (Flores, Phuong & Venegas, 2020). Another 

publication (Chang, 2020) included a brief method overview that closely resembled grounded 

theory. The remaining five sources from the first ten listings of the library search had no clear 

connection to Braun and Clarke’s TA, which otherwise appears to be an emerging analytic 

method for raciolinguistic research. 

Braun and Clarke (2006) have introduced a systematic six-step guide to follow for TA, 

including: become familiar with the data, generate initial codes, search for themes, review 

themes, define/name themes, and produce the report. See Table 4: Phases of Thematic Analysis. 

Table 4. Phases of Thematic Analysis 
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From Braun & Clarke, 2006, p. 87 

In addition, they have provided a 15-point checklist found in Table 5: Thematic Analysis 

Checklist, which I also followed while thematically analyzing my interview data.  

Table 5. Thematic Analysis Checklist 

 

From Braun & Clarke, 2006, p. 96 

Both published tables including the TA phases and checklist helped me interact with the 

interview data, during which I actively and continually re/coded and re/categorized themes 

throughout an iterative process of reading for meaning, analysis, and interpretation. Below I 
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provide more details on the recursive coding and theme identifying, re/categorizing, and naming 

processes that I did until I reached a point of data saturation. 

 

Familiarizing Myself with the Data: Annotation & Transcription 

After recording the participant interviews, I re/listened to the audio recordings and 

revisited the notes I took during the interviews multiple times over the course of several months 

so that I could familiarize myself with the data. I also annotated the interview data with my first 

impressions to prepare myself for subsequent steps of thematically analyzing (Braun & Clarke, 

2006) the interview data. Starting with the second time I listened to the recordings, I began to 

transcribe the interview data smooth verbatim56 in a Word document. My first transcriptions 

were done listening to the interview audio at normal speed. During this process I looked for basic 

patterns and noted down initial codes such as expression, belonging, and comfortability. The 

next time I re-visited the transcriptions, I slowed the audio down to half speed to transcribe more 

accurately and add on to what had been unclear in prior playback sessions. Then I used Happy 

Scribe and Otter speech-to-text transcription softwares to transcribe the interviews in their 

entirety. I also had two colleagues revise the Spanish transcriptions and verify my interpretations 

for greater accuracy. 

 

 
56 Interview transcriptions were kept in the language/s used by the participant. Translations occurred in the assigning 
codes and themes stages of data analysis.  
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Generating Initial Codes 

Coding qualitative data requires reflecting upon and refining raw data into meaningful 

insights given the research question. After I had prepared the interview transcripts, I manually 

assigned preliminary codes to the data. I then created a codebook in Google Sheets of every code 

and its description. These labels helped me more easily a) sort interview data into categories that 

aligned with the research I reviewed in chapter three and b) see relevant themes in the data. 

Across the next few weeks, I added to and revised my initial codes, getting more detailed in each 

coding session. Each code was checked for redundancies with the others in the manual to ensure 

that no two codes were interchangeable. When codes were found to overlap, certain codes were 

deleted. This iterative process of comparing data and re/coding took me several weeks. 

Though I had designed this study with preconceived assumptions according to the body 

of raciolinguistics literature, I did not want this to limit my analysis, so I used inductive or open 

coding (Strauss & Corbin, 1998). Qualitative interview data is often analyzed in an inductive 

manner (Creswell, 2007; Glaser & Strauss, 1967), namely through inductive coding. Inductive 

coding is data-driven and less prone to theoretical bias compared to deductive coding (Braun & 

Clarke, 2006; Fereday & Muir-Cochrane, 2006). Coding inductively also helped lessen the 

likelihood that my ideological projections influenced my data analysis and interpretation 

(Boyatzis, 1998). I used a flat coding frame, where each code had equal importance, which 

yielded a richer description of the data that allowed for patterns to be discovered and insights to 

emerge without my presupposing anything (Patton, 1990). Despite implementing this style of 

coding, it should be noted that my own epistemological and theoretical stances certainly 

influenced my interpretation of the data.  

 

https://journals.sagepub.com/doi/full/10.1177/1609406917733847
https://journals.sagepub.com/doi/full/10.1177/1609406917733847
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Searching for, Reviewing, Defining, & Naming Themes 

Braun and Clarke (2006) have suggested that latent thematic analysis aligns with a 

constructionist (i.e., social constructivist) paradigm that centers how knowledge is socially 

constructed. In a latent approach to TA, the researcher interprets and theorizes the themes to 

uncover underlying assumptions, conceptualizations, ideas, ideologies, meanings, and structures 

(Braun & Clarke, 2006). Given my adoption of a raciolinguistic perspective that centers the ways 

in which language and race are co-constructed, notable themes relating to this study’s research 

question implicate power disparities, e.g., the racialization of those constructed as linguistic 

Others. Latent TA is hence a well-suited method to investigate Latinx multilingual perspectives 

that revealed their raciolinguistic beliefs, which have been re/constructed through particular 

social, cultural, political, and racial contexts.  

In order for themes to be significant, they must represent patterns within the dataset and 

be relevant to the research question (Braun & Clarke, 2006). It is important that each theme be 

named in a manner that is comprehensible to the reader of the report, and that themes be 

continually reviewed, reorganized, and refined through an iterative process similar to that in the 

coding phase. The major themes I identified will be discussed further in the Findings chapter.  

 

Producing the Report 

Creswell has explained that “The final written report or presentation [in qualitative 

research] includes the voices of participants, the reflexivity of the researcher, and a complex 

description and interpretation of the problem, and it extends the literature or signals a call for 

action” (2007, p. 37). To illustrate the participants and their beliefs, I have included direct 
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quotations from the interviews in the upcoming Findings chapter. Not only have these excerpts 

helped to humanize the participants and share their words, but they also helped the reader 

understand why I have defined, named, and highlighted certain themes as I have. Specifically, 

this raw interview data has bolstered my descriptions to convince readers of the merit of my 

analysis and has contributed to the reader’s comprehension of my interpretation of findings.  

The final report needs to fulfill several more functions based on the reprinted criteria in 

Tables 4 and 5, according to Braun and Clarke (2006). The first item on the checklist for the 

report stage is to explain my approach to thematic analysis, which has unfolded throughout this 

chapter. Next is that there must be alignment between what I claim to have done (this chapter) 

and what I have done, which is delivered across this chapter and the next. I must also ensure that 

my report’s raciolinguistic conceptual framework is consistent with the constructivist 

epistemological position of the analysis, which is elucidated in this chapter. Given the 

constructivist epistemology of my dissertation, I have also delivered the last item on the checklist 

(this chapter): that the researcher is active and reflexive throughout the research process. In 

particular this chapter discussed the power dynamics that shaped the interactions between me 

and the participants, and the next chapter has framed participants’ beliefs as reflecting socially-

constructed knowledge about language and race.  

  

Researcher Reflexivity & Positionality 

Critical scholars like those I identify with underscore the moral responsibility of reflexivity, 

which requires researchers to self-reflect on and address the ways in which their positionalities are 

central to all stages of the research process, including research “findings”. As noted earlier, the 
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raciolinguistic approach to my research may have biased the study design and possibly my 

interpretation of the interview data. I ultimately wanted to know how the students identified and 

thought about language (use) and their experiences with racialization. A primary example of 

potential bias occurred in interviews when students had no immediate reply to the identity 

questions and I prompted them with terms like ethnicity or race, though being careful not to name 

any specific identity unless it had already been mentioned by the student/s. This reality mirrors 

that “the researcher, method, and data are [not] separate entities but rather [are] ‘reflexively 

interdependent and interconnected’” (Mauthner & Doucet, 2003, p. 414). In sum, this study’s data 

corresponded with how I as the researcher have approached the research (question), which 

ultimately was reflective of my research interests, regardless of measures to uphold validity or 

attempts to mitigate further reproductions of social inequalities through research (Heller, 2008, p. 

225).  

To address this, I next articulate how my background might have influenced the study in 

terms of preferences and preconceptions as well as my relationship to participants and how this 

affected our interviews. Whenever I traveled to either school, I dressed business casual close to 

that of their teachers’ attire. This is just one of the many ways I was visibly marked as different 

from the students on the basis of age, class, education level, and race. Further, my status to many 

as a “native” English speaker also shaped my interactions with participants. This “native” English 

speaker identity has afforded me many privileges that the study participants, who would be 

considered by some to be “native” Spanish speakers and mere “English language learners” from a 

deficit perspective, have not been extended. These are just a couple of examples of the power 

disparities that likely shaped my interactions with the participants and some of the ways in which 

my judgments throughout the research process might have been biased.  
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Methodological Limitations 

 My original study was designed to be longitudinal, where I would collect participant data 

at three distinct points throughout the school year. Due to the amount of time it took to recruit 

and consent students and their families, my first interview took place in November and 

December of 2019. Later participant interactions were scheduled for March and May, but did not 

take place due to the COVID-19 pandemic. As such, I only had one individual meeting with each 

participant where they were interviewed (Language Proficiency, Use, and Identities Interview) 

and surveyed (SAFE-C). In later data collection sessions in conjunction with following up on 

initial interview and survey responses, I had intended to incorporate Whitbeck and colleagues’ 

Measure of Perceived Discrimination (2001) as semi-structured interview questions once I knew 

how each participant ethnoracially identified from the first interview. During these later stages of 

data collection, I was also going to have students self-rate their English proficiencies using the 

Canadian Language Benchmarks. These additional measures for the variables of English 

proficiency and perceived discrimination were to provide opportunities for data triangulation, 

which could also help corroborate participant statements from their interviews with me and 

bolster the credibility of my findings. 

 The most important exchange that was unable to take place due to the pandemic was 

member-checking. In my final meeting with students, I had planned to share my analysis and 

transcriptions with each student for their feedback on whether my representation of their words 

and views were accurate. Indeed Boyatzis has warned that “Thematic analysis is a way of seeing. 

Often, what one sees through thematic analysis does not appear to others” (1998, p. 1). Because 
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of the timing of my research project, I only had one interview with each participant, so I was unable 

to member-check my interpretations of the findings. Without having the opportunity to member 

check, I take full responsibility for all potential misinterpretations.  

To understand Latinx multilingual students’ perceptions, I provided all interview 

questions in English and in Spanish. While most participants responded to me in English, three 

students (Angel, Carla, and Lupita) responded to various extent in Spanish. The limitations 

resulting from this are purely my own. As aforementioned, with these students I tended to have 

shorter interviews because of a lack in my improvisational communicative abilities in Spanish, 

so there were fewer follow-up questions and therefore, less data from these interviews.  

A challenge that I anticipated prior to interviewing was locating a software that could 

convert voice to text for Spanish and Spanish/English audio files. While I decided to do the 

transcriptions myself and then have colleagues check them, I did not predict how poor the voice 

to text transcriptions would be for the interviews conducted solely in English. Given the 

scholarship informing my research, I should have known better. After all, Rosa and Flores 

cautioned that 

Whiteness is also animated through nonhuman entities such as technologies and 

institutions infused with raciolinguistic ideologies that endow them with the capacity to 

act as perceiving subjects. These include voice-recognition technologies that often 

privilege languages, varieties, and pronunciation patterns associated with normative 

whiteness. (2017, p. 630) 

Due to budget constraints, I relied heavily on the transcriptions I did myself and did not have 

another person to check accuracy, except for the Spanish excerpts reproduced in this report.  
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To reiterate a limitation addressed earlier, when I interviewed the ten participants for this 

dissertation project, three of them did not have immediate responses to my questions on identity. 

This could have occurred for a number of reasons, but what I consider most likely is that there 

was insufficient guidance on my part and/or that the student was not comfortable speaking to me 

on personal matters such as how one identifies—in particular, when the researcher (myself) does 

not identify in the same way/s. The reason I was vague in asking the questions about identity was 

because I did not want to bias the participants to identify with a specific label like Latina/o/x 

over Hispanic, for instance. As such, I did not provide them a list of labels from which to choose. 

However, I should note that my prompts to these questions did guide students to identify in terms 

of ethnicity or race because of my focus on the intersections between race and language. In this 

sense, participants might have felt more compelled to self-identify in terms of ethnicity/race even 

if that was not an identity that they consciously identified as on a regular basis.  

I close this chapter with a poignant reminder from Creswell about qualitative research 

and its methods: 

Qualitative research is a form of inquiry in which researchers make an interpretation of  

what they see, hear, and understand. The researchers’ interpretations cannot be separated 

from their own background, history, context, and prior understandings...With the readers, 

participants, and the researchers all making an interpretation, we can see how multiple 

views of the problem can emerge. (2007, p. 39) 

My presence as the interviewer shaped each discursive event in ways that I will never know. My 

privilege as what white perceiving subjects would categorize as a “native” English speaker 

diverged from how the participants in this study would be perceived as raciolinguistic Others. 

Also unlike the ten students, I was older (in my twenties) and had received one graduate degree 
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and was in the process of completing another. These power disparities along with my 

positionalities as a white, middle class, heterosexual, able-bodied, cisgender woman U.S. citizen 

inherently shaped my interactions with the ten participants as well as my design and 

interpretation of findings in this research project.  



Chapter 5: Findings 

The purpose of this study was to understand ten high school-aged multilingual students’ 

perceptions of their language use, proficiencies, and (ethnoracial) identities through interview data 

and to understand the ways in which these Latinx multilingual students rearticulated raciolinguistic 

ideologies. In the following sections, I first present the major themes that revealed the persistence of 

socially constructed, racializing binaries: home versus academic language, then first versus second 

language. Next I present findings as they related to students’ self-judgments and feelings about their 

perceived English and Spanish abilities, their ethnoracial group/s, and perceived judgments by others. 

96
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Home vs. Academic Language 

The home (Spanish) versus academic (English) language binary was not as clearly 

distinct for participants as monoglossic and raciolinguistic ideologies promote. While 

participants identified Spanish as the predominant language of their homes, they also used 

Spanish at their schools. Indeed Sergio shared that his Spanish language use extended to 

academic spaces. When asked when and where he spoke Spanish, Sergio replied, “In my house 

with my family. All of them speak Spanish. And when I go to Mexico and my friends in the 

school. In my [AP] Spanish [language] class”. Sergio was enrolled in an AP language course that 

has traditionally served the interests of white elite bilinguals as opposed to less privileged 

multilinguals. Without having a follow up interview with Sergio, it is unknown to what extent 

the Spanish of his AP class, and the way it was taught, re/constructed the standard language 

ideology, if at all.  

Two other participants, Berto and Lupita, revealed in interviews that teachers and 

students used Spanish in their ELD classes. Lupita disclosed that the ELD classes she was 

enrolled in previously had used Spanish: 

Pues no siento que estoy bien, pero siento que ido mejorando ahora que cambié mis 

clases. Porque antes iba en clases de ELD, pues todos hablaban español y ahora siento 

que mis clases de inglés he mejorado...Me siento bien [en español] porque es la idioma de 

mi casa entonces pues como más a gusto...Pues los maestros sí hacen bien su trabajo, 

pero como estás en un ambiente que todos los alumnos prefieren hablar español [en 

clases de ELD], siento que es más difícil aprender [inglés].  

Lupita even made the claim that her English improved more outside of ELD classes, where it had 

been difficult to learn English because her classmates preferred speaking Spanish. Contrary to 
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Lupita’s negative take on Spanish use in ELD classes at Plaza del Sur, Berto adopted a different 

stance toward the Spanish employed in his current ELD class at Coati Roja. He said, “The things 

[Mr. Reyes’s] teaching me, it helps me a lot, but I would understand it more in like a little bit of 

Spanish”. For Berto, some Spanish use in ELD classes he saw as helpful as opposed to harmful.  

Spanish also thrived among interactions with close family and friends. For example, 

Berto articulated that he used Spanish at “Family gatherings cause most of my family is from 

Mexico and mostly at my house. And sometimes in Mr. [Reyes’] class”.  However, Berto and 

another student, Victor, also noted the use of English in their homes. Drawing on an earlier 

excerpt from Berto’s interview, he stated, 

I use English mostly in my house because of my parents cause they really need to learn 

English. Well my mom speaks perfectly kind of...because she’s a cashier. But she’s the 

manager as well, so she speaks English. She understands what I say, but sometimes she 

doesn’t. So I speak Spanish and English at my house. But mostly if my dad’s home, I 

speak mostly Spanish. Cause he doesn’t speak that much [English]. But I speak a lot of 

English.  

In Berto’s case, he viewed speaking English as part of his responsibility to help his parents 

develop their linguistic skills. This was especially true for Berto’s mom’s English because she 

worked in a leadership role, where she needed to use English. There was less importance placed 

on Berto’s father developing additional English literacies as evidenced by the fact that Berto 

used Spanish to communicate with his dad. 

Victor, on the other hand, believed that English should not be used at home: 
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Victor: Most of the time [I use English] when I interact with other people that I don’t live 

with them. In home, I use most of the time Spanish, but when my mom tried to speak to 

me in English, I don’t really like that. It’s weird.  

CR57: So it’s weird for your mom to speak to you in English? 

Victor: It’s weird for me to hear my mother speaking in English. 

CR: Why do you think that is? 

Victor: I don’t know. I think it’s because I have that picture of my mom speaking [to] me 

in Spanish, and now that I have to face two languages, the only thing that I want is to 

hear my mom speaking in Spanish.  

n t his case it wa s not the stude nt ictor, but his mom who use d nglish at home. ictor re ported t hat these l inguistic interactions were felt strange a nd that he did not l ike them. he reason ictor gave is that he ha s to “face” (presuma bly employ, navigate) ngl ish and panish in ot her setting s so he only wa nted to hear his m om speaking in pa nish at home. art of ictor’ s bel iefs about home, and his mot her, revea led t hat he would pre fer that home be an e nvironment where pa nish be used monolingually l ike in aria’s experie nce. “he n use panish, just fee l like ’m in my home wit h my parent s. just feel like belong”, according to a ria.

A comment made by Lupita might best summarize participants’ general outlook toward 

Spanish use. In the interview Lupita remarked, “Me siento bien [en español] porque es la idioma 

de mi casa entonces pues como más a gusto”. For Lupita as for other participants Spanish was 

the language they associated with their home lives and with feelings of comfortability and 

perhaps greater intimacy in terms of what participants articulated and with whom. For instance, 

Victor shared that he used English around people he did not live with. Similarly, Maria 

commented, “When I socialize with friends, I mostly speak English. But when it comes to other 

people like more closer friends, I usually speak Spanish”. The following subsections illuminate 

other major themes from the student interviews. 

57 My initials 
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First vs. Second Language 

When interviewed about their feelings associated with using Spanish, several participants 

(Angel, Sergio, Jonathan, Carla, Cassandra, and Victor) shared that they considered Spanish to 

be their first language. Angel stated, “Well I feel comfortable cause Spanish is the first language 

that I learned. And it’s easier to talk”. For Angel, first language use and feelings of 

comfortability were connected; for Sergio and Jonathan, they were related to feelings of 

normalcy and freedom. The portion of Sergio’s interview that illustrated this claim begins below. 

CR: How do you feel when you use Spanish? 

Sergio: Normal. It’s my first language that I learned. 

CR: More normal than English? 

Sergio: Yeah. I absolutely have a more expans[iv]e vocabulary. 

Jonathan shared that speaking Spanish felt normal for him too. He stated, “I feel free. I feel 

normal. I’ve been talking Spanish my whole life”. When students were asked to compare their 

linguistic proficiencies, they revealed additional beliefs about the inherent ease of first language 

acquisition versus second language learning. 

During Carla’s interview, I asked a follow up question for her to compare her English and 

Spanish proficiencies and she replied, “En inglés, no me siento como total de cien por ciento. Y 

en español, sí es mi primera lengua entonces lo puedo hablar a la perfección, y el inglés no. Eso 

es lo que, la pronunciación”. Her response revealed a perceived connection between first 

language acquisition and the ability to ostensibly speak the language perfectly. When Cassandra 

compared her languages, she too revealed beliefs about the difficulties of learning a second 
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language (as opposed to acquiring a first language). She said, “If English was my first language, 

Spanish would be more hard to learn”. For Carla and Cassandra, they thought first languages 

were inherently easier to learn and could be learned “perfectly” in comparison to second 

languages under the assumptions surrounding sequential bilingualism. 

In Victor’s interview, I asked a similar question based on the self-rated proficiencies he 

had initially provided. In the following excerpt, Victor described his reasoning for the difference 

in self-ratings: 

CR: How do you feel when you use Spanish? 

Victor: Safe...In my comfort zone.  

CR: How good do you think your English is? How strong do you feel your English is? 

Victor: From 1 to 10, 5. 

CR: 5? Okay. What about in Spanish? 

Victor: From 1 to 10, probably 9.  

CR: Okay. Why is there that difference? 

Victor: Because Spanish is my first language and English is like a second one I guess.  

Later in the interview Victor again raised the construct of a native language59: 

59 For the purposes of this paper, first language and native language are used interchangeably. 
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CR: Do the languages you use or that you speak influence who you are? Cause you 

mentioned earlier knowing Spanish and English. 

Victor: Yeah, probably not the way I am, the way I think. Cause when I speak Spanish, 

of course that's my native language and that one I can, go deeper in my thoughts. But in 

English, I feel like I am what my level of English let[s] me be. 

CR: Oh, okay. So maybe that your level of English doesn't allow you to be everything 

that you are in Spanish? 

Victor: Mhm. 

Similar to the previously noted participants, Victor also felt limited in his English because it was 

not the language he had acquired first.  

Latinx Multilingual Self- & Others’ Judgments 

Spanish Expression Self-Judgments: Better than English 

Several participants (Carla, Jonathan, and Sergio) noted that they could express 

themselves better in Spanish. Carla described that in Spanish she felt “más libre de expresar de lo 

que quiero decir y lo puedo explicar muchísimo mejor”. Jonathan also revealed that “Yeah, I 

have a good vocab...I can express myself better in Spanish”. Sergio shared similar sentiments 

around having a more expansive vocabulary in Spanish than in English as reported in the 

previous section. With respect to what he could communicate in Spanish, Sergio replied, “A lot 

of things. Like express myself in different ways—more like my feelings, my thoughts, all of 
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that…Yes, much better [in Spanish than in English]”. Not all participants, however, felt they 

could “hablar a la perfección” in Spanish. Three participants (Angel, Maria, and Berto) identified 

areas in which they experienced difficulties in Spanish. 

 For Angel and Maria, they felt confident in their Spanish abilities with the exception of a 

few linguistic tasks. Angel stated, “I don’t feel comfortable con los acentos...las palabras graves, 

agudas, o las comas”. Presumably Angel was referring to accents in written Spanish given that 

for the majority of his life, he had grown up in Mexico effectively speaking with those around 

him. Maria identified big words as causing her some difficulties while speaking Spanish: 

Maria: For Spanish, some words can be hard. And it's true, the letters can be different 

from what we have here, but I also feel very comfortable. And I feel good about my 

Spanish. 

CR: What kinds of words in Spanish are the tricky ones for you? Can you think of any? 

Maria: Mmm so like saying why in Spanish. That's one of the hardest things I can't 

pronounce. It just messes me up. And especially big words that are in Spanish and in 

English, those mess me up.  

Toward the end of the exchange, Maria clarified that it was not just pronouncing big words in 

Spanish but also in English that were challenging. Pronunciation was also an area for 

improvement that Berto identified for himself: 

CR: Where do you use Spanish? 

Berto: Family gatherings cause most of my family is from Mexico and mostly at my 

house. And sometimes in Mr. [Reyes’] class. 

CR: And how do you feel when you use Spanish? 
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Berto: Sometimes I don’t know how to pronounce it really well. I think about it, but then 

I don’t say it correctly, but they help me correct my Spanish. 

CR: Okay. Your family does? 

Berto: Yes. They’re like “this is how you say it” and then I say it back and I was like 

okay that’s how you say it. 

CR: Do you have some family members that are more corrective than others? 

Berto: My mom’s brother. His family speaks full on Spanish...Cause they speak perfect 

Spanish and I was like how can I do that? And they helped me with it. 

… 

CR: How strong and how good do you think your English is? 

Berto: Well I can't pronounce English really well...My friends always correct me how to 

say things properly. Like my grammar...If I’m saying a sentence, they’ll be like, “you’re 

saying it wrong. It's whom or where” or stuff like that. 

In Berto’s case, he had family members who corrected his Spanish pronunciation and friends 

who corrected his English grammar. In both cases he seemed amenable to their assistance. This 

openness to correction came as no surprise because of Berto’s interest in “absorbing” linguistic 

knowledge from those around him as evidenced during our interview: 

CR: How do you think your languages influence your identity? So there’s Spanish, 

there’s English, do you know other languages or are those your main two? 
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Berto: Well a little bit of Arabic, but not really because they [other students in ELD 

class] be talking...so I try to absorb their language to see what they’re saying so I kind of 

speak it, but the only word I know is “shut up”.  

CR: Okay, so probably then mainly for Spanish and in English, how does that influence 

you and your identities, do you think? 

Berto: They both feel comfortable...English is fun for me...I like speaking more English 

so I can learn more, more hard words. And then in Spanish, I can absorb from my friends 

cause they speak more Spanish than I do. So they'll help me how to say this in 

Spanish...so basically both of them will really help me speak more of what I'm trying to 

do in my other classes.  

Berto was the only student in the study who expressed knowing another language in addition to 

English and Spanish.  

English Expression Self-Judgments: Perceived Limitations 

Throughout the participant interviews, it became evident that their feelings associated 

with English use were less positive than those associated with Spanish use. Lupita’s interview 

exemplified this disparity well: 

[Cuando uso inglés] me siento rara porque apenas el año pasado los vine para acá, pero es 

cuestión de acostumbrar…Por ejemplo, si hablo español, es como que yo me siento más a 

gusto entonces puede estar como más al servicio y así. Y con inglés, como lo estoy 
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adaptando a mi vida, es como que batallo, pero siempre trato de hacer lo que puedo 

hacer. 

Participants like Lupita were comfortable with their Spanish but felt challenged and strange 

using English, perhaps due to its association with adjusting to a new life in the U.S.  

Carla who also conducted the interview in Spanish, even claimed to empathize and better 

understand people who shared lived experiences similar to hers: 

Pues yo pienso que es ya dependientemente de cada persona. Porque ya es una persona 

tipo engreída o algo así ya solamente dicen nada: “persona que no habla inglés, no me 

junto con ella”. Y ya si es una persona que realmente ha pasado por el proceso de 

aprender inglés, de movimiento de escuelas, y todo eso, entonces que ya entienden más a 

las personas.  

Carla felt more connected to people who had moved schools and were learning English just like 

she had. Jonathan expressed the reverse—that he felt disconnected from individuals who did not 

understand him or his experiences: “I think lately it feels like the people that speaks English 

since they born, they see me different. I think they see me like an immigrant...cause how I sound, 

how I talk”. Because of its clear connections to Rosa and Flores’ raciolinguistic perspective 

(2017), this excerpt is analyzed in greater detail in the Discussion chapter. 

Other participants identified specific aspects of English that led to them feeling less 

competent in English than in Spanish. For example, Angel and Carla articulated that they felt 

they had issues with English pronunciation. Angel revealed that  

I’m shy, but I feel like I don’t know how to say it in English, but it’s like como con 

verguenza or pena cause my pronunciation or sometimes using the verbs or something 

like confused. And it’s like, lo dije bien o no?.  
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Carla shared that when she used English, “Me estresa. Porque hay unas palabras que todavía no 

sé decirlas o no tengo muy buena pronunciación y no me puedo expresar de la manera que 

realmente quiero y eso me estresa”. Angel and Carla’s emotions ranged from shame or 

embarrassment to stress over their English pronunciation. Carla’s statement also admitted that 

she was not able to express herself, or perhaps more accurately, did not believe she was able to 

express herself, in the ways she desired. 

Victor and Sergio acknowledged similar perceived limitations with respect to what they 

felt they could express in English. When asked how he feels using English, Victor said, “I feel 

that my sentences doesn’t have context. And I feel like I don’t express what I try to say”. Sergio 

provided a couple specific examples during our interview of where he felt limited in English: 

Sergio: For example, in my history class I understand everything, but I can’t express 

myself in the way that I want because I feel like a limit.  

CR: In your English? 

Sergio: Uh huh, in my English. 

CR: So how does that feel to you? 

Sergio: Frustrating. 

... 

Sergio: I can make jokes with my friends that speak Spanish. I can relate more with them 

because they understand me—how I feel, how I express. In English, it’s more like I’m 

quiet, I’m a more calm person. 
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CR: Why do you think that is? 

Sergio: Because I can’t express myself. I feel more comfortable with people that speak 

Spanish because most of my life I speak Spanish. And that’s why I feel like afraid to 

make mistakes when I speak Spanish60 and for my pronunciation. All that stuff. My 

accent that’s Mexican.  

CR: In English? 

Sergio: Yeah. 

In the examples Sergio gave, he acknowledged feeling frustrated by what he considered to be 

limits in his English expression. Later in the interview he revealed that normally he would 

interact with friends in Spanish (e.g., make jokes), but in English he appeared more quiet and 

calm because he was scared of making pronunciation mistakes based off his perceived Mexican 

accent.  

Alan Manuel was another participant who noted being nervous because of his accent; 

however, his sentiments had become more open to feedback similar to Berto presented in the 

earlier chapter subsection. In response to how he feels when he uses English, Alan Manuel 

described,  

I feel okay. It’s like normal. At the beginning, it was hard. I was nervous because my 

accent and all this stuff. And now I’m like, meh what can happen? Someone just gonna 

say, “You say it wrong”, and then they gonna correct my mistake and it’s okay. I learn 

something new. 

60 Though Sergio used Spanish here, from my clarifying question and the surrounding context, it can be assumed 
that he meant English. 
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While Alan Manuel earlier in his life had been nervous to speak English, his outlook had since 

shifted. He seemed to have gained confidence in his English, claiming it to be normal for him. 

Alan Manuel also appeared to be relaxed if someone was to correct the way he said something in 

English.  

Others’ Perceived Judgments of Latinx Multilinguals’ English 

Unlike Alan Manuel and Berto’s neutrality and perhaps openness to correction, 

Cassandra, Jonathan, Maria, Carla, and Sergio articulated feeling judged by others with respect 

to their English use. Cassandra shared that “Some people they don’t see you like who you 

are...They don’t want to know you, but they talk about you...They probably judge me because I 

don’t speak good English”. In other words, the reason Cassandra was judged by other people was 

that she did not speak “good English”.  

Jonathan felt misunderstood by others for similar reasons as Cassandra. He stated,  

It’s weird. I feel like people don’t understand me sometimes. And I feel I sound stupid. I 

think lately it feels like the people that speaks English since they born they see me 

different. I think they see me like an immigrant...cause how I sound, how I talk.  

Not only did Jonathan feel judged differently (seen differently), but he internalized that judgment 

to think that his own English utterances sounded stupid. Moreover he connected the way he was 

judged based on his language to assumptions others might make about his citizenship/nationality. 

Despite Maria identifying herself as Mexican-American, she revealed that “[Other 

people]’re focusing more on my Mexican identity. The way of my skin color and the way of my 

accent”. It is unclear whether for Maria her skin color and accent are linked with her Mexican 

identity or rather, with other people’s perceptions of Mexican people. It could be the case that 
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her comment stemmed from a combination of both. The takeaway is that Maria, like other 

participants, had clear perceptions of how they would be perceived by others. 

Indeed Carla revealed that her English was underestimated by those that did not know 

her: 

Carla: Porque ya lo entiendo, algunas palabras sí las entiendo muy bien, pero también es 

como cuando me dicen, “no, ella no entiende inglés”, me siento menos, me quedo 

callada.  

CR: ¿Y quienes dicen eso? 

Carla: Pues las personas que apenas me van conociendo. Porque las que ya me conocen 

ya saben que sí lo entiendo. 

While Carla understood a lot, other people discounted her abilities. Sergio provided a similar 

anecdote in the context of a previous math class he had taken: 

Sergio: The first time I came to school...For example, if I solve a math problem, they say 

like, “Oh my gosh. You’re so creative or you’re so intelligent”. Only because I’m Latino 

they think I can’t do that. It’s like I do my effort like really hard effort to do it.  

CR: So you think because they think of you as Latino, they expect different things from 

you that might be less? 

Sergio: Yeah. 

He next elaborated on his interactions with others: 
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Sergio: Well they usually use a low level of English when they talk to me…It’s 

something like if they talk with other people in English and then talk with me with a 

lower [level], I don’t like it.  

CR: So language-wise there’s some differences. 

Sergio: It’s more a language barrier.  

Sergio and Carla’s stories exemplify the consequences of raciolinguistic ideologies, their 

pervasiveness, and the consequences these have in contributing to the racialization of Latinx 

multilingual students. 

ELL62 Affirmations 

Despite the previously reported experiences participants had with raciolinguistic 

discrimination, most participants self-identified as people who had or were in the process of 

learning English, and who were proud of themselves for their English development. This was 

particularly true when students were asked if they believed themselves to be an English language 

learner. Angel, Jonathan, Victor, and Sergio agreed that they were ELLs because they identified 

as being in the active process of learning English, as evidenced by their use of the present 

progressive: “I’m learning”: 

Angel: “…that’s what I’m doing. I’m learning English”. 

62 I use ELL in this section to reflect the terminology of the interview question, which was intentionally selected 
because ELL is the label adopted by Arizona educational institutions and therefore assumed to be most familiar to 
the participants of this study. 
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Jonathan: “Yes, I am [an English language learner]. Because I’m learning how to talk a 

new language. I talk English. That’s basically the concept right? I don’t see why I 

wouldn’t think I’m not learning English”. 

Victor: “I’m learning English. I can’t deny that”.  

Sergio: “I’m learning how to speak English”. 

Angel and Jonathan also identified as ELLs in part because they remembered taking and passing 

the AZELLA test, which is only used with ELLs. Victor and Sergio further recalled being in 

ELD classes though with drastically different reflections on their experiences. 

For Victor, ELD classes were not a positive experience. He revealed that “Since I came 

here, I spent most of my time in ELD classes that I really hated”. Despite the fact that Victor was 

no longer in ELD classes, he had strong negative emotions associated with his time there. I did 

not get the chance to follow up with Victor in a later interview to understand from where these 

feelings stemmed. Sergio, on the other hand, found the ELD classes to be beneficial to his 

English development. He claimed, “[ELD classes] helped me a lot...I learned a lot of things”. 

Likewise Maria responded,  

I’m proud of learning English. I consider myself of being a[n] English learner. It [ELD 

classes] helped me a lot, things I need, especially here...Once I was in elementary, it was 

very easy for me, but then once I hit middle school, it started becoming a little bit more 

challenging, and then in high school, a little bit more harder because of all the stuff we 

need. 

It became evident that each participant had unique experiences in their ELD classes and any 

single student’s perspective was not representative of all ELL students’ experiences and stances 

with respect to ELD classes. 



THEY SEE ME DIFFERENT…LIKE AN IMMIGRANT   113

Moreover, Cassandra identified as an ELL because English was her “second language”. 

In terms of English improvement, Cassandra bluntly presented the fact that “My English is pretty 

good...My English was worse”. Jonathan, on the other hand, shared a detailed anecdote about his 

English skills and provided a unique look into his advancements. Jonathan revealed,  

I’ve noticed some difference since I was [a] freshman. When I hear a song, I can tell what 

they’re saying. Also, I feel more comfortable when I see movies in English. Netflix 

sometimes they don’t have Spanish subtitles and I can watch it with the English subtitles 

and I feel good. 

In lesser detail, some other students noted that their English had improved, with several of them 

acknowledging how they felt proud of their learning. 

As a result of her evolving English skills, Maria noted multiple times that she was proud 

of her accomplishments:  

Maria: When I’m in school, I also feel proud of myself for getting to know English. And 

people say I speak it very fluently, and I’m proud of myself for knowing how to speak 

English here. 

CR: How do you feel about your English skills? How proficient do you feel in English? 

How good and strong do you feel in English? 

Maria: People tell me that I’m very fluent, but then I feel like I also mess up in the words 

or listening or understanding what they mean. 
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Even though Maria felt she “messed up” some words, she was being recognized by others as 

fluent and she was proud of her learning. Though not elaborated upon here, other participants 

similarly identified feeling proud of their increased English proficiencies. 

Translanguaging Circumstances 

What likely goes unacknowledged under different scholarly frameworks are the 

translanguaging abilities of the ten participants of this study. Not only could they use Spanish, 

but they could use English (or both!) to communicate with monolingual speakers. For example, 

both Lupita and Carla shared how they used English in their classes to talk with people who did 

not know Spanish. Lupita described how she used English to speak with peers while a number of 

the other participants shared how they spoke English to interact with monolingual English 

friends. Carla used English to better understand class projects assigned by monolingual English 

teachers. She acknowledged using English in some classes “con mis maestros. Cuando tengo que 

preguntar sobre un proyecto y de plano no hablan español, sí les tengo que hablar en inglés”. 

Notably, Carla and Lupita both used “tengo que” when they described their need to use English 

in school with classmates and teachers. Several of the participants who responded to my 

interview questions in English used the translated version of this Spanish phrase to describe 

when and where they used English. 

Alan Manuel, Angel, and Jonathan also “needed to” use English in certain contexts, 

according to their interview transcripts. Alan Manuel revealed that he used English, “When I 

need to use it. If I don’t need to use it, I’d rather speak Spanish than speak in English”. This was 
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especially true at the restaurant where Alan Manuel worked, he reported. Similar to Alan Manuel 

and Carla, Angel used English at school and work while interacting with English monolinguals:  

I mostly use English in my classes when a teacher doesn’t speak Spanish or if anyone 

doesn’t speak Spanish. Then I say like, okay I need to use the English right now...In my 

work también cause most of the customers they speak Spanish and English. And 

sometimes I’m talking to them in English and they say, “ah hablas español?” Y yo, ah sí. 

They say that it’s easier to them. 

Jonathan provided a list of other environments in which he used English: “In school, when I need 

to. When I’m gonna buy something...Every store...I talk Spanish with my friends, when I want to 

talk with somebody else, I have to do it in English”. Half of the participants shared at least one 

setting in which they “needed to” use English to accommodate and communicate with English 

monolinguals. 

Sergio, on the other hand, spoke English in several spaces, including interactions with his 

friends. He shared that 

I usually use the English in my history class when I participate and all that stuff. And 

when I order food and when I buy some sneakers, clothes, yeah. And when I talk with my 

friends because I have friends that doesn’t speak Spanish at all. 

Unsurprisingly over half of the participants shared anecdotes about their daily experiences 

successfully if perhaps resistantly translanguaging. 



THEY SEE ME DIFFERENT…LIKE AN IMMIGRANT   116

The (Perceived) Bilingual Economic Advantage. A common discourse around elite 

bilingualism is that when someone knows multiple languages, they are more competitive in the 

global economy and presumably get a higher paying or better job than monolingual individuals. 

Cassandra made it clear that she too believes this to be true. During the interview she said that 

her languages benefit her and that “you can get a good job speaking English and Spanish”. 

Maria, another student from Coati Roja, claimed that “When I use English, I have value for two 

people because I know Spanish and English, and I know both of them. And I know that people 

here that are useful to translating could win good money working”. Two of the three students 

that I interviewed from Coati Roja commented explicitly on the economic benefits of 

bilingualism; perhaps this was highlighted by Mr. Ramon Reyes in their ELD classes.  

Ethnoracial Identities 

The participants identified ethnoracially in diverse ways as represented by Table 6 in the 

next section. When questioned about their identities, Jonathan and Sergio explicitly reported that 

they were not Chicano. Jonathan stated that 

I’m always saying I’m Mexican. I’m from Mexico. I’m not American. I’m not Chicano 

cause Chicanos they born here or they grew up here. It’s different growing up here than 

growing up in Mexico. Different things [experiences] happen to you. I feel like since I 

grew up in Hermosillo and I moved here to start high school. So I did middle and 

elementary school over there, so I say I’m Mexican. 
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As someone who grew up in Mexico and immigrated to the U.S. as a teenager, Jonathan did not 

identify as Chicano. For Jonathan and Sergio, Chicanos were members of a community with 

different lived experiences than those experienced by Mexican(-Americans) or Latinos. Sergio 

shared that he felt 

Sergio: Mexican-American, but more Mexican than American because I grow until 15 

years old in Mexico. And then I came [to the US]... 

CR: Which of these identities do you think about the most often? 

Sergio: Latino. 

CR: Are there any identities that you think about the least often that aren’t really in your 

mind? 

Sergio: Chicano. Because some people tell me like “ah you’re a Chicano”, and I say, no 

because I grew up in Mexico, but I do have papers. But I don’t identify as Chicano.  

CR: For you, how are Chicano and Latino different? 

Sergio: Latino[s are] like grown in Mexico, born in Mexico, grew up in Mexico. Sorry, 

grew up in Latin America. And Chicano is someone that his parents are Latinos and he 

grow up in America.  

Even though Sergio had the privilege of having (documentation) papers, because he too grew up 

in Mexico, he did not identify as Chicano.  
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Notably Jonathan, Sergio, Maria, and Angel minimized their associations to 

Americanness in distinct ways. In the above excerpts, Jonathan explicitly stated that he was not 

American whereas Sergio said he was more Mexican than American. For Jonathan this could 

have been because others judged him to be an immigrant, and hence, not a U.S. citizen 

(American). For Sergio this could have been because he had spent more time in Mexico than in 

the U.S. Despite being born in the U.S., Cassandra too identified as someone who was “…born 

here, but I feel I was Mexican. I’m not Mexican from abroad, but I’m Mexican from [the] heart”. 

Angel also described himself as Mexican: 

I just identify as a Mexican living in the United States cause most of my life I grow up in 

Mexico...I just consider myself [a] Mexican person who lives in the United States that’s 

trying to get a better life or something like that cause there’s a lot of people who try 

that—to get a better life.  

But Angel noted that sometimes he felt like a 50/50 mix of American and Mexican, but other 

times, one culture would be more prominent than the other: 

No es como que tengo más de esto que de esto. Está mezclado. Ni mexicano, ni 

americano. Pero más mexicano, pero en otras cosas americano...I’m like 50/50. I’m 

mixed. I can choose I want to be Mexican for this, but I want to be American for that. It’s 

a mix between both languages.   

The next chapter examines the above excerpt as an example of co-naturalizating race and 

language. 
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When asked how other people would perceive him, Angel reported, “Si les digo, soy de 

México, y ellos dicen ‘Ah de dónde?’ Es que tacos o cosas así. No muchos porque la mayoría 

son mexicanos. Es como que, ‘Ah eres de México?, Ah sí yo también’”. While other people 

might classify Angel as Mexican and link him with the stereotypical Mexican cuisine of tacos, he 

described how this would be uncommon because most of the people he was around were also 

Mexican. Maria’s statement about other people “focusing more on my Mexican identity. The 

way of my skin color and the way of my accent” reflected how others marked her as Mexican 

(un-American) because of her skin color and accent.  

Another student, Victor, revealed that he did not feel like he belonged to either of his 

three cultures. He shared, 

It can sound dramatic or really deep, but because I’m half Mexican and half Colombian, 

and because I have lived in Mexico most of my life, I [am] not that connected with my 

Colombian parent because my mom is Colombian and my dad was Mexican. I feel like I 

don’t fit where I am. In Mexico I was like: Who I am? Why am I here? Why I don’t feel 

like I have to be here? And the same is here. I don’t feel like I need to be here…No 

pertanesco en Mexico, en Colombia, no pertanesco aquí. And I’m just like well I’m here. 

Let’s do whatever I can. 

Victor, unlike some of the other participants, had family members of diverse Colombian and 

Mexican cultures that complicated his feelings of belonging, especially while living in the U.S. 

Whereas all participants except Angel and Lupita identified themselves at one point as 

Mexican-American or Mexican, Berto’s interview provided insight as to why students might 
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identify in multiple ways ethnoracially. Initially Berto described himself as Mexican, then he 

shared,  

…But I heard from my history teacher that you can do that, but most Mexicans identify 

as Latinx. It’s the same thing, but I feel like that’s more mature and won’t be like “Oh 

yeah, he’s Mexican”. Most people will be like “What are you?” and I will say, I’m 

Mexican. “No. What are you?”...I’m just like I’m Latino. And they’ll be like “What are 

you?” And I’m just Latinx. And they’ll be like “Oh okay”. 

It is not known whether the teacher Berto referenced consciously was aware that such a comment 

would distance and erase one’s Mexicanness, and perhaps its associated negative stereotypes in 

relation to immigration, in favor of a more generic, pan-ethnic Latino label, nor is it known 

whether the promotion of Latinx was due to its nature of being a more gender-neutral term in 

conjunction with Berto’s sexuality (see next chapter). Regardless of either of these potential 

cases, the above excerpt revealed how Berto’s teacher’s beliefs influenced Berto’s understanding 

of ethnoracial labels. 

Ethnoracial Group Activities 

What participants did that they felt was affiliated with membership to their ethnoracial 

group/s can be found in Table 6: Ethnoracial Group Activities. These everyday activities 
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emerged from Oyserman and colleagues’ RES prompt63 (2003) that was the final question of 

each interview. This information has been listed for all participants in Table 6. 

Table 6. Ethnoracial Group Activities 

Participant 

Pseudonym 

Ethnoracial 

Identification/s64 

Coded Response to RES Prompt 

Berto Mexican; Latino/x Helping family (e.g., his mother) 

Cassandra Mexican Celebrating traditions; Speaking Spanish 

Maria Mexican-American Speaking English; Speaking Spanish 

Alan Manuel Mexican Celebrating traditions 

Angel latino Being affectionate 

Carla mexicana Mexican culture; Mexican food 

Sergio Mexican Mexican culture (e.g., singing corridos & 

mariachi); Mexican food; Speaking 

Spanish 

Jonathan Mexican Helping family 

Lupita hispana Celebrating traditions 

63 RES Prompt: “What does it mean to you to be a member of your race or ethnic group? You can use examples 
from your everyday life of things you do that make you feel like a member of this group.”  
64 The ethnoracial identification category/ies in Table 6 represent what was articulated in response to the RES 
prompt or that which was articulated most frequently by the participant throughout the interview. 
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Victor half Mexican/half 

Colombian 

Lack of belonging 

While most participants provided contextualized examples of what they did that made 

them feel Mexican(-American), hispana, or L/latino, like some of the other participants, Maria 

initially avoided the question by saying she did not think about that stuff (what makes her part of 

her ethnoracial group/s). After some prompting, Maria offered an example of something she did 

that was connected to her Mexican-Americanness: speaking Spanish and English. For 

participants like Maria, Cassandra, Berto, and Sergio, language represented entrée to specific 

communities. Maria may have summarized this best when replying to the question about how 

languages might influence her identities: 

Maria: Being able to socialize with people and being able to open up to people that’s 

what my languages are influencing me on. 

CR: So those languages allow you to be parts of certain groups? 

Maria: Mhm. 

The language use examples that students provided were consistently contextualized within their 

access and belonging to certain monolingual English, monolingual Spanish, and translanguaging 

speech communities. 

Multilinguals’ translanguaging has provided them membership to diverse speech, 

ethnoracial, and even activity communities. For instance, when comparing his time in Arizona to 

that in Mexico, Alan Manuel said, 

I was used to different things over there than I start doing right here…They do different 

like exercise sort of stuff like hiking and all that. And over there, I didn’t do anything. 



THEY SEE ME DIFFERENT…LIKE AN IMMIGRANT   123

When someone told me, “You want to do hiking?”. What is hiking?. “Hiking is like 

…climb mountain”. I was like, oh ya, why not?.  

Alan Manuel surmised that hiking did not exist where he was from in Mexico so there was no 

term for it in Spanish. During his time in Arizona, he had not only learned the word “hiking”, but 

had participated in more outdoor activities than when he lived in Mexico.  

Victor also did not answer the RES question in the same way as other participants. This 

might have been because he did not want to respond or because he did not understand the 

prompt. What Victor did expand on were his feelings that he did not fit in with uniquely 

Colombian, Mexican, or U.S. cultures. Because this transcript was included earlier in this paper, 

it has not been reproduced here. 

The cultural traditions that participants cited as being important to their ethnoracial 

groups included el Día de la Virgencita/Virgen de Guadalupe (Alan Manuel), el Día de la 

Independencia (Cassandra), el Día de los Muertos (Cassandra), and la Navidad (Lupita). 

Notably, Angel also referenced el Día de los Muertos and la Navidad in an earlier interview 

question. Lupita noted that something central to Hispanic celebrations was that they be spent 

with family: 

Los hispanos toman mucho. Les importa mucho a la familia. Es la familia primero que 

todo. Siempre tratan de poner eso en primer lugar. Por ejemplo, en festividades, muchas 

personas las pasan con sus amigos y los hispanos me dado cuenta yo que con su familia 

no más. Tengo amigos que no son hispanos y no sé Navidad o Christmas o lo que sea, 

pasan con sus amigos. Yo no pasaría algo sin mi familia la verdad. 

Also relating to celebrations was the food on which Carla and Sergio spoke. 
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Carla explained that food was central to her Mexican cultural traditions and that 

Mexicans who lived in the US missed not only the food, but the environment in Mexico: 

Pues de la comida y todo eso. Es muy diferente la comida de aquí. Las personas que 

viven aquí extrañan mucho las cosas de allá por lo mismo que de la comida, de los 

lugares, y de la misma las actitudes de la gente. Son mexicanas y diferente...Pues hay 

unas personas de aquí que sí saben tipo cocinar como allá, pero no es igual porque allá es 

el ambiente. Eso es lo que se extraña de allá. 

Including food, Sergio offered several examples of cultural traditions that made him feel proud 

to be Mexican: 

For me, I’m proud of my background because it’s a lot of culture in my roots—the music, 

the food. Everyone loves Mexican food…Speak Spanish, sing, mariachi, like sing songs 

in mariachi, in corridos, all this stuff that makes me feel like I’m Mexican. 

While Carla’s answer focused on what she missed that was ostensibly left behind in Mexico, 

Sergio’s response highlighted his pride in his current Mexican cultural practices. 

Responding to an earlier question, Angel shared that he would talk with other Mexicans 

about upcoming holidays they had in common like the Day of the Dead or Christmas Eve. To the 

final interview question, Angel broadly described latinos as a loving and thankful community: 

…no es como un ejemplo grande sino que es como a uno lo crían que cuando se levanta 

que “buenos días” y a todos “buenos días”. Y pues no sé si aquí en Estados Unidos hagan 

lo mismo o no, pero o sea siento que eso, lo de decir “buenos días”, me hace pensar en 

que somos más afectivos, eso se ve que se quieren más… los países latinos como que son 

afectuosos, creo que se les dice. Y pues es como que siempre les da gusto ver a sus 
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familias. Por ejemplo, que si vienen de allá para acá, pues qué importa que a lo mejor 

haiga dos camas, pues todos nos podemos dormir así en el suelo así, entonces creo que es 

eso. 

Previously Angel had revealed, 

…most of my life I grow up in Mexico...I just consider myself [a] Mexican person who 

lives in the United States that’s trying to get a better life or something like that cause 

there’s a lot of people who try that—to get a better life. 

Angel’s statement referenced how it was not just him but many other people who were trying to 

work to attain socioeconomic mobility in the U.S. Jonathan had similar aspirations as Angel. 

Jonathan bought into the American Dream discourse and visualized that his future would 

yield greater opportunities in the U.S. that he had not been afforded in Mexico. For Jonathan, his 

future included a well-paying job that allowed him to help his family members: 

I think I had the opportunity to came here to the United States. So it feels like it’s on me 

to help my family. So I want to go to college and I want to get a degree. I want to make 

good money. I want to start a business. And I want to help my family. Maybe I can bring 

them here so they can work on my business or just send them money...I got a job here, 

and it’s a lot of money when I go to Mexico. I literally buy things and the amount of 

money I have doesn’t even change. It’s different from here; the money goes fast...So my 

main goal is to help them.  



THEY SEE ME DIFFERENT…LIKE AN IMMIGRANT                                                         126 

Central to being able to help his family was Jonathan’s presence in the U.S. and graduating from 

high school and later, college. Earlier in the interview, Jonathan detailed some of the differences 

between his schooling in Arizona versus that in Mexico: 

In Mexico we have fun making fun of each other and I’ve noticed it doesn’t happen a lot 

here. I make fun of someone and they actually get mad or they get sad and I feel like 

maybe I shouldn’t say that...You grow up in a neighborhood over there in Mexico, there’s 

not so much. It’s different from here. Because here you’ve got to be more sophisticated. 

And it’s hard to adapt. It’s different being in a big school with a lot of guys, a lot of girls. 

They all dress nice... When I was freshman, I was still acting like I was in Mexico...I like 

this place because you can do whatever you want. There’s a lot of things to do. There’s 

band. There’s a lot of instruments. There’s a class for everything. There’s a psychology 

class, a computer science class. There’s a chemistry [class]. I want to take advantage of 

that. Since I’m not in Mexico anymore, I can grow up, I can be someone. 

Jonathan, like Angel, reported wanting to be successful in order to achieve socioeconomic 

mobility for himself and his family. 

Additional Theme: Language Brokering 

Maria and Berto, both students at Coati Roja, gave specific situations in which they 

translated for their mothers. For instance, Maria revealed that she used English when she 

translated for her mom at restaurants or work. Berto translated for his mom with teachers and at 

parent-teacher conferences. In both cases, Maria and Berto were acting as language brokers: 
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“bilingual mediators who communicate between monolingual adults” (Alvarez, 2017, p. 1). 

Children of immigrants and language minoritized communities often serve as language brokers. 

In the examples provided by Maria and Berto, they by necessity had adopted the parent-like 

responsibility of being intermediaries between their mothers who spoke Spanish at home and 

monolingual English interlocutors at school and work.  

Summary of Findings 

Throughout this chapter I have shared excerpts from my interviews with ten Latinx 

multilingual participants that revealed their English and Spanish language practices, perceived 

proficiencies, and identities. From this interview data, numerous themes emerged with respect to 

the high school students’ feelings surrounding their language use and judgments both emanating 

from the self and perceived by others with respect to their language abilities and identities, 

especially their ethnoracial membership/s. The findings are briefly summarized below. 

With respect to Spanish, students felt they had greater freedom of expression in Spanish 

as opposed to English. They used Spanish most often at home and in more intimate interactions 

with close friends and family, and associated Spanish use with feelings of belonging and 

comfortability. The glaring exception were two participants whose mothers used English in the 

home—Berto saw this as an opportunity to help his mother develop her English skills whereas 

Victor saw this as an undesirable intrusion into his home life. Notably, two students shared that 

Spanish was used in their English language development classes—Berto found some Spanish to 

be to his benefit in comprehending lessons while Lupita found a class where most preferred to 

speak Spanish to be a barrier to her English learning. In discussing Spanish, some students were 
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self-critical of certain aspects of their Spanish use even though many participants considered 

their Spanish to come easily because it was their first language. 

English, on the other hand, was the language in which a number of students noted 

limitations in their communication. Feelings ranged from being frustrated to stressed to 

embarrassed. Students were most self-critical about perceived issues in English pronunciation, 

though students like Alan Manuel were open to others correcting his English in a similar way as 

Berto who was open to family members correcting his Spanish. Several students even reported 

feeling judged by others with respect to their accents in English. They claimed that others 

negatively judged them (based on accents or skin color) to be immigrants and resultantly, had 

lower expectations of them in school. On a literal level, participants agreed that they were 

English language learners because they considered themselves to be in the process of learning 

English. They also identified as ELLs because of the experiences they shared in the ELD 

classroom such as AZELLA testing that they knew was unique to ELLs. Overall the participants 

admitted to being proud of how much their English had improved. 

During the interviews, all ten students clearly demonstrated the sophisticated 

translanguaging they do on a weekly, if not daily, basis. The participants often navigated 

between monolingual individuals or institutions such as Spanish-dominant homes and English-

dominant schools with great effectiveness. Both attendees at Coati Roja, Maria and Cassandra 

explained that their bilingualism could help them earn a good job, perhaps doing translation 

work. 

In terms of group membership/s, I have limited this findings chapter to a presentation of 

participants’ ethnoracial identifications. The ten students appeared to identify with community 

members who they felt had similar experiences to their own. Carla even claimed to better 



THEY SEE ME DIFFERENT…LIKE AN IMMIGRANT   129

understand people whose experiences mirrored her own e.g., moving schools and learning 

English. Cassandra and Sergio identified as Mexican or more Mexican than American because 

they had greater emotional connection to Mexican culture despite being born in the U.S. or 

having papers, respectively. Relatedly, Sergio and Jonathan explicitly stated that they were not 

Chicano because their experiences growing up in Mexico differed from Chicanos who were 

raised in the U.S. Students cited celebrations, food, language, and spending time with family as 

being central to their ethnoracial groups. Jonathan and Angel specifically articulated trying to 

“get a better life” in the U.S. for themselves and for their families. The next and final chapter is 

the discussion of these findings in relation to Rosa and Flores’ raciolinguistic perspective (2017). 
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Chapter 6: Discussion 

Overview of the Study 

The impetus for this study was two-fold. First, I wondered whether the anti-

Latinx/immigrant and subsequently anti-bilingual sentiments that have undergirded Arizona 

policies infiltrated Arizona public schools to the point of impacting the ways in which the 

multilingual participants in my study thought about their languages and identities. Arizona 

education policies have further led to the adoption then creation of an ineffective English 

language development program model that all but required English-only of teachers despite the 

extant research that language-minoritized students whose heritage languages and cultures are 

integrated and validated in the classroom (e.g., through bilingual education or dual 

language/two-way immersion) achieve better academically (e.g., August, Goldenberg & Rueda, 

2010; Genesee et al., 2006; Rolstad et al., 2005b; Slavin & Cheung, 2005). Second, my concern 

culminated in the ways multilingual students were aware of their racialization given the 

scholarship that has shown that high rates of perceived discrimination negatively affect 

minoritized students’ academic success (DeGarmo & Martinez, 2006). Both of the latter two 

points presented here might partially illuminate why the U.S. Department of Education reports 

that the average U.S. high school graduation rate is 63% for ELLs nationally, but for Arizona it 

is just 18% (Sanchez, 2017). 

To explore how Arizona’s sociopolitical tensions might affect Latinx multilinguals, I 

designed a semi-structured interview guide to obtain information from Arizona high school 

students about their languages, identities, and experiences. Ten high school students participated: 

three from Mr. Reyes’s ELD class at Coati Roja and seven from Ms. and Mr. Leon’s classes at 

https://www.zotero.org/google-docs/?9q9w0d
https://www.zotero.org/google-docs/?9q9w0d
https://www.zotero.org/google-docs/?9q9w0d
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Plaza del Sur High School. I thematically analyzed (Braun & Clarke, 2006) the interview data, 

iteratively moving from creating initial codes to reviewing, defining, and re/naming themes. In 

producing the final report that is this dissertation, I interpreted patterns in the interview data 

through a raciolinguistic perspective (Rosa & Flores, 2017). Rosa and Flores have theorized a 

raciolinguistic perspective (2017), which provided an analytical framework with which to 

examine re/productions of language and race being co-naturalized, categorized, and perceived as 

different from the idealized, standardized norm. I use this perspective to organize my Discussion. 

The section that follows has illustrated the major themes and my interpretation of those findings 

in connection with a raciolinguistic perspective (Rosa & Flores, 2017).  

Summary of Findings 

Historical & Contemporary Colonial Co-naturalizations of Race and Language 

The borderlands of southern Arizona are uniquely complex and its history has been 

deeply influenced by multiple waves of colonialism. European colonial re/constructions of race 

have relied on creating and reifying nation-state borders and bounded linguistic and racial 

classifications (Rosa & Flores, 2017). Colonized populations were considered subhuman for 

lacking the language practices necessary for participation in the modern world of the European 

colonizers to 1) justify colonialism and 2) reproduce European authority (Hesse, 2007). How this 

manifested ideologically has been that Indigenous and other racialized populations’ language 

practices have been viewed as illegitimate through ideologies of languagelessness (Rosa, 2016). 

These racialized ideologies of languagelessness are what has propelled the English-only 
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movement that provided contemporary momentum for ballot initiatives like Proposition 203, 

which has shaped the landscape of Arizona’s English language learner schooling. 

Proposition 203’s campaign centered the need to save Latinx ELL students from English 

language development classes in which they were trapped immersed in Spanish input that was 

unacceptable to prepare them to engage with modern society for which they needed to master 

academic English. Even though Spanish-heritage students represent great heterogeneity, their 

racialization due to language practices that are perceived as different from the monoglossic 

English norm result in erasure of the diversity of the Latinx community. Stuart (2006) explained 

that: 

Uniquely among American minorities, Latina/os are racialized specifically through  

language or linguistic origin. While language is often portrayed as merely a proxy for 

culture, it must be reiterated that the group labelled Hispanic or Latina/o is characterized 

by enormous cultural diversity. Furthermore, it comprises people of European, African, 

[I]ndigenous, Asian and biracial, or mestizo, descent. Therefore, the act of painting

Hispanic people with a broad cultural brush can be understood as a way of placing them 

in a single, essentialized category, and one that is presumably at odds with the white, 

anglophone mainstream. In other words, language functions as a tool of racialization. (p. 

242) 

Not only did the Proposition 203 campaign ignore the fact that most ELLs were not schooled 

through bilingual education, but it also erased the ethnoracial and linguistic diversity of Arizona 

ELLs.  

Political rhetoric and discourses have historically drawn heavily on raciolinguistic 

ideologies that have framed U.S. Latinxs’ English-Spanish bilingualism as deficient—in short, 
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that U.S. Latinxs require policy interventions to provide them linguistic remediations to fix a 

perceived lack of acceptable English and Spanish proficiencies—their semilingualism. Indeed 

Flores (2016) has delineated how such students have been positioned as needing linguistic 

remediation in order to attain the academic language that has been framed as empowering them 

with complex thinking abilities and access to engage successfully in the global economy. In sum, 

raciolinguistic ideologies overlook the vast diversity (e.g., linguistic, racial) that exists between 

U.S. Latinxs and their translingual language practices (Rosa, 2016).  

The reality is that Latinx multilinguals in general and those of this study are extremely 

ethnoracially diverse and successfully translanguage daily. The ten multilinguals who 

participated in this research project identified ethnoracially in various ways, with multiple labels 

used by several students in what was for most, a shorter than ten-minute interview. For example, 

Berto, Maria, Angel, and Sergio employed several different ethnoracial-identifying labels to 

describe themselves throughout their interviews. In addition to Mexican, Berto, Angel, and 

Sergio used Latino (Berto also used Latinx) while Maria opted for Mexican-American. Sergio 

also employed Mexican-American whereas Angel employed American/americano at times. 

Even though each of the ten students listed numerous settings in which they used English 

and/or Spanish, almost every student noted (perceived) deficiencies in their language use. It 

raises the question as to whether students who were neutral or even open to correction (Alan 

Manuel and Berto, respectively) acted this way because of raciolinguistic ideologies that were 

imparted to them from multiple fronts (e.g., educational policies, interpersonal interactions, and 

societal discourses), which led them to believe their language practices required intervention. In 

Berto’s case he identified his friends and family as sources who had helped him learn correct 

Spanish, citing that his mother’s brother spoke “perfect Spanish” as his uncle’s credentials. This 
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exemplifies the raciolinguistic ideological attachment to pure, legitimate language that has been 

codified through colonial racialization processes that dictate what language forms are correct 

(those associated with European whiteness) versus those that are deviant and in need of 

remediation (those associated with Indigenous/racialized populations and non-whiteness). The 

value Berto placed on replicating his uncle’s “full on” Spanish is reflective of the prestige 

re/constructed during nation-state/colonial governmentality, which was associated with speakers 

of standardized language forms that aligned with an idealized monolingualism. These processes 

of racialization central to nation-state/colonial governmentality sustained hegemonic power 

relations by imposing beliefs about separate and bounded languages (Makoni & Pennycook, 

2007).  

As Rosa and Flores (2017) have theorized, raciolinguistic ideologies shape 

re/articulations of pure versus mixed linguistic and racial classifications that are grounded in 

histories of colonialism. One of Jonathan’s statements evidenced race and language becoming 

co-naturalized as well as beliefs about linguistic purity. He said,  

I talk to Latinos or Chicanos. They don’t talk completely Spanish or they use like 

Spanglish. So I can talk Spanglish pretty well. Sometimes in my mind, I don’t really 

think this happens to my friends, but I think in English sometimes...Like without saying 

oh I’m gonna think in English, I just think in English. 

What is revealed is that the linguistic practices of certain Latinos and Chicanos, which Jonathan 

identified as Spanglish, have not been positioned as complete or legitimate Spanish, perhaps 

because of its mixing with English. Despite the successful translanguaging that occurs by 

Latinos, Chicanos, and other Spanglish speakers, its use is frequently devalued relative to notions 

of pure Spanish or pure English.  
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Angel provided another example of the co-naturalization between race and language 

when he claimed, “I’m like 50/50. I’m mixed. I can choose I want to be Mexican for this, but I 

want to be American for that. It’s a mix between both languages”. When referring to his 

multilingualism, Angel suggested that he associates Spanish and English with his ethnoracial 

identifications (Mexican and American, respectively). This feeds the stereotypes that Latin 

American countries like Mexico are solely brown and Spanish-speaking while the U.S. is white 

and English-speaking (Rosa & Flores, 2017). Earlier in the interview, however, Angel shared 

that his ethnoracial identities are fluid: “Está mezclado. Ni mexicano, ni americano. Pero más 

mexicano, pero en otras cosas americano”. With some things Angel does, he considered himself 

to be more Mexican and in other things, more American. Diverging from colonial/historical 

raciolinguistic rearticulations, Angel flexibly moved between his Mexicaness and Americanness, 

as interwoven ethnoracial identities. The colonial logics that Flores, Rosa, and other scholars 

have highlighted are central to understanding contemporary power dynamics like those that  

shape multilingual students’ education within ELD classes and beyond in non-academic spaces. 

Perceptions of Racial & Linguistic Difference 

As aforementioned in the Methods chapter, this research project was not interested in 

reproducing harmful gap discourses so there has been no effort made to document the empirical 

linguistic practices of the ten participants. What I did want to do was understand the participants’ 

perceptions of their linguistic practices through interviews. Students shared not only their 

perceptions of linguistic and racial difference, but perceptions they perceived of others. 

Perceptions of linguistic difference surfaced in students’ self-judgments about their 

pronunciation—most often English pronunciation. Carla and Sergio were stressed and afraid of 
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making mistakes in English pronunciation. Angel felt embarrassed pronouncing words in English 

and uncomfortable with accents in Spanish. Berto shared that he did not feel he pronounced 

certain words well in Spanish or in English, where he also perceived limitations in his 

grammatical correctness. However, this did not appear to be a source of anxiety for Berto 

because of his openness to being corrected by family and friends. Maria felt she “messed up” 

some words, especially big words, in Spanish and in English. Sergio and Alan Manuel noted 

their English was accented (a Mexican accent according to Sergio), which in the past had been a 

source of nervousness for Alan Manuel.  

 Cassandra too perceived her English to be linguistically deviant (accented). On multiple 

occasions, she noted how others judged her for it: “When I start speaking English, it always feels 

so weird...cause people make fun of me...I used to have an accent like a bigger accent. I do have 

it right now, but not like I used to have it”. Jonathan also noted being racialized by others based 

on his language practices: 

I feel like people don’t understand me sometimes. And I feel I sound stupid. I think lately 

it feels like the people that speaks English since they born they see me different. I think 

they see me like an immigrant...cause how I sound, how I talk. 

In these excerpts, Cassandra and Jonathan have been marked as Others they believe as a result of 

their accented English use as opposed to histories of colonial racialization processes that have 

resulted in the perpetuation of hegemonic perceptions of positioning racialized populations’ 

language practices as deficient. These racializing processes of linguistic interpretation have been 

explained through indexical inversion, where “language ideologies can produce the very 

linguistic forms that they purportedly document...[Rosa and Flores] suggest that raciolinguistic 

ideologies function in similar ways by producing racialized language practices that are perceived 
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as emanating from racialized subjects” (Rosa & Flores, 2017, p. 628). The accentedness many of 

the participants perceived in their language productions exemplified how they too at times 

functioned as white perceiving subjects, judging their linguistic practices against an unmarked 

(unaccented) white standardized monolingual American English norm. 

Because my intention in the first interview with students was to build rapport, I did not 

follow up with more ethnoracially explicit questions as I anticipated having several follow up 

interviews to do this. Even without these interviews, however, it is strongly suggested that the 

“others” students like Cassandra and Jonathan referred to are who have been termed white 

perceiving subjects. As Flores and Rosa have extensively documented, the language practices of 

racialized communities are heard and perceived as deficient by white perceiving subjects as a 

consequence of the perceived racial classification of the speakers (2015). 

Indeed Flores, Rosa, and other scholars have shown that racialized populations’ linguistic 

practices are viewed as deviant despite ostensibly modeling the same linguistic practices lauded 

by members of non-racialized populations like in the cases of the bilingualism of Tim Kaine and 

Princess Charlotte, for example. The idealized bilingualism of privileged bilinguals has also been 

championed through dual language/two-way immersion programs. These programs, unlike other 

bilingual education models, are boutique programs that have advanced white interests, according 

to Flores and Garcia (2017). They also have been shown to erase the interests of Latinx children 

and families (Delavan et al., 2017; Freire et al., 2017 ). Arizona’s educational policies have 

functioned in similar ways.  

Policies like Proposition 203 attempted to cease ELLs’ participation in bilingual education that 

was framed as “trapping” ELLs in Spanish-dominant classes that were ineffective in preparing 

ELLs with the language practices (e.g., academic English) necessary for engagement in modern 

https://www-sciencedirect-com.ezproxy1.library.arizona.edu/science/article/pii/S0898589818301220#bib0070
https://www-sciencedirect-com.ezproxy1.library.arizona.edu/science/article/pii/S0898589818301220#bib0115
https://www-sciencedirect-com.ezproxy1.library.arizona.edu/science/article/pii/S0898589818301220#bib0115
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society (Flores, 2013). The policies referenced in the Background chapter model the ways in 

which non-human entities like policies and institutions re/produce racially hegemonic 

perceptions and inhabit structural whiteness and how these perceptions can be reproduced by 

multilinguals who situationally perceive according to racially hegemonic modes of perception. 

The Latinx multilinguals of this study rearticulated raciolinguistic ideologies that framed their 

language use as inferior according to racially hegemonic modes of perception despite 

successfully navigating English (and Spanish) interactions every day. In other words, they too at 

times adopted the perspectives of white perceiving subjects and judged their own language 

practices to be lacking in areas such as pronunciation or legitimacy. 

Regimentations of Racial & Linguistic Categories 

The co-naturalization of race and language was well-exemplified by Maria who claimed, 

“[Other people]’re focusing more on my Mexican identity. The way of my skin color and the 

way of my accent”. This collection of semiotic signs like the perceived link between Maria’s 

skin color and accent is a racialization process that Rosa and Flores have theorized as 

raciolinguistic profiling (2017). Raciolinguistic profiling has been fueled by histories of profiling 

practices that target and position individuals as racial and linguistic Others (ibid). While Maria’s 

statement has been analyzed here, it could also have been further interpreted in the “Racial and 

Linguistic Intersections and Assemblages” subsection. 

Maria’s statement also evidenced an example of raciolinguistic enregisterment because 

her accent was viewed as emblematic of her Mexican identity and as connected to her skin color. 

See Rosa’s book Looking like a Language, Sounding like a Race (2018) that has covered the 

process of raciolinguistic enregisterment in greater detail than what can be covered here. In short, 
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Spanish has been enregistered as belonging to brown Latinx working class communities whereas 

standardized American English has been enregistered as belonging to white middle class 

speakers. The anti-Latinx and in particular, anti-Mexican sentiments that have reverberated 

throughout Arizona’s sociopolitical context have shaped Maria’s perceptions and the perceptions 

of white perceiving subjects with respect to pairing and overdetermining her linguistic abilities 

with her racial classification. These perceptions have contributed to the de-valorization of 

Maria’s language practices and her identification as an ELL in need of linguistic remediation 

even though her schooling has taken place in the U.S.  

The devaluing of language practices results in judgments beyond just language. Indeed 

Sergio shared that his Latinoness influenced white perceiving subjects to stereotype his academic 

intelligence as him being uneducated and to view his English proficiencies as deficient. Research 

on teacher expectancy (e.g., Jussim & Harber, 2005), has examined how teacher expectations 

(i.e. biases) affect student outcomes and how minoritized students may be particularly vulnerable 

to self-fulfilling prophecies (López, 2017). According to Carla and Sergio’s excerpts included in 

the Findings chapter, their language abilities were framed as inferior and they were intellectually 

underestimated by white perceiving subjects. In spite of this, these students appeared to have 

resisted the low expectations of their teachers and other white perceiving subjects. 

Another facet of regimenting racial and linguistic categories has been the ideological 

distinction between first versus second languages and home versus academic languages. Angel, 

Carla, Cassandra, Sergio, and Victor all employed the labels of first and second language during 

their interviews. Victor explained that his Spanish was better than his English because it was his 

first language; similarly, Carla shared that because Spanish was her first language, she could 

speak it perfectly. Yet it was because Spanish was their first language that each of these ten 
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participants has been classified as an ELL. Subsequently, they have been subjected to linguistic 

remediation through English language development classes due to the nature of the home 

language survey questions that screen Arizona English language learners for language support 

e.g., inclusion in ELD classes. The survey reproduces the stigmatization of ELLs as racialized

Others because languages other than English (e.g., Spanish) as first languages deviate from the 

practices connected to hegemonic whiteness per the ideological stances of white perceiving 

subjects. 

The malleability of linguistic categories was illuminated by Victor who used the home 

language label. He reported that it was weird for him to hear his mom speaking English at home 

and that he desired this space to be protected against English infiltration. This example 

demonstrated, however, that home languages can be fluid and changing. The opposite case was 

provided by Sergio who shared that he was enrolled in Spanish AP classes at school, where the 

ideologically constructed academic language in the U.S. steadfastly remains English. The 

linguistic categories of home and academic language grounded in real practices are exceedingly 

more diverse than the distinctions grounded in idealized whiteness suggest.  

Racial & Linguistic Intersections & Assemblages 

Co-naturalizing language and race tends to erase other important intersections and 

assemblages. As Rosa and Flores have claimed, “Racial and linguistic stereotypes co-articulate 

with gender normativity in ways that alternately produce context-specific forms of privilege and 

precarity” (2017, p. 635). Thus, “a comparative intersectional and raciolinguistic approach 

necessarily considers how assemblages of signs and identities are configured in particular 

contexts, from particular perspectives, and with particular consequences” (Rosa & Flores, 2017, 
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p. 636). Berto upon discussing his identities provided an opportunity to interpret racial and

linguistic intersections with gender, sexuality, and signs e.g., attire: 

Berto: Homosexual. But mostly one of my friends mistake me for a he or a she because I 

mostly talk feminine kind of, but when I talk in Spanish, they think I’m more masculine. 

But I find that really offensive that they really mistake my pronouns for that.  

CR: Do you feel like in Spanish... 

Berto: It’s more masculine. In English, it’s more feminine...I try to dress more 

masculine, but it’s not really comfortable with me. For my clothing wear, I mostly wear 

skinny jeans and most guys wear loose just regular jeans, but I don’t feel comfortable 

with that...  

CR: Is there a reason that you felt like you were trying to dress more masculine? 

Berto: Some of the school think that I’m straight, but I’m really not, but if I tell them that 

I was gay, they’ll be like “oh, ew”. Most guys do that, but not all of them do. 

… 

CR: Are there any identities you think about the least often? 

Berto: Most teachers really call me a female because sometimes I dress...I kind of look 

like a girl, but not really. Most teachers like old teachers call me he or she.  

CR: How does that feel? 

Berto: I feel uncomfortable. I’m a guy, but I might sound feminine, but I’m really not… 
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… 

CR: When others think about who [Berto] is, what identities come to mind for them do 

you think? 

Berto: They think I’m really shy. They really don’t think I’m gay...When I start talking 

to them, they’re like “Oh he really is”. Or sometimes they’ll ask me questions like “Are 

you gay? Are you bisexual?”. 

Berto’s interview reproduced discourses that aligned linguistic categories with gender and 

homo/sexuality.  

With respect to his language practices, Berto claimed to talk feminine in English because 

English was a more feminine language compared to Spanish. However, a raciolinguistic 

perspective analyzes communicative practices like Berto’s through histories of gender 

normativity such as the Spanish colonial legacy in Mexico and other Latin American countries of 

machismo: “a stereotype that emphasizes hypermasculinity and associated with the Latin 

American male” (Hardin, 2002, p. 1). Perhaps because of Berto’s overdetermination of 

masculinity with Latinoness and consequently, with Spanish language, he felt a need to produce 

signs, e.g., Spanish language practices and apparel, in ways that would be perceived by others as 

heteronormative and masculine. Because the U.S. stereotyped as white and English-speaking 

does not share the legacy of the Spanish conquest, Berto might have felt more free to enact signs 

(e.g., linguistic practices and outfits) perceived by others to be associated with femininity. Berto 

revealed that the profiling practices of white perceiving subjects led to their misidentification of 

him as female. He also shared how white perceiving subjects positioned him as gay based off his 
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linguistic practices. These racializing processes are tied to complex raciolinguistic power 

formations that are discussed next. 

Contestations of Racial & Linguistic Power Formations 

Two students (Cassandra and Maria, both at Coati Roja) shared beliefs about the value of 

their bilingualism, which they could use to secure jobs. Indeed Maria claimed that “When I use 

English, I have value for two people because I know Spanish and English, and I know both of 

them. And I know that people here that are useful to translating could win good money 

working”. Their commodification of bilingualism is reflective of broader neoliberal discourses, 

where it is promoted that being proficient in additional languages makes individuals more 

competitive within the global market. This language-as-resource orientation (Ruíz, 1984) 

stemmed from efforts to advance economic development and national defense and has privileged 

non-racialized groups within capitalist institutions, perpetuating the (linguistic) status quo 

(Petrovic, 2005). Even Maria’s assets-based perspective of her language practices is a reflection 

of the construct of double bilingualism, two separate, bounded language systems, as opposed to 

the dynamic translanguaging that really takes place for most English language learners. 

Surface level promotions of language diversity or liberal multiculturalism do little to 

challenge the problematic ideologies e.g., that Latinx ELLs lack cognitive development, that 

underscore practices that have created and maintained hierarchies of bilingualism through 

perpetuations of bilingual hegemonic whiteness (Flores, 2016). Those that most profit from un-

critical language-as-resource orientations continue to be white upper-class families like those 

with children in dual language/two-way immersion programs (Valdes, 1997). Meanwhile Latinx 
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multilingual students continue to experience racialization because of European colonial legacies 

that re/produce co-naturalizations of race and language that frame their language practices as 

deficient. 

Most participants revealed perceived limitations in their language practices during their 

interviews with me. The raciolinguistic perspective proposed by Rosa and Flores (2017), 

however, calls for social change by eliminating the structures upholding white supremacy, not 

racialized individual’s linguistic practices as the origins of bilingual education in the U.S. have 

promoted. The bilingual education processes that were designed to assimilate ELLs to idealized 

monolingualism have now evolved to idealized bilingualism (Flores, 2016), though these still 

re/produce racial formations in connection with global capitalism and arguably make it more 

challenging to uncover the more covert structures that continue to uphold white supremacy 

(Flores & Rosa, 2015; Rosa & Flores, 2017). 

In reflecting on their English language development classes, both Berto and Lupita 

shared that teachers and students used Spanish. Without having additional interviews with Berto 

and Lupita, it is unknown what programmatic model the ELD classes followed, if any. Based on 

the history of ELD as linguistic remediation, even ELD models that affirm ELLs’ language 

practices reify white supremacy because the programming remains focused on developing ELLs’ 

linguistic practices to adhere to the norms of hegemonic whiteness. Flores has clarified that “at 

the core of the liberal multicultural vision of bilingual education is the assumption that the 

language practices of language-majoritized White populations are more conceptually rich than 

the language practices of language-minoritized Latinos” (2016, p. 26). The idea that U.S. 

Latinx’s translanguaging practices need modification to model standardized language practices 

in English and in Spanish could well be a factor in this study’s participants’ self-judgments about 
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their language expression and negative feelings associated with their perceived linguistic 

limitations. Enacting a raciolinguistic perspective instead puts the onus of responsibility on white 

perceiving subjects to alter their perceptions, rejecting racialization processes that reify white 

supremacy. It also analyzes the ways in which white supremacy structures multilinguals’ 

experiences through a race class approach (Leonardo, 2012).   

Discussion of Additional Theme: Language Brokering 

Language brokering is a form of translanguaging (Orellana, Faulstich & García, 2014). 

“Language brokering refers to interpretation and translation between linguistically and culturally 

different parties” (Tse, 1995, p. 180). Even though Maria and Berto participated in language 

brokering that required them to take on parent-like responsibilities communicating between 

home and school/work, their language practices are not viewed as yielding cognitive advantages 

the way that privileged bilinguals’ bilingualism would. This double standard between elite 

bilingualism and racialized bilingualism was the topic of the edited book Bilingualism for All?: 

Raciolinguistic Perspectives on Dual Language Education in the United States (2021). The 

authors of the volume discussed how privileged bilinguals’ bilingualism has been framed 

differently due to histories of European colonialism and hegemonic whiteness. One reason for 

this has been the colonial legacies that frame Latinx multilingual students like Maria and Berto 

as problems who are cognitively deficient and in need of remediation. The whiteness associated 

with privileged bilinguals however legitimizes their bilingualism, which is lauded for yielding 

greater sociocultural competence and appreciation for diversity (Flores, Tseng, & Subtirelu, 
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2021). Importantly, for children of immigrants or language minoritized communities, language 

brokering/translanguaging is not optional the way it is for privileged bilinguals. 

Implications for Practice 

This study provided evidence for the pervasiveness of raciolinguistic ideologies. The 

participants’ use of home/academic and first/second language categorizations and the co-

naturalization of these with ethnoracial categories are rearticulations of raciolinguistic 

ideologies. The linguistic judgments made by the ten students about their perceived limitations in 

English and Spanish are further reproductions of raciolinguistic ideologies that perpetuate the 

notion that linguistic differences from standardized languages and idealized monolingual norms 

merit correction. Raciolinguistic ideologies can be unsettled by intentionally uncovering the 

colonial logics that support contemporary racialization practices and dismantling white 

supremacist practices.  

Federal, state, district, and local school agencies would better serve their student 

populations by not reproducing raciolinguistic ideologies. Rosa and Flores (2017) provided five 

steps in which they imagine a world where language and race are decoupled and a more just 

society is created. The five steps in contesting white supremacy first require understanding the 

ways in which colonial logics shape historical and contemporary interplays between language 

and race. Even ostensible efforts to promote racial inclusion and linguistic plurality (e.g., liberal 

multiculturalism) have been grounded in such logics. As Flores (2016) has expounded, bilingual 

education models that affirm students’ heritage language practices do so in ways that assume 
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deficiencies of English language learners, still attempt to assimilate students to an idealized 

bilingualism, and do nothing to disrupt hegemonic whiteness. 

There is immediate room for practitioners to become more anti/decolonizing65. Due to 

the colonial logics that sustain raciolinguistic ideologies and practices, classroom practitioners 

would benefit from training in decolonial and other critically reflexive pedagogies. Decolonizing 

pedagogies examine how theories of knowledge are influenced by colonization and how these 

same theories inform pedagogical practices, in efforts to challenge and dismantle such practices 

(Franklin-Phipps, 2020). What counts as knowledge or research must be critically examined in 

the context of the racializing processes that historically and presently re/produce shifting societal 

hierarchies. Resources exist online to aid practitioners in developing decolonizing abilities e.g., 

● CUNY Summer Institute Workshop: Decolonizing Pedagogy

https://tcuny2020.commons.gc.cuny.edu/decolonizing-pedagogy/

● Decolonizing Pedagogies Teacher Reference Booklet

https://blogs.ubc.ca/edst591/files/2012/03/Decolonizing_Pedagogies_Booklet.pdf

Additionally, Jamila Lyiscott’s  “Your Pedagogy Might be More Aligned with Colonialism than 

you Realize” essay66 has offered important ways to turn a classroom into a linguistic celebration. 

To summarize, they include for teachers to 1) interrogate their language attitudes and ideologies, 

2) ask what their students know and feel about their language practices, and 3) facilitate students’

expression of their voices. Her suggestions have underscored the importance of teachers 

decolonizing their classrooms with students through Indigenous ways of thinking, learning, and 

teaching.  

65 Ethnic and Raza Studies (e.g., TUSD’s MAS program) epitomize anti/decolonizing pedagogical models. 
66 https://medium.com/@heinemann/your-pedagogy-might-be-more-aligned-with-colonialism-than-you-realize-
1ae7ac6459ff  

https://tcuny2020.commons.gc.cuny.edu/decolonizing-pedagogy/
https://blogs.ubc.ca/edst591/files/2012/03/Decolonizing_Pedagogies_Booklet.pdf
https://medium.com/@heinemann/your-pedagogy-might-be-more-aligned-with-colonialism-than-you-realize-1ae7ac6459ff
https://medium.com/@heinemann/your-pedagogy-might-be-more-aligned-with-colonialism-than-you-realize-1ae7ac6459ff
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Another way to promote linguistic celebration while also challenging raciolinguistic 

ideologies is through the adoption of a language architecture model (Flores, 2020). In this model 

Flores shared how the teacher  

...would no longer be to teach academic language as if it were a list of empirical linguistic 

practices that was dichotomous with the home language practices of racialized students. 

Instead, the teacher’s role would be to recognize that the home language practices of 

racialized students already align with the linguistic knowledge embedded in the CCSS 

and other state standards and to develop lessons and units that build on this existing 

knowledge. (2020, p. 28) 

In employing this model, students would explore the translingual rhetorical strategies authors 

employ in creating texts and would encounter “...new language practices associated with tasks 

and audiences that may be unfamiliar to them” (ibid). Seltzer and de los Rios (2018) have 

recommended that for (English) teachers to be equipped to challenge raciolinguistic ideologies, 

they must first develop raciolinguistic literacies of their own. To do so, they suggested that 

teachers “...reorien[t] their listening practices in ways that resist oppressive language ideologies. 

To assume this call, teacher education programs must make space for all teachers to grapple with 

the intersections of race and language in their pedagogy and in their lives” (Seltzer & de los 

Rios, 2018, p. 72). This way teachers are better prepared to individually and collaboratively with 

their students interrogate perceived linguistic deficiencies in every day and pedagogical 

practices.  

Critical pedagogies need to be more than a 3-unit diversity, equity, and inclusion degree 

requirement for pre- and in-service teachers. Not only should critical pedagogies be interwoven 

throughout the classroom content that prepares teachers, but they should be modeled by the 
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instructors who should decolonize their curriculum in the same classes that train pre- and in-

service teachers. This necessitates top-down change to revise degree requirements and 

appropriation of funds to invest in the hiring of decolonial practitioner/educator/scholars to teach 

those courses.  

Recommendations for Future Research 

This project studied Latinx multilingual student perspectives on their language practices 

and ethnoracial identities. Future research is needed to understand more about the ways in which 

such students experience racialization due to rearticulations of raciolinguistic ideologies. 

Arizona’s sociopolitical context is unique for its blatant attacks against Latinx communities. It 

would be interesting to see the variations in findings between this study conducted in Arizona 

versus studies in states more welcoming of minoritized populations such as Mexican immigrants. 

If merited, future research should collect data from samples of multilinguals who are more 

ethnoracially diverse than the ten of this project. Also key for developing teacher training is to 

investigate and measure the effectiveness of various critical pedagogical orientations in de-

naturalizing raciolinguistic ideologies. In addition, future studies should be conducted by 

community members who have greater overlap with their participants so they are less prone to 

misinterpretations. 

Conclusion 

The Introduction provided a brief overview of language planning and policy (LPP) efforts 

as they pertain to (Latinx) English language learners in the U.S. and connected such racialization 
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processes to raciolinguistic ideologies. Chapter two described in detail the histories of Latinx, 

especially Mexican-origin, communities in southern Arizona. It also delineated federal and state 

legislation and judicial court rulings to contextualize the broader sociopolitical environment in 

which this research project’s participants lived at the time of data collection. Chapter three 

outlined this study’s raciolinguistic conceptual framework, problem and purpose statements, 

research questions, and significance. The Methods chapter traced my research process from the 

initially proposed research design and data sources to explaining how I used thematic analysis 

(Braun & Clarke, 2006) to analyze the interview data from the ten participants of my study. 

Chapter five illustrated this study’s findings through student interview transcripts organized into 

four major themes (home vs. academic language, first vs. second language, Latinx multilingual 

self and others’ judgments, and ethnoracial identities). Finally, the Discussion chapter further 

interpreted the findings through a raciolinguistic perspective (Rosa & Flores, 2017), and offered 

several implications for practice and recommendations for future research. 

This research project has demonstrated that Latinx multilingual high schoolers, or at least 

the participants in this study, do reproduce raciolinguistic ideologies. Most commonly articulated 

by the ten participants were co-naturalizations of race and language and perceptions of linguistic 

difference. The purpose of this study was not to generalize about all Mexican-origin 

multilinguals’ ethnoracial identities and language practices, but to understand how a small 

sample of Latinx high schoolers in Arizona perceive their linguistic practices and identities. 

Further, the results from this study should not be used to advance the racialization of multilingual 

students by blaming them for rearticulating raciolinguistic ideologies. Ideologies permeate all 

aspects of society; even Latinx multilinguals can embody white subjects’ perceiving practices. 
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Student perspectives obtained via interviewing have previously been underconsidered by 

raciolinguistic research so this study helps to fill that gap. This study raises additional questions 

about the myriad ways in which raciolinguistic ideologies are re/produced, by whom, when, 

where, and whether there are ways that teachers or other practitioners can intervene to reduce the 

power and prevalence of raciolinguistic ideologies in school and in broader society. Ultimately 

raciolinguistic ideologies remain a pervasive structural issue, not one of any individual racialized 

community member. 
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Appendix A 

Timeline for English Language Learner (ELL) Program in Arizona 
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Adapted from https://morrisoninstitute.asu.edu/sites/default/files/english_language_learners.pdf. 

Copyright 2013 by Morrison Institute for Public Policy. 

https://morrisoninstitute.asu.edu/sites/default/files/english_language_learners.pdf
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Appendix B 
Language Proficiency, Use, and Identities Interview

1.Tell me when and where you use
English.
2.Díme ¿cuándo y dónde usas el inglés?
3.How do you feel when you use
English?
a.Why
4. ¿Cómo sientes cuando usas el inglés?
a.¿Por qué?
5.Tell me when and where you use
Spanish.
6.Díme ¿cuándo y dónde usas el
español?
7.How do you feel when you use
Spanish?
a.Why?
8. ¿Cómo sientes cuando usas el
español?
a.¿Por qué?
9.How good (proficient) are you in
English?
a.Why?
10.En tú opinión, ¿Cuál es tu nivel de
inglés? Cuéntame sobre tus abilidades
en inglés.
a.¿Por qué?
11.How good (proficient) are you in
Spanish?
12.En tú opinión, ¿Cuál es tu nivel de
español? Cuéntame sobre tus
abilidades en español.
a.¿Por qué?
13.You are considered by some to be an
English language learner. Do you
agree that you are an English language
learner?
a.Why (not)?

14.Algunas personas te identifican como
“estudiante del idioma inglés” o ELL.
¿Estás de acuerdo con ese término—que
eres un “estudiante del idioma
inglés” o ELL?
a.¿Por qué (no)?
15.How would you identify? Describe
yourself.
16.De qué manera/s te identificas?
Descríbete.
17.Which of these identities do you think
about the most (often)?
18.De esas identidades, ¿cuál es de la que
piensas en más frecuentemente?
a. ¿Por qué?
19.Which of these identities do you think
about the least (often)?
20.De esas identidades, ¿cuál es de la que
piensas en lo menos?
a. ¿Por qué?
21.Which identities have the strongest
effect on how you perceive yourself?
22.¿Cuáles identidades afectan la
manera en que te ves a tí mismo?
a.¿Por qué?
23.Which identities have the strongest
effect on how others perceive you?
24.¿Cuáles identidades afectan la
manera en la que otras personas te ven
o sociedad te ve?
a. ¿Por qué?
25.Do the languages you use influence
your identities?
26.¿Piensas tú que los idiomas que usas
influyen tus identidades?
a.De qué manera/s?
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