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CHAPTER 8 

perfect or Mocha: Language Policing 
and Pathologization 

Jennifer Phuong & Maria Cioe-Pena 

The subject of policing, particularly the policing of bodies in schools, is 
prevalent in the minds of educators and parents (Mallett, 2017), yet there 
continues to be a form of policing that is situated in both the body and 
the mind that garners few critiques: language policing. Like other forms 
of regulation, the practices expounded in schools arc reflective of larger 
systemic structures and trickle into the home. Language policing in schools 
manifests in many ways, such as teachers telling students to use certain 
words or prioritizing one language variety over another, typically regional 
standard English in the United States. Language policing is often depicted 
as care grounded in elevating students' linguistic practices, academic perfor­
mance, and economic opportunities (Delpit & Dowdy, 2008). However, it 
is buoyed by the pathologization of language practices based on educational 
structures rooted in a bleism and racism. 

The introduction of Dis/ability Critical Race Theory (DisCrit) rcframcd 
discussions of disability and race. Integrating core principles from intcr­
sectionality (Crenshaw, 1989), Critical Race Theory (Solorzano & Yosso, 
2001 ), and disability studies (Danforth & Gabel, 2016), DisCrit brought 
forth an understanding of "why the location of being both a person of color 
and a person labeled with a dis/ability is qualitatively different for students 
of color than white students with a dis/ability" (Annamma et al., 2013, p. 5, 
emphasis in original). Despite naming language as an additional co~struc­
tion of difference, DisCrit did not explicitly explore how language_ 1s used 
both to pathologize minoritized communities and to celebrate the mtellec­
tual and cultural capacity of majoritized communities. . 

Similarly, when Flores and Rosa (2015) introduced the concept of raci-

olinguistic ideologies, they: 

'd I • through which different racial-
highlight(ed] the racializing language I co ogics . 

1 
d . 1. • • ppropnate y aca em1c m~ 

ized bodies come to be constructed as engaging '" a . . 1 . 
Id] that the idcolog,ca consrrucnon 

guistic practices. Specifically, (they] argue 
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d d. d language practices arc anchored in what [ 
d I of stan ar ,zc • th ) 

an '" uc . . . .d ologies that conflate certain racializcd bod· ey 
di ·01tngu1s11c, c . . . . ,es w· L 

tcrm(e raet . lated to any objective lmgu1sttc practtccs. That. ltq 
I. • • dcficicncv unrc is, ra • 
,ngu1s11c . I : oducc racializcd speaking subjects who arc con c1. r guisllC 1dco og1es pr . . 1· . . . Strucred 

om . . II d. ·•nt even when engaging tn mgu1s1tc practtccs positio d r ngu1sttea y cv1.. . . d h. ne a 
as 1 . ·nnovative when produced by pnvtlcgc w ttc subjects. (p ISO s 
normatl\'C or a • ) 

f 
. f the co-construction of language and race to uphold vat 

The rammg o . • • I h' d y . ues 
h d . h'te supremacy remains cnnca to t 1s ay. et, 10 focu • 

entrcnc c m w 1 . • Fl sing 
h

. rather than the white normative gaze, ores and R on the w 1tc gaze h . osa 
. d portunity 10 explore how the focus on w a11s (and what is n ) m1sse an op . "bl Ot 

I k h Categorization of deviant even poss1 e. 
norma ma cs t e . • f d 

I h. h tcr we show how catcgonzanons o stu ems based on I n t 1s c ap , . 1 . 1 . an. 
· f rmcd by ablcism and racism, u nmate Y serving as a po[' guage arc m o • . . . IC· 

. h ·sm Language thus becomes a color-evasive tool m so-call d mg mcc ant . . . . e 
objectively assessing and labeling students, as well as su_rve1lhng a~~ polic-
ing populations in schools, such as students from 1mm1gra~t families. 'We 
examine language policing in educattonal poltcr _and prac~1ce and how a 
mixed-status family navigates such language pohcmg. In domg so, we pres. 
ent the need 10 use frameworks that explicitly address the intersection of 
race, disability, and language. 

THEORETICAL FRAMEWORK 

Cioe-Peiia (2021) brings together central tenets of DisCrit with key com­
ponents of a raciolinguistic perspective to propose a Critical Disabilities 
Raciolinguistic (CDR) perspective to address the particular needs of lin­
guistically minoritized students of color with disabilities' and to counter 
the white normative gaze. Borrowing from DisCrit, a CDR perspective ar­
gues that people arc not only racialized but also pathologized on account 
of their linguistic practices. Borrowing from raciolinguistic perspectives, a 
CDR perspective acknowledges that this pathologization happens not on 
the basis of an individual or community's language practices but instead on 
others' perceptions, who, regardless of their own identity, enforce the val­
ues and the perspectives under a white normative gaze. We especially draw 
anention 10 the fact that just as raciolinguistic perspectives need stronger 
theorization around disability, DisCrit needs stronger theorization around 
how languages and language practices are co-opted for the promotion and 
enforcement of ablcism, particularly within immigrant communities. To ex­
tend Cioe-Peiia's (2021) theoretical explorations, we focus on four DisCrit 
tenets that we believe are the most apt for reimagining. 

Tenet one can be expanded to consider issues of not just language but 
also immigration status; this tenet "focuses on ways that the forces of racism 

~ 
I 
I 
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I ·srn circulate interdependently, often in neut 1. d ab e1 . f I ra 1zcd and • • 'b 
an uphold notions o norma cy" (Annamma et 1 2 lnV1S1 le 
ll'aY5'. 

10 d discussions about normalcy must also enc a·, Ot_3, p. 11 ). As 
0uone • . • • ompass ideals 

01c possession, language practice, and immigratio around 
I oguage d b • . . n status While th 
a e cncompassc y racism, 111s important to pars h. esc 
ideals ar a proxy for both race and ability, thus allowin; our ow language 
!Jecorncsrs 

10 
rnakc choices about a student's ability by pc p~ i_cymakcrs and 

ducato . . . rcc1vmg a student' 
e II d deviant lingms11c practice as a racially neutral as . s 
0 .ca e . I h • sessment of abil 

s Th s even when inter ocutors s arc overlapping langu . • 
itY• u ' f h k d' h age practices, the . 1. ation O I e spca er me 1ates t e assessment of the I'd• f . 
racia iz . h f h' h . va I ity o their 
. • tic pracnces, t c outcome o w IC is used to neutral/ f Jingu1s h 1. . . . Yen orce a pa-
thology. Therefore, t e mgu1st1_c practices of emergent bilinguals labeled as 
disabled (EBLADs)_ are often discounted (e.g., bilingual education is often 

d l·bed as confusing for these students) regardless of their actual 1· . . escr 5. .1 1 . mgu1s11c 
practices (Cioc-Pciia, 2020). _ 1m1 ar y, ideas around normalcy arc also tied 

·mmigrauon status--enactmg labels as ways to create in-group d' • _ 10 1 I . . b d . 1stmc 
(ions, establishing egmmacy Y ecree1~g right and wrong ways of immi-
grating and right and ~roni places to 1mm1grate from. Thus, discussions 
about immigrants as pu . 1c c arges a_rc n?t 1ust about racism and ability but 
also classism and ltngmc1sm-w1~h-linguistic practices and linguistic ability 
often being used as markers for c111zensh1p and belongingness. 

Considerations around language and immigration status also fit with 
tenet cwo: "DisCrit values multidimensional identities and troubles singular 
notions of identity such as race or dis/ability or class or gender or sexuality, 
and so on" (Annamma et al., 2013, p. 11 ). While this tenet is meant to be 
expansive, we believe the current nationalistic and monoglossic' political 
context demands that language and immigration status be explicitly named. 
Rather than these being categorizations possessed by the subject, they arc 
imposed by structural systems that bolster the white normative gaze, like 
disability and race. As such, they triangulate into a multidimensional source 
of oppression in which each categorization works to uphold the other. Tenet 
four additionally demands the explicit naming of marginalization at the 
nexus of multiple axes of oppression to intentionally privilege the "voices of 
marginalized populations, traditionally not acknowledged within research" 
(Annamma ct al., 2013, p. 11 ); this must then include those who are users 
of minoritized languages as well as those who arc deemed to be (un)docu­
mentcd immigrants. These communities are often excluded from even the 
most niche narratives. 

Finally, tenet five, which "considers legal and historical aspects of dis/ 
ability and race and how both have been used separately and together _co 
deny the rights of some citizens," could be expanded to reflect a more in­

clusive meaning of citizen (Annamma, et al., 2013, p. 11 ). While the neutral 
definition of citizen relates 10 an inhabitant or resident, given the reSurgc~ce 
of white nationalism around the world, most laypeople often associate 
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. . ·h· longsi,lc lini:uistic practice, with concepts of native onzen, 1p, a • . , . 1 . h . . • ncss a d 
bcl • (B•nks 2017· C1oc-Pcna, 2015). t 1st us critical torn k n ong111g " . • , • . , . . . , . . a e ex. 
I .• h ·blcism anJ raosm arc used to deny uttzcns of rights a,,d d p 1c1t ow .. . • . • . . . . . to en 

citizenship anJ humanity to ccrtam popubttons. Lmg111st1cally minor·. Y 
. J. I ·1· • . f ., . . ·J . h itizcd people of color w1th 1sa ,1 mes arc o ten u1sco111m as rig tful citize 

placing p,uamctcrs on the supports_ they ha~c a_cccss to, thus reinforci; 
iJcas of who bcloni:s anJ who doesn t, alongside ideas of whose bodies an~ 
linguistic practices arc valued. 

We now turn to exploring how DisCrit can help to strengthen 3 • 
. . d I . rac10-

linouistic perspective, cxammmg Rosa an Fores s (2017) conceptual' 
<> . f . • Ila, 

tion of a perceiving su_b1ect, ?' _well as <~usm~ on two components of a 
raciolinguistic perspw1ve. BmlJmg on their prt·v1~us conceptualization of a 
white /iste11i11g subject, Rosa and Flores (201 ~) shift to "raci,11/y hegemonic 
perceivi11g rnbjects more broadly that arc oriented to spoken language 
well as other modes of communication and semiotic forms" (pp. 627-f,l;s 
emphasis added). This perceiving subject includes "various nonspoken and 
nonlinguistic signs," as wdl as •\~tcraey practices, physical features, bodily 
~omportmc~t, and sarmnal style (p. 629). Even though a perceiving sub-
1ect can avoid aud,st onentattons toward language by decentcring listening 
it dichotomizes spoken a_nd _unspoken lang_uagc at ~he expense of signed 
~anguagcs. Stronger thconzat1on of the perce1vmg sub1cct vis-a-vis a produc­
ing rath_cr than speaking sub1ect should trouble assumptions of language 
producnon. 

. Both frameworks offer insights into using intersectionality as an ana­
lyncal tool. In eschewing additive approaches to intersectionality, Rosa and 
Flores (2017) argue that "a raciolinguistic perspective can contribute to un­
dcrstand'.ngs_ of the ways that categories arc intcrscctionally assembled and 
co~mumcanvcly _co-constituted" (p. 635). Therefore, rather than simply 
adding on d b I • • • . isa 1 ,ry or 1mm1grat1on status as an identity or social category 
for an_alysis, we attend to how ablcism and racism simultaneously operate 
w1th, m, and through language and how this relates to the pathologization 
of undocumented immigrants in particular. 

. We thus need DisCrit for extending the third component of a raciolin· 
gu1s11c perspective· regiment r· f • I d 1. . . . • a ion o rac1a an mgu1st1c categories. Rosa 
and Flores (2017) highlight f . . . . . • . 1 . processes o rac10/111g111st1c enreg1sterme11t that 
invo vc asking how and h • I 1· · · d 

bl f 
. w Y pamcu ar mguist1c forms arc construe as 

cm ems o particular rac· I • d · · · · I 
I. . 1 d 13 categories an vice versa m what h1stonca, 

po 111ca ' an economic cont d • h h . ' . 
I cxts, an wit w at institutional and interpcr-

sona consequences" ( 634) w d the d 1 . . . . p. • e need to understand ablcism to undcrstan 
c cg1t1m1zat1on of lang • f · • d h 

deleg·r· . . f uagc practices o 1mm1grants of color an t e 
1 in11za11on o the· h d . . 

guists hav I h ir person °0 (Rosa, 2016). Even though soc1olm­
c ong t conzed and p d 1· · • • • b 

more attuned to how la rnmore_ mguisttc d1vers1ry, we must . e 
abiliry Not 

O I h 
6

.?uagc_ variation 1s often used as an indicator of dis-
• n Y as I mgualism been wrongly assumed to be detrimental 
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ducation of children who grow up in multilingual families (Yu 
thC C • • • h' h b cl • f ' to I· ,guage vana11on wit 111 t e oun ancs o named languages also 

zOI~), ·~lassification of disability, particularly for students of color (Cioc­
lca~ls r;017). Students of color contend with their bilingualism being quali-
rena, • , ·1· I d f h d I h • . . onacadem1c, semi mgua , an so ort an a so sec t cir language 
ficd as n • f h h ticicncy called into question, even or t ose w o arc positioned as mono-
pro . 1 English speakers (Flores, 2020). 
llngu,i d 'd h h' · We, therefore, nee to c~ns1 er t e w 1tc _normatrve gaze to understand 

d cover the role of able1sm as a mechanism of power. Only taking on 
an un • • h bl • • .• 11·nguistic perspective ignores ow a c1sm operates, namely through 
a rac10 . . h d . f . . 
the marginalizatton of students w o. ~v1ate r~m the norm of a ,~h11c, cis-
cndcr, male, stausttcally ave_rag~ ability, Enghsh-~pea~ing child m school. 

[anguagc thus ~ccomcs med,calized and patholog1zed m ways that under­
• d the oppression of EBLADs. 

gir A CDR perspective offers a centralized focus on the experiences of lin-
istically minoritized people of color labeled as disabled, This perspective 

g~so acknowledges how the evaluation of linguistic practice functions as a 
:lashpoint for both racism and _ablcism and _as a _process for rcpr_odud~g 
and enforcing the white normative gaze. While D1sCm and rac1ohngu1suc 
perspectives both aim _to shed l_ight on the subversive ways that_ evaluation, 
pathologization, and 111tervent1on function as tools of_ oppression,_ a CDR 
perspective centers that process ?~ how language practices _arc mampulatcd 
to serve as indications of a d1sab1hty, a response to a d1sab1\ity, and a barrier 
to inclusion through assimilation, regardless of whether a classification_ of 
disability is present or not (Cioc-Peiia, 2020). As such, a CDR pcrspccnve 
extends DisCrit and raciolinguistic perspectives in an effort to adequately 
address the multiplicity of the aforementioned communities and foreground 
the unique nexus among race, language, a11d disabil_iry. It _is also~ way to 
ensure that both frameworks arc as inclusive as their ongmators intended 
them to be without creating opportunities for subgroup ochering ?r erasure. 
Thus, a CDR perspective is not a replacement but rather an explicit and nec­
essary integration of the two theories. This theoretical and analyncal ~ovc 
pushes us to adequately respond rather than further contribute to cXJSt'"g 
interscctional gaps (Cioc-Peiia, 2017). 

METHODS 

w, . • • f • and ablcism in and we examine the 11ex11s of the co-consntut1on o racism I 1 th h I 1· • d cticcs at two sea cs: an-roug anguage in educational po 1c1cs an pra LAD d 
h I •. r·on of EB s an guage education policies that shape the pat O ogiza 1 - d _ 

h • I h' t dy of how an un ocu t cir anguage practices and an cthnograp 1c case 5 u 1 .. • 
h d t' on al language po ,c1cs. 

mcntcd mother of EBLADs navigated t osc e uca I d rand 
E · • • I I allows us to un crs xammmg this phenomenon along mulnp c sea es • 
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•. nature of relationships among discourse 
"the flui_d ~nd.;;;;~:~ial organization" _(Hult, 2010, p. 14). Processes 
across d1m(~Slb. nking a CDR P<'rspcct1vc 10 explore catcgorizatio 

:Ve _begmth~ !,~sis for such categoriza_tions to understand the ts. of 
stu_dcnts and I .. 1.00 

of language practices through ablcism andpo 1~1ng 
d the p·uho og11.1 1 • . . racis 

an ··•fi. 11, . examine how language 1s conceptualized thro h Ill, 
More sprn cal '.'i"t;I), rhc category of disability with the highest inu~dspe. 
'fie /r,m1111~ , 1>J ;z • - . L • c1 en 

~
1 

. ·d S. , .. Loll~ Tenn English Lt111g11age earner (LTELL) ce 
m rhe Unite • r.ms, • d • • , a car 

f I . ·t••c learner that relics on en urmg assumptions around 6.
1
. • 

cgoryo angu. e • f d d' d a I Jh, 
ficicnC)" and the role o stan ar 1zc assessment • h ·, and language pro • . h 1 . 1n t es 

I I ,•fications. In domg so, we show ow anguage 1s used t c earner c assi • . 1. • f .. o (>er. 
11·,,c and oppressive conccptua 1zanons o ability as w II pcruatc norma . . . . , c as 

monoglossic ideologies that pnor111zc English (Flores ct al., ~015). 
These insights serve as the context for a ca~c study, which 1s pan of a 

I escHch proi·ect centered on the mothering experiences of Span· h arger r • • . . . _ 7 0 8 Th . . 1s • 
king mothers of EBLADs (C10c-Pcna, - I ). c study consisted f spca II . 0 . . o 

two phases. During rhe first phase, _a I pamc1pants enga~cd in two face-
ro-facc qualitative, narrat_ivemtcrv1cws. At the end of the first phase, three 
of the participants were mv1tcd to take part m ethnographic case stud' 

. h • h'ld • d • I I ICS based 00 their demographics, t cir c I rcn s e uca11ona p accments, and 
their engagement and interests in phase one. These case studies were the 
basis of rhe second phase of the srudy. As part of the case studies, partici­
pants enga!(ed in additional interviews and home observations and offered 
up artifacts relating to their or their children's experiences. The data shared 
here arose from the second phase during an interview that explored an un­
documented mother's desires regarding one of her children's, an EBLAD 
linguistic development. Data analysis consisted of narrative analysis oi 
the mothers' testi111011ios using inductive codes (e.g., language, disability, 
school, and motherhood) as well as deductive codes that arose from the data 
(e.g., immigration, future, employment). 

Exploring two different scales allows us to demonstrate the complex 
and fluctuating nature of ablcism and racism in and through language, both 
with and without disability classifications present. Throughout, we demon­
strate how using a CDR perspective can foreground the interconnectedness 
of race, language, disability, and immigration. 

FINDINGS 

We_ start with examining educational policy and practices to explore how 
r~cis?1 and ablcism contribute to language policing, namely through catego­
nzat'.ons of students and the standardized testing that undergirds such cat­
egonuuons. We then turn to a case study of how an undocumented mother 
of a child w11h a disability navigates language and education to demonstrate 
how one family negotiates such language policing. 
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Languas 
e policing at School 

ng language, race, and disability become cemented w· h' d 
..-:cs amo - • b'I' I 'fi. . f . it m c uca-
11 • ucrures. D1sa 1 1ty c ass, canons uncuon to regime I d • 031 str d 1. . . . . n an catego-
110 ' h disability an mgmst1c prac11cc, takmg up linguistic p . •. c bot • . . d , . b h . . racuce as an 
ni. of normanve versus cviam c av1or. This can lead I d' b'I' 
• d,ca 1or d h • f f h o 1sa 1 1ty 
10 ·1.ations an t e rem orccmcnt o t osc categorizations Th 1. 31cgori ·' 1. d . d . • us, m-
e, . . racticcs arc po 1cc m or er to cement ideas of normal I h' 
gu1suc P • . I , 1. . , h . . • cy. n t 1s 

. we examine anguagc po icmg mcc amsms 111 education spe ·'fi II 
scc11on, • J· b'/' (SLD) I 'fi , c, ca y 

h si,ecific /eammg 1sa 1 1ty c ass, cation· {b) the Long r. 
(a) 1 e L (''TELL) I 'fi • ' - em, £llg/isb Language earner L, c ass, catmn; and {c) standardized 

assessments. . . . . 
In rhc 1960s, learn mg d1sab1hty and cultural deprivation were two dis-

ability classifications_ usedb~o dcscri_be students who supposedly struggled 
. h abstract rcasonmg, o 1ect sornng assessments, and language deficien-

wit H I • d' b'I' cics (Carrier, J 986) •. owevcr,. earn mg 1sa 1 1ty was the explanation given 
for behaviors of white, mon~hngual, English-speaking, middle-class, U.S.­
b O students who were considered the norm, and cultural deprivation was 

1:: explanation given for behaviors of students who deviateJ from those 
norms, such as students of color, students with a lower socioeconomic sta­
tus immigrant students, and rural students (Ricssman, 1962; Snyder & 
Mi;chell, 2006). Therefore, these categories of disability emerged to explain 
individual failure within educational institutions rather than examining the 
institutions. 

Currently, cultural deprivation is no longer a disability classification, 
though its ideological underpinnings in situating educational problems 
within minoritized communities, rather than within educational structures, 
continues. Learning disability became Specific Learning Disability (SLDJ; 
however, the definition is embedded in color-evasive federal legislation that 
continues to perpetuate racism and ablcism (Bcratan, 2006). SLD is the cat­
egory of disability with the highest incidence in public schools, with Black, 
lnJigcnous, and Latinx students overrepresented. Furthermore, these stu­
dents arc more likely to receive special education services in more restrictive 
settings, regardless of classification, than white students (Brantlinger, 2006). 
SLD is defined as 

a disorder in one or more of the basic psychological processes involved in un­
derstanding or in using language, spoken or written, which disorder may mani­
fest itself in the imperfect ability to listen, think, speak, read, write, spell, or do 
mathematical calculations (SS 2657-2658) 

Herc, language is used to reinforce both white supremacy and _ablcism, ~e­
cessitating the lens of the white normative gaze to unpack how impcrfocuon 
is attributed to individuals' language practices. Phuong (2017) hig~hght~d 
the ties between the individualization and the pathologization of disability 
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. . . ·al education structures as part of the wh· 
. •c w11hm spcc1 . • h II d ire "" and languag ken assumpnon 1st at so-ca c normal a d t"t-

. • . b" cct· the unspo Fl d I n ab( cc1vmg ,u I ' 1 uage perfectly. As ores an losa (2015) . e-
• d dents use ang • • r1gh11 

bod1e stu "dcr how we perceive the language pracnces of studcn Y 
ask us to consi_ 110 consider how the white normative gaze ts of 

• • lso 1mporta n eval 
color, 11 is 3 

. as (im)pcrfrct, rather than solely as the white u-
1 oc pracnccs gaze· 

aces angua,.. . . . f English over other languages also concrib • 
The pnonnza non ° . h . h I . . Utes 10 . . f onoolossic ideologies t at pat o og1ze in1perfect I 

the rc1fica11on o m ,., • • d M an. . h I deviate from some 1mag111e norm. 1 onoglossic .d 
age pracnccs t a . . 'd 1 • h 1 • 1 e-gu . . • cd with raciolingu1s11c I co og1es t at cad to norm . 

ologies arc 1111cr1wm . d' d b . ative 
. f fl . d language proficiency me 1ate Y racism and ab! • 
ideas O uency an Fl I e1slll 

t and categorize learners. ores et a. (2015) argue h chat con,·crge to sor • . 'f . t at 
'd 1. d ol,·ngualism allows schooling systems to re1 y white mono!' 
' ea ,u 111011 • f I b I l'k IO-

I. 'deal leading 10 the creanon o a es I e LTELL. In N gua ism as an 1 , d . h . ew 
York, LTELLs are students who arc educate Ill I e Unncd States for at 

I 7 nd annually do not pass a battery of standardized assessmen cast years a , . . • ts 
that purport to objectively measure a students English language proficiency, 

h b leaving chem with the LTELL label. Flores ct al. (215) explain that t ere y d . d 1. . . . 
1
. 

chis label relics on discourses of aca cm1c an . mguisnc pama 11y that posi-
tions LTELLs in a constant scare of remed1a11on,_ such that their linguistic 
practices in any language variety arc seen as_ deficient. Such categorizations 
rely on both white supremacist and normative fram111gs of language profi­
ciency that cannot be separated from ableism. LTELLs_and linguistically mi­
noritized students of color, in general, are often pos1noned as languageless 
(Rosa, 2016). Parallel to SLD, this lack of language proficiency is situated 
in the student rather than considering how students' language practices are 
perceived. 

The white normative gaze also mediates standardized testing and its im­
pact on linguistically diverse students of color labeled as disabled. Language 
proficiency exams, state reading and math assessments, and psychological 
evaluations rely on normative ideas of language proficiency, intelligence, 
and behavior. Drawing from chis tradition, eugenicists used intelligence test­
ing as a mechanism to discover individuals who were considered defective 
or deviant (Snyder & Mitchell, 2006). Intelligence testing was central toed­
ucation policies, allowing educators and researchers to view intelligence as 
"a fixed trait, passed on genetically, that clearly stamped certain groups as 
significantly more intelligent than others" (Osgood, 2000, p. 55), thus reify­
ing the medical model of disability. Bilingualism was also historically seen 
as an indicator of disability, especially for immigrant populations (Valett, 
1965). These types of testing relied on normative ideas of idealized monolin­
gual langu~ge use. This way, through standardized testing, language, race, 
and d1sab1ltty are not socially constructed but naturalized facts. 

Even though scholars have shown the multiplicity and hybridity of the 
language practices of students of color through a hetcroglossic lens (Garcia, 
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dards-bascd reforms and testing rely on mo 1 . . 
1) scan ' . . d . nog oss1c 1dcolo-

20 I , 1 d co defic1r-onente views of those same langu . 
. 1hat ca . h · • . age practtces 

g,cs •. ideologies t us 111tertw111e with ablcism and • • 
ogloss1c . f I h d racism to cre-

]11on . lar categories o earners t at cviate from some sta d d ( 
arncu . I d • d h n ar Au 

arc P hich is parnal y eterm111e t rough assessment (Kibler & V Id' ' 
zo09l. wTh's 1·s reflective of the medicalization and the individual' _a csf, 

16). 1 • . , 1za11on 0 
20 .

1
. race and language, which converge as part of the languag 1. d• ab1 1tY, ' ' d . . Ul . 1 . . • e po 1c-

1s f documcntc 1mm1grants. umate y, ng1dity in conceptual' • 
. 0 un . d fi . 1zat1ons 
1nS. . ·tic boundaries an pro c1cncy reveal how monoglossic idcol • 
f hngu1s . f b'I· 1• 'b og1cs 

o d deficit-oriented views o I mgua ism contn ute to constructions of dis-
an_ . We use a case study to demonstrate how educational mechanisms f 
ability, policing manifest in home practices, 

0 

language 

Uage Policing at Home' 
ung 

Th
. asc study highlights how these structural policies eventually filter into 
IS C .,. f . h . f 
d hrough fam1 1es, carunng t e perspecnvc o one mother to underscore 

an t h I f • • I • the different ways t at ~nguagc can uncnon m re anon _10 disability, citi-

hl·p and class w1thm the same household. At the nme Paty's social zcns , . . , 
•cioning was that of an undocumented Mexican national living in the 

f;:,~~ed States with two of her four children: Dan, a 5th-grader EBLAD in an 
English-only inclusive class, and Tanya, a 4th-grade emergent bilingual stu­
dent in a dual-language class. To understand how language policing works, 
we first explore how each language is framed. 

Language and Disability: Spanish as Disability Marker; English 
as Disability Remediation 

When asked to explain why Dan was recommended for an evaluation, Paty 
first spoke about issues with communication: 

Yo me scntia impotence porque no podfa ayudar a mi hijo, el no podfa 
hablar. El no mas pcdia lcche, "Mmhm, mmhm." Le dccfa, "Leche" 
y el me deda "Le." Algo asi corto. [ ... ] Y na' mas cmpezaba sei\as, o 
llorar, y eso era como una impotencia para mf. 

I felt powerless because I couldn't help my son, he could11't speak. 
He just asked for milk, "Mmhm, mmhm." I said, "milk," and he 
said, "me." Something like that, short.[ .. . / A11d then he'd just start 
sig11a/i11g, or cry, and that was like impote11ce for me. 

In this brief vignette, oral language or a lack thereof was u:ed to signal a 
problem and resulted in Paty feeling powerless as a mother. S1mulrnneously, 
other forms of communication like sig11a/i11g or crying were not viewed as 
forms of communication, thus reinforcing our need to reinterpret language 
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h ·ii conummica!ion. Paty then continut'd to discuss how sh 
as more I an or. c 
firs1 si,uted IO notice improvements: 

CuanJo cl empezo ,1 ir a I., t'Scucla, cl cmpcz6 a h:1ccr muchos 

b. . to como 3 qui m b casa como en l:t cscucla. L6gico que cam 10,. tan . . r .1 J' 
cl toJJs bs cl.is,·s l:1s J:1ban en mi:ks. ,·rn c po 1:1 ya pr?nunciarme 
las cosas, Ya pucs dc.:ia linglc:sj ·:-t,lk: water mommy, Jmce mommy," 
Lo!(i.:O, mo,h:is' roJavfa, pno l"1 podia. 

\Y/IJ<'II '"' st,irtl'd going to school. he be~,111 to m,zke m,my cha11gcs, 
both brre ,11 home c1nd ,11 school. It 111c1s log1ml th,11 all classes were 
taught ill English. Uut hr could ,1lre,1dy pron~11'.1ce things for me. He 
was sayilll( /£11g/isb/, "Milk, wata mommy, flllCe mommy." Logical, 
sti/l ma11gled, b11t he could /com11111111cate/. 

In this retelling, Paty frames her child's grow1h arounJ his ability 10 
clearly communicate his nccJs in _English. Despite the household being 
Spanish-dominant, Paty's son received Englts_h-01'.ly s_er~1ccs. Herc, Paty 
frames English Jifferently from Spamsh-whtle ltngu1st1C approximation 
was fil1cred 1hrough a lens of "corto" and by cx1ension deficient, the brcv­
i1y of Dan's English dis,oursc was held ro Jiffcrcnt s1andards. She discusses 
his changes and provides examples of his expanded vocabulary, framing 
his English dcvclopmcni as growth despite concluding tha1 the words were 
still mocha. Here, we sec 1hc beginnings of dichotomous positioning of each 
language: Spanish signaled a disability while English signaled growth and 
proximiiy IO normal. 

Language, Nationality, and Class: English for the Doctor, 
Spanish for the Maid 

Allhough Dan's linguis1ic practices arc evaluated through frames of nor­
malcy, Tanya's linguis1ic practices yield common tropes that relate English 
to power and privilege and Spanish 10 inferiority and othering. 

Paty: Yo le digo a Tanya,[ ... J "cuando tu seas grande y ya doctora, 
y sigas en estc pais, y no hay quicn tc limpie tu casa, y viene una 
senora, y te habla espai\ol, tu le puedcs decir las cosas en espai\ol. Tu 
le puedas dccir las cosas en espai\ol. Que no seas racista," le digo. 
"Porque tu eres mexicana. El titulo de que nada mas porque naciste en 
estc p~is, pero tu vicnes de padres mcxicanos." Porque Dan una vez 
me di)~, bueno varias vcces me dijo, "Pero yo no soy mexicano. Yo 
soy amcncano." 

I say to Tanya, ( . .. / "whe11 you are big and a doctor, and you 
are st,// m this country, and there is 110 one to clean your house, a11d 
a lad~ comes a11d speaks Spanish to yo11, you can tell her things in 
~pamsh. You can tell her things in Spanish. Don't be racist," I say. 

Because you are Mexican. The title, that's j11st because you were born 
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, . cotml,Y, but you come from Mexican /Jare11ts "Beca D 

•11 t,ns II I . 1 • use 011 
1 •d 10 me-we , scvera times 1e said, "Uut I'm not M . 
011ce sm . .. exzcan. 
rm Amerza111. 

In this passage, Paty-who works as a clcaning_lady for English-speakin 
frames language around commumca11on-not to com . g 

e1nrloycrsf:niiy or her patients bm rather with the lady who clmun:chatc 
·ih her , . . . d . . cans er 

11'1 A. such English 1s associate w11h a higher level of cducat" 
I ou<C, s ' . h'I S . h . ion, a 
t • • and superior status, w I e pams 1s associated with do . 
rofcss1on, ' • . Add' • II p d . mcst1c 

P k d subi·uganon. 111ona Y, aty en s by saymg "Don't be a 
wor an 'd h h h d rac-

1 • ·h reflects the I ca t at t ose w o o not use a common langu •st • w 11c I h . age 1 
' municate with 011crs ave a perspective that is inherently grounded 10COl11 

. white supremacy. . 
in Conversely, Paty uses language to reinforce her children's ethnic idcmi­
. . them. Spanish, therefore, becomes synonymous with working-class 

11cs 10 1. h . h r . A . . 
Mexicans and Eng 1s w11 . e 11c, yet ~ac1s1, mencans. This positioning of 
I ,uagc is not rcprescntallvc of Paty s flaws as much as they arc indicative 
:;~ow the language ideologies of the pcrceivi~g subject arc imposed upon, 

nsumed, and adopted by the producing sub1cc1. Eventually, they become 
~~t only subject to but also enforce these ideologies. 

From Policed to Policing 

After numerous encounters positioning their home language as problematic 
at best, the children in the family then adopt the role of ideological enforc­
ers. Herc, Paty recounts a common exchange with Dan in which he bmh 
urges her to learn English and faults her for not being µue11t: 

Para mf dificil porquc a vcces a [Dan], mas quc a nadic con [Danj, me 
cucsta porquc a veces el quiere quc yo le hable mas en ingles, a veccs 
me cuesta porque yo no puedo pronunciar csas palabras, a veces le 
digo 

"vuelvemela a repctir" 
"pero es quc tu no la est:is diciendo bien, tu estas diciendo 01ra 

palabra," 
"okay cntonces yo tc la puedo contcsta r en espai\ol" 
"si mama pero tu tambicn ticncs quc aprender inglcs" . 
Else cnojaba al principio porque me deda "es quc no cs mt culpa 

que tu no hayas aprendido ingles, porquc no aprendistc" [. • .] Y yo 
le cxplicaba y le dcda "hijo yo no naci en cstc pafs, yo vine grande a 
estc pais, siendo ya mama de dos de tus hermanos," enmnces a vcces 

[rcspondc] "pucs vetc a una cscuela" , , d 
"hijo es quc no cs tan facil quc uno que ya csta mas gran c 

' - que se lcs mctcn aprendcr el inglcs como a ustedes quc son pequenos 
los idioma(sl mas rapido." 
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. tCIIPO quc pcnsar lm·i:o dif\t> "cstoy aprcndiendo." 
A vcccs yo " I • .. d . 
I I •'t•b· 111ucho porquc me , c,1:1 cs l)llC me CJaron t• JD:111 SC mo cs •• •• . , urea 

. 1 . 111. yo 110 pucd:1 porquc tu no las 1liccs h1cn y yo no la y c..·s tu <.:U p.t l l' , s 
1•scribo bicn." . 
• for 111, •• it's difficult because s0111et1111es_ /D,111/, more tba11 a11yone 

wit// /Dt1II/, it's J,,,rd for me because ~ometmres he,w,'.11/s me to speak 
more 10 bim ill £11g/is/J, sometmres 1/ s bard for me btem1se I ca111101 
prollormce tbose words, sometimes I tell /nm, 

"Ref,e,,t it ag,1i11 . ., , 
"But you ,rre not s11yi11g it well, you are saymg 1111otber word." 
"Okay so I c,m ,mswer it in Spanish." 
"Yes [\'.(om, /mt you also have to leam English." 
He ,;,as a11gry at first bl'C,111se be told me, ''It is 11ot my f1111/1 that 

you did 1101 /c,1m E11glisb bec,111se yo11 did not le11:11" (- .. /, 1111d I 
exf1/ai11ed to him a11d said, "S011. l 11111s 1101 bom III tins co1111try, / 
came to t/Jis country. being" mother to two of your brothers," tbe11 
sometimes f/Je responds/, "Go to school." 

"So11, it is 1101 as e.zsy for 011e who is older to learn Eng/isl, as it is 
for yo11 who <1re cbildre,r wbo get /<111g1111ge[s/ fllster." 

Sometimes I bllve to tl,i11k, tl,e11 I say, "l llm learning." {Da11/ was 
1,ery upset bec1111se he s,1id, "It's th,11 I have homework, 1111d it's your 
fault that I rn11't [do it}bernuse you don't say them well 1111d I don't 
write them well." 

Herc, we hear of how Dan chastises his mother for not learning English, 
critiquing her efforrs to speak English, and holding her responsible for his 
inability to complete homework. Paty tries to reason with him, explaining 
her late introduction to English and restating her efforts to learn as an adult. 
In this retelling, we sec how language policing evolves from systemic to in­
terpersonal practice: blaming the producing subject without acknowledging 
systemic barriers; associating linguistic practice with age, ability, and birth, 
place; blaming the parent for their inability to engage rather than recogniz­
ing how monolingual services create a barrier; and extending the child's 
inability to perform to the parent. Racism and pathology thus become 
commonplace-it hides in the derails and is enforced through relationships. 

DISCUSSION 

In this chapter, we used CDR to explore language policing in educational 
structures and how a mixed-status family that includes an EBLAD navigates 
those structures. La?guage policing occurs in schools through monoglossic 
a_nd rac1olmgu1st1c ideologies that converge in normative schooling prac­
t1ecs, such as standardized testing. Ultimately, categorizations of learners 
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ent language and special education services • 
~nd sul'.scqundcrstandings of bilingualism and language p. mfi~hools rely on 
• 11vc u I ro cicncy d I 
110011:1 . , policing. Languages 011er than English bcco h an _cad 
10 langud,i~~ '" raciali1.cd_ subjects, and bilingualism bccoin~c par_ ?10gizcd 

o ucH ,.. f I I I I d • cs pos1tmncd for pr for students u co or a ice as disabled in <level . • 
1 

as 
L,lc1t1 • h . oping ang 

a rr0 "' 111casurcd thruug standardized tcstin" (Chap 20• uage ' fidcncY u, . • • " • • arro, 17) 
rro I-based deficit pcrspccllvcs of language pcrmcat th. h • 

Schoo . 1 ,. .. f .1•.. , • . . ' c e ome, ex-
. di'vidual pat ho og1cs to :1m1 1es, cras111g their funds of k I Jing 1n J • . . . • now edge 

tell ,1 s ct al. 2006), an restnctmg their ability to act agcmiv ·I h 
(Gonia c ' d • d . . e y w en . , ,·omplcx an oppressive c uca11onal structures This w 'd viga11ng ~ k I d . • as cv1 ent 
na , xpcriencc; she was now e ~cable m her own right but 1 1 • p3ty s c . regu ar y 111 red structural harncrs. A CDR perspective offers an undc st d 
cncountc . . b' , I I . . r an -
. f how the pcrcc1v111g_ su 1ect s pat 1~ og1zmg of language is central to 
,ng1o • ,g linguistic practice and measurmg progression toward norm I 
cva ua111 I h • h'ld ' . . a cy, 

• "II effort ro acce crate I cir c I rcn s qualification as norm•I ac Thus, Ill " . . . . • " ross 
ability and nationality, parents hkc Paty mhal11t the role of language police 

form of parental engagement, actmg as good parents without under-
as a • I b • • d ding systemic structures t 1at arc emg impose on their family. The 
:~; 1 from Jangu_ag~ policed to languag? p~licing is critical ro understand­
. how the rac1ahzat1on and patholog1zanon that undocumented parents 
mg h d • I 1· • d . experience innuencc t cc. ucar_iona po 1c1cs an practices they support. In 
thcr words, to spare thc1r children ongoing racism and ablcism, parents 

;eek to perfect their EBLADs' linguistic practices to accomplish racial and 
able-bodied passing. 

Rather than subject their children to policing on the basis of race and 
immigration status, parents police their children's linguistic practices to 
cement their ability to pass as citizens. This desire to pass is not actually 
grounded in citizenship status, given that most of these children arc, in fact, 
citizens but rather in an effort to dcncct the ways in which non-English lin­
guistic practice is used as a proxy for undocumented status. Unfortuna1cly, 
this protective practice reinforces the very policing it aims ro avoid. 
Furthermore, within one family, bilingualism can serve as an ad\'antage for 
an able-bodied child, while being a potential risk for outing a disabled one. 
These dynamics reveal the complexity of discourses around immigration 
when considering the multitude of migrant categories, including refogees 
and asylum seekers, as compared to documented immigrants who arrive m 
the United States for work, marriage, school, and so forth; different careg?· 
rics evoke different treatment and policing practices (Crawley & Sklepans, 
2018). Ultimately a CDR perspective allows us to recognize how language 

b . ' . h'I I· • as a "rac1ahzed can e perceived as a harrier to access w I e a ,o serving 
signifier of cultural assimilation and immigrant worth• (Kibria & Becerra, 
2021, p. 11), no matter the migrant status. . • sub-

L b . • fi of the pcrce1 vmg 
. anguage policing thus highlights t e s1gm cance th h b'iect 
le h . •fi • d' 'd I but ra ert e su ct as t e umt of analysis, not as a spcc1 cm iv, ua 
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m • 
d ihcy perceive language prac1ices. For Cl( 

nn<itions the)' cmbo Y ads hat teachers tied deficit descriptions or st 
3
d111Plc, 

I -· I (?070) foun t . • r I u en,., Flores ct a. - - . . t,·onal categonza11ons o earners (e.g. EL .., 
- .. 10 ,nsntu . . , staiu 

langua!!C prac110e_s . c•11t) and schooling practtn·s (e.g., pcrforn1an s, 
• • mp·urm • • cc 

5nr,-ch-bn!?uai:c 1 • h bv usin" the bbcls and supposedly ob,·ect· 0n 
r . •n1s) I ere , " tve tes 

literacy asse~mc. <u~h descriptions. L.anf!uagc, th_crcforc, becomes 3 co t-
ing 10 ra11on.,J,zc • h 

10 
find disabili1y and rc1fy 1he pa1hologizac" 10r­

cv.isirc way for tcac ers ion of 
disabled swdcnis. 

CONCLUSION 

. !lows researchers to foreground how the whit 
A CDR pcrspccnve a . • f I . I c nor-

•. J" ICS ihc language pohcmg o mu ttp y marginalized 
manve gaze me ia d 1 • • h f siu. 

h ·h r nn strucmrcs an po 1c1es t at OCUS on SOrtinn 
dents 1hroug SC OO 

1 " . h J r J • " and . . • d rs In artcndmg 10 I e roe o anguage m racism 
ca1egonzmg sw en • . . r h 1 . . and 

I 
. si·Jcr ihc particulanncs o ow anguage-mmomized co 

ab e,sm, we con . I . • . rn-
. . ·nalizcd as well as ho" anf!uai:c 1s co-cons1ructed • h mumncs arc marg1 • , . I . I . Wu 

d. b·r· nd imminranc sta1us. This ana ys1s u 11matcly cmphas· race 1sa 1 11y, a " . . I • . • 1zes 
h 

'. . or •voiding rncklc-down soc,a 1usttec (Crenshaw 2019) t e importance ~ . . . , . , 
and instead centering multtply margmahzcd groups to extend the possibili-

ties or DisCrir. 

NOTES 

1. We use rhe term /ing11istically minoritiud s111de11ts of color 10 account fo 
the fact that even students of color who identify as users of English have their lin'. 
guistic practices discounrcd through dialectical caregorizations ofrcn driven by anti­
Blackness. 

2. Within language education, monoglossic ideologies "trear ... languages as 
separate and whole, and view ... languages as bounded autonomous systems" (Gar­
cia, 201 l, p. 7). 

J. We choose 10 foreground the voices of the participants in this manuscript. In 
a nod 10 Mendoza-Denton (2008), the body of rhc text includes participants' narra­
rives in rhe original language without rhc use of italics. English translarions can be 
found immediately afrcr in italics; in~text quotation translations arc italicized. 

4. The word mocha can be seen as an alrernativc to short or mangled. The 
translation of one definition is: "rhar ir docs not have rhe rip, rcrminarion, or finish 
that it would have to have due 10 its narure" (Oxford Dicrionary, n.d.). 

REFERENCES 

Annamma, S. A., Connor, D., & Ferri, B. (2013). Dis/ability crirical race studies 
(DisCrit): Theorizing at rhe intersecrions of race and dis/abiliry. Race Ethnicity 
and Ed11cation, 16(1), 1-31. 

Mocha: Language Policing and Pathologization 
perfect or 143 

(2009). High-srakes testing and discursive I ., \'/I .d . . contro • The • I 
, 0 \\. • Jard student t entitles. Multicultural P-•p• 

1
. • rr,p e bind for 

" • -sran • • '" <CIV,s 11(2) 6 
no" M-(20 l 7), Rcspcctab1hry & the qucsr for cirizcnsh· ' B • 5-71. 

1l:111ks, '\ SJ( I), 1-54. . . . . . ip. rookly11 l.aru Re-
111e11

;.. I) (2006). lnst11uttonaltz1ng mcquiry: Ableism . 
n "· • / 2 h ' raetsm and IDEA llcra!:1. • bi/it)' Studies Quarter)', 6(2). ttps://dsq-s<ls.org/arriclc/v 2004. 

n,sa F. A (Ed.). (2006). W/,o benefits from special d . •cw/6821859 r ngcr, •• • , ·td e 11ca110111 R d· , 1lran11 . c:) other peoples c/11 re11. Lawrence Erlbaum. • <1ne ratmg 
({iXIII, G ( 1986). /,eami11g disability: Social class a,rd th . 

earner, 1
1
•.
1 

·ill Anl<'rietm educatio11 (Vol. 18), Pracger e con,iruct,on of in-
eqr<a I Y d . • 

S E (2017). La11guage a11 the gentrifying city• A• th 
h rarro, • • . . . • " e nographic t d 

C 3 / 11110.,vay 1111111ers1011 program m a,r urba,r public , I . ' 11 Y 
o a I d • • U • ser100 (Publ1cat 

1 2213) JDocrora isscr1a11on, n1versiry of Penns)•lva • J p bl' ion No- . n1a . u icly Acccs 
·bl Penn l)isscrranons. • 

. .'r1 
:. M. (2015). Translanguaging wirhin the monolingual . 1 . 

c,oc· en, ' R I d . . spcc1a educauon 
classroom, Theory, esearc ,, a~ Actton m Urban Education, 4(!). 

.. r n· a M. (20 l 7). The mterscc11onal gap: How bilingual stud . h . 
c,oc· c • d f • I • . ems in t e United 

S res arc exclude rom me uston. lnternat,onal Jo11rna/ of 1 I . r, 
:a 906-9 l 9. nc US/Vt UlllC;J-

11011, 21(9), 
Cioc-Pcna, M. (20 l 8). "_Yo soy s11 Mama:" Latinx Mothers Raisi,rg &nergent Bilin-

1,a/s Labeled as D1s/Abled. C,ry Umvcrmy of New York, 

C. /Pena M. (2020). Planning inclusion: The need 10 formalize par• t I .. ,oc- , . . . . . ~n a panic1pa-
rion in md1v1dual education plans (and meerings). In The educational forum 
(Vol. 84, No. 4, pp. 377-390). Rourledgc. 

Cioi:-Pcna, M. _(2021 ). 3 dual language ~nd rhc erasure of emergent bilinguals la­
beled as d,sabl~d _(EBLADs): In N. Flores & A. Tseng (Eds.), Bi/i11g11a/ism for 
all? Racio/i11gu1st1C perspectrves on d11al language ed11catio11 (pp. 63-87). Mul­
tilingual Marrcrs. 

Crawley, H., & Skleparis'. D. (2018). Rcfu?ees, migrants, neither, both: Catego,ical 
fcrishism and the P?h11cs of_ bounding in Europe's "migrarion crisis.• Jo11mal of 
Ethnic a11d M1grat1011 Studies, 44(1), 48-64. 

Crenshaw, K. ( l 989). Dcmarginalizing rhc intcrsecrion of race and sex: A black 
feminist critique of amidiscriminarion doctrine, feminist theory and amiracist 
polirics. University of Chicago Legal Forum, 1989(1), 139-167. 

Crenshaw, K. (20 l 9). The marginalization of Harrier's daughters: Perpetual crisis, 
misdirected blame, and the enduring urgency of interscctionaliry. Kalfou, 6(1), 
7-23. 

Danforth, S., & Gabel, S. L. (Eds.). (2016). Vital q11estio11s facing disability st11dies 
i11 education (2nd ed.). Peter Lang. 

Delpit, L., & Dowdy, J. K. (Eds.). (2008). The skin that 1ue speak: Tho11ghts on 
language a11d c11/t11re i11 the classroom (2nd ed.). The New Press. 

Flores, N. (2020). From academic language 10 language architecture: Challenging 
raciolinguisric ideologies in research and pracrice. Theory i11to Practice, 59(1), 
22-3 l. http://doi.org/10.1080/00405841.2019. 166541 l 

Flores, N., Klcyn, T., & Menken, K. (2015). Looking holistically in a climate of 
partiality: ldcnrities of srudcnts labeled long-rerm English language learners. 
]01m1al of La11g11age, lde11tity & Ed11catio11, 14(2), 113-132. http://doi.org/10 
.1080/15348458.2015. l 019787 

Scanned with CamScanner 

https://digital-camscanner.onelink.me/P3GL/g26ffx3k


Dlscn
t [,pand,d Rev"berations. Ruptu,,s. and 

lnqw. 

M4 . . ~ 
t.: \I (2010). •Trchm,-ally on EL•, Th 

J & Ven<i;JS. • • • 11 h I • • rr~• 
fl 

N .. rt,uon~. ··_' . . ories in 3 duJ Jni;u:tl(< sc oo. TESOL Q '"'"<· 
OfT'. · ~o1111cu1>II< (JIC'j: '"'rtttl. 

110n ot rJ... L '7, 

H '), 6:~~H- 21)IS). UnJoing •rrrorriaten<:'" Ra_ciolmguistic i 
Flott<- 1'-, & Ros,,. JJ. _f. ri· in rd....-Jtion. /IJmml f.duc,llmn,1/ Rrr,; . d•ofo. 

~•n JnJ IJn~UJ~< "crsi <it' 8S(2J, 

149-171. 
1 1 ,JucJtion i11 the list century:,\ glo/,J/ p,-, 

G.Jr.i,. o. f1U 111-_B11n_cuJ 'P•ctn,,. 

John \\"1lr)' & ~nc'· & c\nunri. C. (EJ<-1-(!0061. fonds <>f know/ed, . 
. 1 '< ,1.-.II. L ·' • / L R g,. n,,.,, 

Gonz.J C', • •• • ·rs m l:nuschol.ls. co11rn11m~tu•s, _Jn1. < usrooms. outlt.."Ugt. 
n:_ mg pr,,-r,, I Ar I 111•UJ~< nn_ 111:v d,scoum·s across the ·~1,·s f 

. , )11)1 .\n.\\·Sl< •· ' ~ • 1 -: '. ~ 0 Sp 
Huh. F. \I. I-' • Jt,on.1/Jot1mJlo{the~ooologyofL,ni:11Jgr,2010(20>) 7 •er 

,nJ11me./nrrrn . ·t J'lllll0II ., ·24. 
hr!J':lid<'1.ori:l,.10

1
J· I.' le)· '1

1
,·0- 161 ·c..oiKtcptUJli,ing !Jni:uage learners· c ... . 

. . .\ K ~ J "'· J. - • • .1oc1oins • 
i;,blcr. . . .. h . onJ thclf cons,quel1'·es. The MoJ,•nr L.Jn1111,1ge J tr-

tution.11 mn Jntsms • OUl'Jta/, 

iOOtSll %-116. • • 
• n. \X' s 1101 I) o,~crYing 1mm1i:rants onJ i:ooJ advocar 

t.:,bria N & .,.ecru ••• - - • f . I d • •moth-
• •• 1 n,othcrs' 0 .-.,otiJtions o spe,.1a c u,--atmn systems for ch"ld 

ro· lmm1gr3n ~r, _ 1 rm 
_··h J t-,luic,. Socul rrobl,,,ns. 6S(3). 591--601. 

11
'" 1 c.'': i'0li). Thr ...-hool-10-rn<nn rirelinc: Disproponionarc impa~ 

;\la <It, -~- - EJ • d U b • " on 
vulncrahlc ch,IJrcn anJ ,Jol=cnts. uC.Jtwn Jn r Jn Socttty, 49(61, 

563-591. . 
MmJo1.a-D<nton. N. (20081. Homeg,rls: LJnguJge and culturJI practice among 

L..1tinJ yo1tth gJngs. BIJckwcll. 
Oseood. R. L flOl)()I. For ·ch,/Jren who r·Jry from the normal type": Special edu­

• c.:Jt,on in Bustor., 1838-/930. Galbudct Unl\·crsity Prcss. 
Oxford Univcrs:I\· Press. (n.d.l !\loch.I. Oxford English DictiOml'J'· 
Phuoni:, J. 12017). Dis.1hil11y JnJ lani:uage ideologies in education policy. Working 

rapm in F:J11cJtionJI Linguistics. 31( I). 4 7--66. 
Rics.,man. F. ( 1962). Th, ,ulturJ/ly deprir•ed chdd. Harper & Row. 
Rosa, J. D. (10161. S1andJrJi1.;11ion, raciali1.:i1ion, languagclessncss: Raciolinguisric 

idwlogics across communicati,·c contexts. ]01mwl of Linguistic Anthropology, 

26(2). 162-183. 
Rosa,J .. & Flores. N. (20171. Unsettling race and langua~c: Toward• raciolinguisric 

perspective. Lang11Jge in Society, 46(5), 621--647. 
Snyder, S. L., & !\lirchcll. D. T. (2006). C11/tural locations of disability. Univmity 

of Chicago Press. 
Solorzano, D. G., & Yosso, T. J. (200 I). Critical rocc and latCrit theory and 

method: Coun1er->1orytelling. lnternatio11al Joumal of Qualitative St11dir, in 
Educ.ition. /4(4), 471-495. 

Valc11, R. E. (I 9651. A formula for providing psychological services. Psychology in 
the Schools, 2(41, 326-329. 

Yu, B. (2016). Bilingualism as conceptualized and bilingualism as lived: A critiCII 
examina1ion of the monolingual sociali1.:i1ion of 3 child with autism in a bilin· 
gual family. ]011mal of Autism a11d Developmental Disorders, 46(2), 424-435. 

Part Ill 

MARGIN TO MARGIN 

Scanned with CamScanner 

https://digital-camscanner.onelink.me/P3GL/g26ffx3k



