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CHAPTER 8

perfect or Mocha: Language Policing
and Pathologization

Jennifer Phuong & Maria Cioé-Pefia

The subject of policing, particularly the policing of bodies in schools, is
prevalent in the minds of educators and parents (Malletr, 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 are 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 ableism and racism.

The introduction of Dis/ability Critical Race Theory (DisCrit) reframed
discussions of disability and race. Integrating core principles from inter-
sectionality (Crenshaw, 1989), Critical Race Theory (Solérzano & 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 construc-
tion of difference, DisCrit did not explicitly explore how language is used
both to pathologize minoritized communities and to celebrate the intellec-
tual and cultural capacity of majoritized communitics. ]

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

olinguistic ideologies, they:
highlight[ed] the racializing language ideologics fhmugh Wh.iChldiﬁerznt‘;ic;;::
ized bodies come to be constructed as engaging in aPPfopnat? Ylacan:trunion
guistic practices. Specifically, [they] argucld] that she illeigical o
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and e raciolinguistic ideologies that conflate certain racialized bodies &Y,
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:'e‘guistic deficiency unrelated to any objective linguistic practices, That i
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R ing in linguistic practi e CES
s linguistically deviant even when engaging g practices posit
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normative or innovative when produced by privileged white subjects, >, ISOTS

[they)

e co-construction of language and race to upholq
acy remains critical to this day. Yet, in focusiy
an the white normative gaze, Flores ang Rosg

a

lore how the focus on what is (and what i ﬂor)

The framing of th
entrenched in white suprem
on the white gaze rather th

missed an opportunity to expi . :
normal makes the categorization of deviant even possible.

In this chapter, we show how catcgo‘rimtion.s of studemsf based on lan.
guage are informed by ableism and racism, ultxmatel).' SErving as a poljc.
ing mechanism. Language thus becomes a color-evasive t?‘?‘ in so-calleq
objectively assessing and labeling students, as well as su'rvellhng ar}d polic.
ing populations in schools, such as sfudcms f::om immigrant families, e
examine language policing in educational pohcy .and practice and hoy
mixed-status family navigates such language policing. In doing so, we prest
ent the need to use frameworks that explicitly address the intersection of
race, disability, and language.

VQIUQS

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 are 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
artention to 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 ableism, particularly within immigrant communities. To ex-
tend Cioé-Pefia’s (2021) theoretical explorations, we focus on four DisCrit
tenets that we believe are the most apt for reimagining.

Tcnct 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

¢ or Mocho: Langu2ge Policing and Pathologization
Perfec -

¢m circulate interdependently, often in neutralized
uaphold notions of normalcy” (Annammg ¢t al 20]2nd
ways . discussions about normalcy must also cncom';vass : d’ p- 11), As
Jage posscssion, Ianguagc_pragti.ce, and immigration statu; ;i/]l::laround
ang®=  compassed by racism, it is important to par S. While these
ideals a1 for both race and abili parse out how languag
mes a proxy for i and ability, thus allowing poli 8
beco ke choices about a student’s abjlj licymakers ang
tors to MAKRE CHE -~ ; s ability by perceivin )
cducfil J deviant linguistic practice as a racially neutral 5 Eaneae
so-calle n when interlocutors share overlapping | o> CosmENT of bil-
iy, Thus, eve ; Pping language practices, ¢
v ion of the speaker mediates the assessment of idi i
racialiZat0% he outcome of which i ©f the validity o thei
lingUiStic practices, [h e which is used to neutrally enforce a pa-
hology- Therefore, the linguistic practices of emergent bilinguals labeled a5
disabled (EBLADs) are often discounted (c.g,, bilingual education is often
do scribed as confufmg for thcs_c sfudcnt§) regardless of their actual linguistic
ractices (Ciog-Pefia, 2020). Similarly, ideas around normalcy are also tied
{0 immigration status—enacting labels s ways to create in-group distinc-
tions, establishing legitimacy by decrecnf\g right and wrong ways of immi-
rating and right and wrong places to immigrate from. Thus, discussions
~bout immigrants as public charges are not just about racism and ability but
also classism and lmguxcxsm—wu_h‘ linguistic practices and linguistic abil ity
often being used as markers for citizenship and belongingness.
Considerations around language and immigration status also fir with
tenet two: “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 are
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 rescarch”
(Annamma et al., 2013, p. 11); this must then include those who are users
of minoritized languages as well as those who are deemed to be (un)docu-
mented 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 togcther.to
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 to an inhabitant or resident, given the resurgence
of white nationalism around the world, most laypeople often associate

and ablei invisible
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citizenship, alongside lingu.ist\ic p.racticc, with concepts of narj
belonging (Banks, 20175 ro-l‘cna, 2015). Ir l'S'thuS critical ¢
plicit how ableism and racism arc used to deny citizens of righes
citizenship and humanity to certain pOPUI'-““_)"S- Linguistical]
people of color with disabilities arc often discounted as righefy] citg
placing parameters on the supports they have access to, thus "’:infozc.
ideas of who belongs and who doesn’t, alongside ideas of whose bog; ICing
linguistic practices are valued. s and
We now turn to exploring how DisCrit can help to strengthen 4 ra
linguistic perspective, examining Rosa and Flores's (2017) cOnchu'?l?m
tion of a percciving subject, as well as focusing on two componcnts( l?-
raciolinguistic perspective. Building on their previous conccptualiznriOnOIa
white listening subject, Rosa and Flores (2017) shift to “racially hc‘gem: b
perceiving subjects more broadly that are oriented to spoken langua ni¢
well as other modes of communication and semiotic forms™ (pp. 6275‘:2?
emphasis added). This perceiving subject includes “various nonspoken 4 é
nonlinguistic signs,” as well as “literacy practices, physical features bodl':]
comportment, and sarrorial style™ (p. 629). Even though a Perce:'yi’ng sub’:
fect can avo:-d audist orientations toward language by decentering listenin
it dichotomizes spoken and unspoken language at the expense of sj negd,
languages. Stronger theorization of the perceiving subject vis-a-vis a progduc-

ing rather than speaking subject should trouble assumpti
&l o mptions of language

V(‘nESS angd
0 make ox-
and to dg,

M minoritizcd

. Both frameworks offer insights into using intersectionality as an ana-
Iytical tool. In eschewing additive approaches to intersectionality, Rosa ad
Flores (2917) argue that “a raciolinguistic perspective can contril;utc toan
(cicrstandl_r?gs.of the ways tbat categories are intersectionally assembled aul:]d
aﬁz:\;:::.:zlr;::kl’);licozopstntgted’j (p- 635). Therefore, rather than simply
iy \v(w; : gc - é lmr}l:lgratlon‘status as an identity or social category
i an:] fanend to how ableism :md‘ racism simultancously operate
b undo,cumemed i E] anguage and Efow this relates to the pathologization

We thus need Di;ﬂ(lzgf'il? e Pﬂrfff-tular.
guistic perspective: re il:: o fhe third component of 1 raciolt
g a ﬁ]i Enta{:on of racial and linguistic categorics. Rosa
“iiwolve asking howgang :v Eroccss_cs of raciolinguistic enregisterment that
el o oo y part:clular lmggistic forms are construed as
s et pr categories land vice versa, in what historical,
contexts, and with what institutional and interper-

sonal consequences” 63
; . 634). ;
the delegitimization (p- 634). We need to understand ableism to understand

delegitimization of :f.lang'-‘agc practices of immigrants of color and the
guists have lon Dth:: el personhood (Rosa, 2016). Even though sociolin-
& theorized and promoted linguistic diversity, we must be

ariation is often used as an indicator of dis-
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the cducation of'chlldrcl} vwfho grow up ip multilingual families (Yy
2016)s language vvanan;)g_w:'l;_m the bpundancs of named languages als<;
eads 1O ciasmﬁcanonlo : .15-;' thity, Palt'lﬂﬂfigrly for students of color (Cio-
pefia, 2017). btudc'nts o L? or C(]mm:j ‘w1r their bilingualism being quali-
fied a8 nonacadcn}l& semilingual, ﬂﬂf SOI{Orth and also see their language
proficiericy C_"”L'd m:) q‘uc;lt = c; 8; Oor those who are positioned as mono-
jingual English speakers (Flores, ). ‘

We, therefore, need to co_nmdcr the white normative gaze to understand
and uncover the role of :fl)ic.mm as a mechanism of power. Only taking on
2 raciolinguistic perspective ignores how.ablcism operates, namely through
the marginalization pf students who .d'cwatc from the norm of a white, cis-
gender, male, statistically average ability, English-speaking child in school.
Language thus becomes medicalized and pathologized in ways that under-
gird the oppression of EBLADs.

A CDR perspective offers a centralized focus on the experiences of lin-
guistically minoritized people of color labeled as disabled. This perspective
also acknowledges how the evaluation of linguistic practice functions as a
flashpoint for both racism and ableism and as a process for reproducing
and enforcing the white normative gaze. While DisCrit and raciolinguistic
perspectives both aim to shed light on the subversive ways that evaluation,
pathologization, and intervention function as tools of oppression, a CDR
perspective centers that process on how language practices are manipulated
to serve as indications of a disability, a responsc to a disability, and a barrier
to inclusion through assimilation, regardless of whether a classification of
disability is present or not (Ciog-Pefia, 2020). As such, a CDR perspective
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, and disability. It is also a way to
ensure that both frameworks are as inclusive as their originators intended
them to be without creating opportunities for subgroup othering or erasure.
Thus, a CDR perspective is not a replacement but rather an explicit and nec-
essary integration of the two theories. This theoretical and analytical move
pushes us to adequately respond rather than further contribute to existing

intersectional gaps (Cio¢-Pena, 2017).

METHODS
We examine the nexws of the co-constitution of racism and ableism in and
through language in educational policies and practices at two scales: lan-
Buage cducation policies that shape the pathologization of EBLADs and
their language practices and an cthnographic case study of how an um.!.O..Cu'
mented mother of EBLADs navigated those educational language P°|‘“°fj
Examining this phenomenon along multiple scales allows us to understan
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d and dJynamic nature of_ rcl?rio,jlshlps among discoy.
" of social organization” (Hult, 2010, p. 14),

We begin by taking a COR. perspestive Bp lose categor
cudents and the basis for such categorizations to understand the ). .
;I:d the patholngization of.l:mguagc Pfﬂcmk‘-‘*‘ﬂ?f OUI‘.‘.h 3b|'(.‘lsm and racgng
More specifically, we examine how Inngu_agc 1. c.onc_c.ptualnz.c d th"’“Rh ;

; 1o disability, the category of disability with the highegy ;- - SPe.
cific learning disability, lish L L BIest ingjy,
in the United States; Long Term Er:g i mxgmlgtj c‘arng 7 (LTE LL) q
egory of language learner that relies on enduring assumptions aroy,
and language proficiencys and the role of standardized assessmen; i the
learner classifications. In doing s0, we show hov{ language is yseq . p:rc
petuate normative afld oppressive _wnccpt‘uﬂhmnons of ability, a5 well 3
monoglossic ideologies that prioritize English (Flores ct al., 2015),

These insights serve as the context for a £ase study, which s
larger rescarch project centered on \lhc Enmhcrmg experiences of Spanigh.
speaking mothers of EBLADS (Ciog-Pedia, 2018). The study consisteq of
two phases. During the first phase, all 10 participants engaged in tWo face.
to-face qualitative, narrative interviews. At the end of the first phase, ¢y,
of the participants were invited to take part in ethnographic case studice
based on their demographics, their children’s educational placemens, an;
their engagement and interests in phase one. These case studies wcr,c the
basis of the second phase of the study. As part of the case studics, partici-
pants engaged in additional interviews and home observations and offered
up artifacts relating to their or their children’s experiences, The dara 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 QE
the mothers’ testimonios using inductive _codcs (e.g., language, disabiliry,
schoo_l, anfi mo_thcrhood] 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
Y g S A N
ey s Y : ns present. rot{ghout, we demon-

CDR perspective can foreground the interconnectedness
of race, language, disability, and immigration.

. ; se
“the flui Procegg,

across dimensions O |
1Zationg

Nice
cat.
nd “biiity

part of a

FINDINGS

We start with examining educational policy and practices to explore how

racism and ableism contribute to language policing, namely through catego-

rizations of students and the standardized testing that undergirds such cat-

c%orlila.;nons.. We then turn to a case study of how an undocumented mother

Eo;co:lj:rl;}ﬁ a dlsab}|1ry navigates language and education to demonstrate
¥ negotiates such language policing.

VvV
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{anguage policing at Schocl
a

among language, race, and disability become cemented within educ
4] structures. Disability classifications function to regiment and cqregey
disability and linguistic practic, taking up linguistic pract; .l
of normative versus deviant behavior. This can lcadpm d,ic;?]?n
,_.;.[cgofiz“[i”.ns and thcl.r‘c‘:;lf_orccr(r;cm of those categorizations, Thﬁs, 1“12
guistic practices are police in (;_r"cr to cement |d?as of normalcy. In this
B e examine language poliing mechanisms i cducaron,speciclly
() the specific learning disability (SLD) clgssnﬁf:anon; (b) the Long-Term
English Language Learner (LTELL) classification; and (c) standardized
ssments.
“Ssc;n the 1960s, learning disability and cultural deprivation were two dis-
ability classifications used to dcscri.be students who supposedly struggled
2 ith abstract reasoning, object sorting asscssments, and language deficien-
cies (Carrier, 1986). Howcvcr, !earmng disability was the explanation given
for behaviors of white, monglmgual, English-speaking, middle-class, U.S.-
born students who were consnder‘cd the norm, and cultural deprivation was
the explanation given for behaviors of students who deviated from those
porms, such as students of color, students with a lower socioeconomic sta-
tus, immigrant students, and rural students (Riessman, 1962; Snyder &
Mitchell, 2006). Therefore, these categories of disability emerged to explain
individual failure within educational institutions rather than examining the

Ties
tion:
fize b()[h
indicator

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 (SLD);
however, the definition is embedded in color-evasive federal legislation that
continues to perpetuate racism and ableism (Beratan, 2006). SLD is the cat-
egory of disability with the highest incidence in public schools, with Black,
Indigenous, and Latinx students overrepresented. Furthermore, these stu-
dents are 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 (§§ 2657-2658)

Here, language is used to reinforce both white supremacy and ableism, ne-
cessitating the lens of the white normative gaze to unpack how imperfection
is attributed to individuals’ language practices. Phuong (2017) highlighted
the ties between the individualization and the pathologization of disability
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al education structures as part of the White
A jon i -cal : 8
e bject; the unspoken assumptlonxls ;}]m $0-C: dhl::' normal apg ably.
i (’J n;s use language perfectly. As Flores and Rosa (2015) ighg|
bodied stu cnsi Jer how we perceive the languuic practices of styge
; col < - ;
ask us [‘fs also important t0 consider how rhchw 1tc]n|ormanve Baze ey,
1 B ¥ B . N
color, it aee practices as (im)perfect, rather than solely as the whie, gaze
arcs_l[?guiii P ation of English over other languages also contribyeg
h E .‘;ﬂon of monoglossic ideologies that pathologize Imperfect lan
1hic - . : . 5
the rel actices that deviate from some _m}agmcdvnorm. Monoglomc ide.
guage .P o intertwined with raciolinguistic 1dco}og1es that Itjad 0 normygiy
F,Ioglehf“ :lucncy and language proficiency mediated by racism ang ableigp,
ideas o i A categorize learners. Flores et al.. (2015) arguE thyy
t;arl‘?O:! mi,mh,,g,mlism allows schooling systems to reify white Monolip
idealizec 4 i - i
:;Iism as an ideal, leading t0 the creation of !abcls hkc_ LTELL. Iy New
i’irk LTELLs are students who are educated in the United States fo; e
g 3 tery of standardiz
Jeast 7 years and annually do not pass a bartery ed assess

ments
that purport to objective

and language within spec

ly measure a student’s English language proficien
thereby leaving them with the LTELL la‘bcl. Fl(.m:s et '1l (21-5)‘exp|ain tha;
this label relies on discourses of academic apd_lmgmsnu pa malu.y d_m posi-
tions LTELLs in a constant state of remedmnon,‘such that their llpguistic
practices in any language variety are scen as deﬁcxen.t. Such categorizationg
rely on both white supremacist and normative framings of'lang.u:fge profi-
ciency that cannot be separated from ableism. LTELL‘s.and linguistically m.
noritized students of color, in general, are often positioned 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 this 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 to ed-
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 language use. This way, through standardized testing, language, race,
and disability 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 heteroglossic lens (Garcia,

ents of

vor M ocha: Language Policing and Pathologization .
ndards-based rcforms and testing rel
that lead t© dcﬁF it-o:ent_cd vmys ot t hose same ]a"g"aEC Practices,
gies ) ssic ideologics thus intertwine with ableism and racism ro cre-
Monoggiculﬂr categorics of Ic:m?ers that deviate from some standard (Ay
hich is Pﬂf“f'”Y dcrermmcq thfough assessment (Kibler & Valdés:
This is reflective of the medicalization and the individualization of
016)_}[ race, and language, which converge as part of the language polic-
: ab; L,{:locumc"":d immigrants. Ultimately, rigidity in conceptualizations
ouistic boundaries and ngﬁclcn_cy reveal how monoglossic ideologies
of lmgﬁdt_o,ientcd views of bilingualism contribute to constructions of djs-
anf]]"[]e. We use a case sFudy to demonstrat.e how educational mechanisms of
;br:;ufigc policing manifest in home practices.

2011} sta ¥ On monoglossic ideglq.

ate p:ll'
2009): w

ing ©

Language Policing at Home?
This case study highlights h(?w these structural policies eventually filter into
siid through families, featuring the perspective pf one {no(her to underscore
he different ways that language can function in relation to disability, citi-
’ ship. and class within the same household. At the time, Paty’s social
zcnitiol':i“g was that of an undocumented Mexican national living in the
g{’;md States with two of her four children: Dan, a Sth-grader EBLAD in an
English-only inclusive class, and Tanya, a 4th-grade emergent bilingual stu-
dent in a dual-language class. To undersrand 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 sentia impotente porque no podia ayudar a mi hijo, él no podia
hablar. £l no més pedia leche, “Mmhm, mmhm.” Le decia, “bcc_he”
y él me decia “Le.” Algo asi corto. [...] Y naz mas empezaba sefias, o
llorar, y eso era como una impotencia para mi. .

I felt powerless because I couldn’t belp my son, he couldn’t speak.
He just asked for milk, “Mmbm, mmbm.” I said, “milk,” m_rd bhe
said, “me.” Something like that, short. [. . .] And then he'd just start
signaling, or cry, and that was like impotence for me.

In this brief vignerte, oral language or a lack thercof was u_sed to S|gnall a
problem and resulted in Paty feeling powerless as a mother. SJmulta.ncm:js Y,
other forms of communication like signaling or crying were not vicwed as
forms of communication, thus reinforcing our need to reinterpret language
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icati aty then continued to discys
as more than oral communication. Paty —— .
fiest started fo notice iMprovements:

Cuando él empezé airala escuela, ¢l empezé a hacer mucl?ols
cambios, tanto como aqui en ]J. casa como en la c§cucla. Légico que
ol todas las clases las daban en mg]cvs. Pero ¢l podia ya PronunCiarme
las cosas, Ya puds decia [inglés] ‘“Mlll-:‘, water mommy, juice mommy,»
Légico, mochas* md.lvi;, pero ya podia.

When be started going to school, be lwgmz to make many changes
both bere at home and at school. It was logical that a.” classes were
taught in English. But be could already pronounce things for me, He
o as saying [English], “Milk, water mommy, juice momnry, " Logi, cal,
still mangled, but be could [communicate].

In this retelling, Paty frames her child’s gro“:th around his ability ¢,
clearly communicate his needs in English. Despite the l?ouschold being
Spanish-dominant, Paty’s son received English-only services. Here, Paty
frames English differently from Spanish—while linguistic approximation
was filtered through a lens of “corto™ and by extension deficient, the brey.
ity of Dan’s English discourse was held to different standards. She discusses
his changes and provides examples of his expanded vocabulary, framing
his English development as growth despite concluding that the words were
still mockha. Here, we see the beginnings of dichotomous positioning of each
language: Spanish signaled a disability while English signaled growth and
proximity to normal.

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

Although Dan’s linguistic practices are evaluated through frames of nor-
malcy, Tanya’s linguistic practices yield common tropes that relate English
to power and privilege and Spanish to inferiority and othering.

Paty: Yo le digo a Tanya, [. . .] “cuando ti seas grande y ya doctora,
¥ sigas en este pais, y no hay quien te limpie tu casa, y vienc una
sefiora, y te habla espaiiol, ti le puedes decir las cosas en espafiol. Tii
le puedas decir las cosas en espafiol. Que no seas racista,” le digo.
“Porque ti eres mexicana. El titulo de que nada mds porque naciste en
este pais, pero tid vienes de padres mexicanos.” Porque Dan una vez
me dijo—., bueno varias veces me dijo, “Pero yo no soy mexicano. Yo
SOy americano.”

I say to Tanya, [. . .] “when you are big and a doctor, and you
are still in this country, and there is no one to clean your house, and
a lad}i comes and speaks Spanish to you, you can tell her things in
E%i:::s.e}’ou can tell bfar things :‘n. Spanish’. Pon’t be racist,” I say.

you are Mexican. The title, that's just because you were born

Sy
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conntry, but you come from Mexican parents.” g

ce said 10 nie—well, several times he said, “Bup Py ,
1 S
I'm Americat

in this ecause Dan

ot Mexican,

[ this passages Paty—who worksasa dca'?i"g_lﬂd)' for English
ers—frames language around communication—not 1 ¢q
cm[’l"hycr family or her patients but rather with the lady who
. As such, English is associated with a higher level of education, a
|1ou;.:.i0l1’ and superior status, while Spanish is associated with d()meq,[ic
o I:b:nd subjugation. Additionally, Paty ends by saying “Dan’t be 4 e
w:) 3 “‘rhich reflects the idea that those who do not use a common language

,Z’Communicatc with others have a perspective that is inherently grounded
t

in white supremacy. | | '

Conversely, I’n‘ty uses language to reinforce her children’s ethnic identi-
tes to them. Spams.h, thlcrcfo.rc, becom‘{S synonymous wiEh working-class
Mexicans and English thh elite, yet racist, Americans. This susitorig ot
language is ROt £EPTESCR S e of Paty’s ﬂa“{s a3 mut'l.‘ as thc)f are indicative
of how the language ideologies of the perceiving subject are imposed upon,
consumed, and adopted by the producmgﬁub;t‘t‘t_. Eventually, they become
not only subject to but also enforce these ideologies.

-speaking
MmMmunicate
cleans her

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 idcological enforc-
ers. Here, Paty recounts a common exchange with Dan in which he both
urges her to learn English and faults her for not being fluent:

Para mi dificil porque a veces a [Dan], mds que a nadie con [Dan}, me
cuesta porque a veces él quiere que yo le hable mas en inglés, a veces
me cuesta porque yo no puedo pronunciar esas palabras, a veces le
digo

“vuélvemela a repetir”

“pero es que tu no la estés diciendo bien, tu estds diciendo otra
palabra,”

“okay entonces yo te la puedo contestar en espaiiol”

“si mamd pero tu también tienes que aprender inglés™

El se enojaba al principio porque me decia “es que 1o ¢s mi culpa
que tu no hayas aprendido inglés, porque no aprendiste ' [...]yyo
le explicaba y le decia “hijo yo no nacf en este pais, yo vine grandc.a
este pais, siendo ya mami de dos de tus hermanos,” entonces a VCes
[responde] “pues vete a una escuela” .

“hijo, es que no es tan Ficil que uno que ya esta m
aprender el inglés como a ustedes que son pequenos qu
los idioma[s] mas rapido.”

is grande
e se les meten
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A veces yo tengo que pensar luego ‘Iigf’ :"'s"’y “Prc"difndo."
[Dan] se molestaba mucho porque me d“‘-‘“‘l c‘d‘ll“mt dejaron tarey
y s tu culpa que yo no pueda porque tu no las dices bieny yo no ins
eseribo bien.” '

For e, it’s difficult because sometimes {Dan|, more than anyone
with [Dan), it’s bard for me because sometimes he wants me 1o speak
more to him in English, sonetines it’s hard for me becanse I canygy
pronounce those words, sometimes I tell him,

“Repeat it again.” )

“But you are not saying it well, you are saying another word,»

“Okay, so I can answer it in Spanish.”

“Yes, Mom, but you also have to learn English.”

He was angry at first becanse be told me, "1t is not my fault the,
you did not learn English because you did not learn” |[. . .}, and |
explained to bim and said, “Son, I was not born in this country, |
came to this country, being a mother to two of your brothers,” they,
sometimes [be responds], “Go to school.”

“Son, it is not as easy for one who is older to learn English as it j
for you twho are children who get languagels] faster.”

Sometimes | have to think, then I say, “1am learning.” | Dan] was
very upset because he said, “It’s that I have homework, and it’s your
fanlt that I can’t [do it]because you don’t say them well and 1 don’t
write them well.”

Here, we hear of how Dan chastises his mother for not learning English
critiquing her efforts to speak English, and holding her responsible for hi;
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 sce 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 details 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. Language policing occurs in schools through monoglossic
a‘nd raciolinguistic ideologies that converge in normative schooling prac-
tices, such as standardized testing, Ultimately, categorizations of learners
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ent language and 'spccial education seryice
derstandings of bilingualism ang language
. policing. Languages other than English b
A racialized subjects, and bilingualism becomes pogiy;
blem for students of color labeled as disabled in devele - Ilnncd as
g rf’_f Tu-‘)’ as measured through standardized testing ((;hﬂpllrrghzgnguagc
P""h;clﬁool-bascd deficit pcrspCCtIVCS'Qf lﬂ"ﬂll?gc pcrmcatc‘ thc’hm:nz).e :
S 0 dividual pathologies to .famlhcs, crasing their funds of I, X
rcndlf‘g]cs et al., 2006), and restricting their ability to act apensi n-?w e
(]o_nl-ﬂting complex and oppressive educational structures, T;i: \i,"u y \yhcn
pa\[/,lﬂ:' s experience; she was knowledgeable in her own right 'bmﬂrscc,wldcrln
in Pa fﬂcrcd structurz.ll .bnrrierls. A, CDR perspective offers an undcfsl:aanrd)i
ing of how }hc p?‘fft‘l‘”“g. ?Ublcjt s r"a'*\(?loszrtlng of _E:mgu:lgc is central to
cvaluating linguistic p_rfl?"w anh 'mcafxurmg‘ progression toward normaley,
Thus, inan Cff‘{ﬂ to acce erate their chlldr'cn s q_uallﬁcatmn as normal across
ability and nationality, parents like Paty inhabit the role of language police
25 a form of pa::cntal engagement, acting as good parents without under-
standing systemic structures that are being imposed on their family. The
shift from language policed to language policing is critical to understand-
ing how the racialization and }?athologlfnlnon that undocumented parents
experience influence the c(?ucat.lona[ policics and practices they support, In
other words, to spare their children ongoing racism and ableism, parents
seek 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 are, in fact,
citizens but rather in an effort to deflect the ways in which non-English lin-
guistic practice is used as a proxy for undocumented status. Unfortunately,
this protective practice reinforces the very policing it aims to avoid.
Furthermore, within onc family, bilingualism can serve as an advantage for
an able-bodied child, while being a potential risk for outing a disabled onc.
These dynamics reveal the complexity of discourses around immigration
when considering the multitude of migrant categorics, including refugecs
and asylum seckers, as compared to documented immigrants who arrive in
the United States for work, marriage, school, and so forth; different catego-
ties evoke different trcatment and policing practices (Crawley & Skleparis,
2018). Ultimately, a CDR perspective allows us to recognize how language
can be perceived as a barrier to access while also scrving as a “racialized
significr of cultural assimilation and immigrant worth” (Kibria & Becerra,
2021, p. 11), no matter the migrant status. g bt
. Language policing thus highlights the significance of the PCIC"}':""glf.m
lect as the unit of analysis, not as a specific individual but rather the sub)

bseqy S in sch
su oals rely op

proficiency ang lead
ccome patholopizeq

encou
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they perceive language practices. Fop exa

reachers tied deficit descriptions of gy, (;“P e,
| categorizations of learners (e.g., EL Stenu‘
1) and schooling practices (¢.g., perf, g caem%
y using the labels and supposedly Objective on
ons. Language, therefore, becomeg s st
disability and reify the P“h“logizaﬁo{:‘ Orf

embody 25
o Ih’;gozm found that

cs [0 institutiona

positio

Flores et al. (2¢
actic

Janguage practices O TR

specch-language |mpturmut1‘

iilcmcy assessments), }:hjr:c i

i jonalize such d¢

ing to rationd ;

cvisi\'c way for teachers to find

disabled students.

CONCLUSION

A CDR perspective allows researchers to fore;zrouln‘d lhow ths White o,

e gaze mediates the language P‘)hcmg. ot multiply marginalizeq stu.
mative hg h schooling structures and policies that focus on sorting apg
dents r_;it:‘uilstu dents. In attending to the role of [anguagc_ in racism and
c.'lx’z]cgort 'ws consider the particularitics of how lungl_mgommoritizcd com.
;ui];?:; are m.nrgina!izcd. as well as how‘ Isnpl;-jgtt xslc_o—constructed with
race, disability, and immigrant status. T.hls a?ill}?. - ‘.‘_“mmdy €Mphasize
the importance of :n'oidm_g mcklc—tio“.n socia ]I.fhfl(.(.‘ (Crcnshaw, 2019)
and instead centering multiply marginalized groups to extend the Possibi;.

ties of DisCrit.
NOTES

1. We use the term linguistically minoritized students of color to account for
the fact that even students of color who iantify as users :nf English have their [jy.
guistic practices discounted through dialectical categorizations often driven by anti-
Blackness.

2. Within language education, monoglossic ideologies “treat . . . languages 55
separate and whole, and view . . . languages as bounded autonomous systems” (Gar-
cia, 2011, p. 7).

3. We choose to foreground the voices of the participants in this manuscript. In
a nod to Mendoza-Denton (2008), the body of the text includes participants’ narra-
tives in the original language without the use of italics. English translations can be
found immediately after in italics; in-text quotation translations are italicized.

4. The word mocha can be scen as an alternative to short or mangled. The
translation of one definition is: “that it does not have the tip, termination, or finish
that it would have to have due to its nature” (Oxford Dictionary, n.d.).
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