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a b s t r a c t

A major assumption of critical applied linguistics has been that changing the language
attitudes of individual teachers will lead to the development of more linguistically
responsive classrooms. Yet, despite decades of such efforts, linguistically responsive
classrooms remain the exception rather than the norm. As an explanation for this lack of
progress, we propose a raciolinguistic chronotope perspective that brings attention to the
broader socio-historical processes that shape the institutional listening subject position
teachers inhabit in relation to their students. We apply this raciolinguistic chronotope
perspective to classroom interactions collected as part of a multi-year ethnographic study
of a bilingual charter school. We end with implications of this raciolinguistic chronotope
perspective for re-conceptualizing interventions focused on developing linguistically
responsive classrooms.

� 2018 Elsevier Ltd. All rights reserved.
Amajor project of critical applied linguistics has been to work with teachers to challenge dominant language ideologies in
the hope that changes in teachers’ attitudes toward minoritized language practices would lead to changes in their teaching
practices (Charity-Hudley and Mallinson, 2014; García, 2017; Haddix, 2008; Heath, 1983; Labov, 2001; Lucas and Villegas,
2013). Yet, despite decades of such work with teachers, the types of linguistically responsive classrooms critical applied
linguists seek to promote continue to be the exception rather than the norm. In this article we offer an explanation for why
critical applied linguists have not had the systematic impact on mainstream schooling that many of us had hoped for. In
particular, we challenge a major assumption at the core of this workdthat changing the language attitudes of individual
teachers will lead to the fundamental transformation of schooling. Specifically, we point to the ways that raciolinguistic
ideologies (Flores and Rosa, 2015) that circulate in the broader society connect racialized communities with particular lin-
guistic models of personhood (Wortham et al., 2009) that describe them as linguistically deficient and in need of remediation
because of supposed verbal deprivation (Bereiter and Engelmann,1966), aword gap (Hart and Risley,1995), or other linguistic
deficiencies (Valencia, 2010). This model of personhood shapes how the language practices of these communities are heard
and taken up by their interlocutors. In schools this can come in the form of teachers correcting racialized students for
engaging in language practices that are unmarked when used by white students (Alim, 2007), schools treating the bilin-
gualism of racialized students as a liability that needs remediation while treating the bilingualism of white students as an
asset (Valdés, 1997), or teachers celebrating rhetorical styles that deviate from conventions for published white authors while
f this article.
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correcting similar deviations in thewriting of their racialized students (Lu,1994). In all of these examples, particular linguistic
models of personhood lead to processes of raciolinguistic enregisterment that position the language practices of racialized
subjects as deficient simply because they are uttered by a racialized body (Rosa, 2018).

In this article we elaborate on the ways that a raciolinguistic perspective in education complicates efforts to develop
linguistically responsive classrooms. This raciolinguistic perspective shifts the focus of inquiry from the language
practices of the racialized speaking subject position inhabited by the students toward the listening practices of the
institutional listening subject position inhabited by teachers. We propose raciolinguistic chronotopes (Rosa, 2016) that
co-construct race and language in ways that produce particular relationships between the past, present, and future, as a
point of entry for understanding the formation of this institutional listening subject position. We begin by describing the
historical context that has shaped the contemporary raciolinguistic ideologies that impact the Latinx community, with a
particular focus on two raciolinguistic chronotopes. The first is the raciolinguistic chronotope of resistance that positions
Spanish as an integral component of the past, present and future of the Latinx community. It is activism associated with
this chronotope of resistance that led to the emergence of bilingual education within the Latinx community. The idea
undergirding activism surrounding bilingual education has been that it will help Latinxs connect with their heritage as
Spanish speakers while affirming their contemporary bilingual language practices in the hopes of leading them to a
future where they pass on their bilingualism to their children. The second is the raciolinguistic chronotope of anxiety
that positions Spanish as the past and English as the future of the Latinx community. This disconnect between the past
and the future leads to anxiety in the present with efforts to eradicate Spanish often coupled with efforts to impose
Standardized American English. This anxiety has shaped the invasive educational interventions that Latinx children have
endured in U.S. schools (Rosa, 2016).

While these raciolinguistic chronotopes are in many ways fundamentally opposed to one another, we examine the
complex interrelationship between them in producing the institutional listening subject position inhabited by teachers in
a bilingual school in Philadelphia that serves a primarily Latinx student population. We first examine the impact of the
raciolinguistic chronotope of resistance on the school culture and language practices of the school. We illustrate how the
institutional listening subject position inhabited by teachers that leads to their affirming the bilingualism of the primarily
Latinx students who attend the school reflects the types of linguistically responsive approaches that critical applied
linguists have been advocating for decades. We then shift our focus to the impact of the raciolinguistic chronotope of
anxiety on the institutional listening subject position inhabited by the teachers. This raciolinguistic chronotope of anxiety
connects the policing of particular linguistic tokens uttered by Latinx students in these classrooms to broader histories of
raciolinguistic policing. We juxtapose this raciolinguistic policing with contemporary analysis of the ways that the same
linguistic tokens are taken up differently when uttered by more privileged speakers both inside the school and beyond.
We use these examples to argue that interventions focused solely on changing teachers’ language attitudes obscures the
ways that both the affirmation and policing of Latinx students’ language practices are produced by a range of socio-
historical processes that shape the institutional listening subject position that teachers are able to inhabit often in
spite of their individual attitudes. We end with implications for efforts to develop more linguistically responsive
classrooms.

1. Raciolinguistic chronotopes and the education of Latinx students

As described by the philosopher of language Mikhail Bakhtin, chronotopes are the ways that time and space relate to one
another through discourse (Bakhtin, 1981). Extending this definition, linguistic anthropologists have theorized cultural
chronotopes as describing space-time configurations associated with particular cultural contexts and with particular models
of personhood (Agha, 2007). People often use these cultural chronotopes to make sense of their lived experience and to
negotiate meaning with one another (Blanton, 2011). For example, Dick (2010) describes a space-time tension in the nar-
ratives of Mexicans about the possibility of immigrating to the US. On the one hand, her informants described immigration to
the US using a future-oriented framework of “getting ahead” that associates Mexico with backwardness. On the other hand,
informants also used a past-oriented framework that depicted Mexican traditions as morally superior because of its family
values and quality of life. She documents the ways that her informants used both of these cultural chronotopes to position
themselves in relation to the decision to immigrant or to remain in their hometown.

Rosa (2016) adds a raciolinguistic perspective to cultural chronotopes by documenting the ways that dominant media
presentations “are constrained by the notion that Latinas/os are a population of future rather than present significance” (Rosa,
2016,116). In particular, dominantmedia representations connect Latinxs with a linguistic model of personhood that suggests
a transitory process away from Spanish and into English. This raciolinguistic chronotope calls for monocultural approaches to
education that are focused on English and the history and contributions of white people in the United States, with the goal
being the assimilation of Latinxs into mainstream U.S. society. A subset of this raciolinguistic chronotope that we refer to as
the raciolinguistic chronotope of anxiety goes even further by questioning the ability or desire of Latinxs to assimilate. This
anxiety leads to the development of compensatory approaches to education that offer Latinx students targeted interventions
that seek to force their assimilation.
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This raciolinguistic chronotope of anxiety has been the norm in educating Latinx students throughout U.S. history. This can
be seen in the ways that Mexican Americans in the American Southwest were relegated to segregated schools because of
purported language deficiencies (Donato,1997). In many of these schools students received corporal punishment for speaking
in Spanish in the hopes of eradicating Spanish as a way of ensuring a future of English (Valencia et al., 2002). Similar ap-
proaches to education were utilized in New York City and other parts of the Northeast as Puerto Ricans, forced to migrate
because of U.S. modernization efforts on the island, found themselves going to schools where Spanish was prohibited (Nieto,
2000). While such extreme prohibitions on Spanish have become increasingly rare, a recent controversy about a Texas middle
school principal who tried to ban Spanish in class illustrates the continued presence of such extremism in US schools (Larson,
2013). In addition, the vast majority of Latinxs continue to be instructed solely through English, which serves the same
function of creating a future of English for Latinx students.

As with other racialized communities, Latinxs have countered this raciolinguistic chronotope of anxiety through the
development of raciolinguistic chronotopes of resistance that center their lived experiences of racialization while offering
visions of a future outside of this racialization (Blanton, 2011). One example of this can be found in the fight for bilingual
education as part of the U.S. Civil Rights Movement. Original calls for bilingual education were situated within broader po-
litical struggles (Grinberg and Saavedra, 2000). This advocacy work sought to connect to a broader history of resistance to
colonialism in the hopes of creating a future where Latinxs and other racialized communities were liberated from white
supremacy (Trujillo, 1996). Rather than treating Spanish as the past and English as the future of Latinx education, this
raciolinguistic chronotope of resistance frames both English and Spanish as integral parts of the past, present, and future of
Latinx students and envisions bilingualism as part of a broader struggle to dismantle the racialization of the Latinx com-
munity. From this perspective, bilingual education is not an end in and of itself but rather part of a broader effort to dismantle
white supremacy (Flores, 2016).

In summary, contemporary debates relating to the education of Latinx students reflect at least two raciolinguistic
chronotopes. On the one hand, a raciolinguistic chronotope of anxiety positions Spanish as the past and present of the
Latinx community but worries that a future that includes Spanish would undermine American society. In opposition to
this perspective, a raciolinguistic chronotope of resistance positions Spanish as part of the past, present, and future of the
Latinx community. It is within this sociopolitical context that Dual Language Charter School (DLCS) opened its doors in
2008.
2. Introducing Dual Language Charter School

DLCS is a K–8 bilingual charter school located in a heavily Latinx area of Philadelphia. In 2016–2017 the school
reported its population to be 85% Latinx. Though many of these students are U.S.-born and use English on a daily basis
both inside and outside of the school, Spanish continues to play a role in these students’ lives. This presence of Spanish
in their lives is a product of the history of the raciolinguistic chronotope of resistance that has characterized this
community. For one thing, as indicated by the home language surveys that their parents filled out describing the
languages spoken at home, many of these students come from homes where Spanish is spoken. Secondly, the students
whose families report using only English at home still often encounter Spanish as they interact with others in the long-
standing bilingual community where most of them reside. Finally, the bilingual nature of the schoolditself a product of
a long history of activism informed by a raciolinguistic chronotope of resistance (Cahnmann, 1998)densures that all
students participate in Spanish language activities for half the day as part of formal instruction.

The following analysis is part of a larger multi-year ethnographic study we are conducting at the school. Our research
team has been working at the school since the 2013–2014 school year. At the start of the study we selected 10 focal
students who came into school with a range of experiences with English and Spanish located at a range of points along the
continua of biliteracy (Hornberger, 1989). The broader objective of our study is to develop ethnographic portraits of each of
the focal students from kindergarten through eighth grade. To this effect, our team conducts weekly classroom observa-
tions that focus specifically on teacher and student metacommentarydexplicit or implicit comments made about the
nature of language and communication (Rymes, 2014). We have adopted a hybrid inductive-deductive scheme for our
coding and analysis (Fereday and Muir-Cochrane, 2006). We began deductively by limiting our focus to metacommentary.
In the first year of the study we developed an inductive coding scheme that categorizes the different types of meta-
commentary we observed in the classroom. We have since used this coding scheme deductively, while continuing to
include an “other” category that allows us to continue to develop new codes as appropriate. In addition, we also code for
the language(s) of metacommentary so as to keep track of the role of English, Spanish, and the simultaneous use of both
within particular interactions.

Our aim here is not to offer a comprehensive analysis of all of this metacommentary or the language use that we have
observed. Instead, we closely examine a few examples in order to illustrate our argument about the impact of raciolinguistic
chronotopes of resistance and anxiety on classroom interactions. We begin by examining examples of the raciolinguistic
chronotope of resistance before examining examples of the raciolinguistic chronotope of anxiety.
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3. The raciolinguistic chronotope of resistance at DLCS

As a bilingual school created by a Latinx community organization, DLCS is a product of a long history of activism that has
challenged assimilative English-only policies and positioned Spanish as an essential part of the past, present, and future of
U.S. Latinxs. This, in turn, has shaped the institutional listening subject position inhabited by teachers at DLCS. The impact of
this raciolinguistic chronotope of resistance on the institutional listening subject position of the teachers is best illustrated
through an examination of the DLCS mission statement, which includes preparing bilingual learners as a goal. This mission
statement is invoked at the beginning of every staff meeting. A common refrain in the school is “we are all language teachers,”
which seeks to promote a staff-wide commitment to supporting the bilingual language development of the primarily Latinx
student population. Amajor part of staff discourse also concerns ensuring that both Spanish and English are treated equally in
the curriculum and in the broader school community.

A particular space-time relationship informs the bilingual approach adopted by this school. This can be seen in a shirt that
teachers and students sometimes wear which reads:

Our Latino Legacy
Nuestro Pasado
Nuestro Presente
Nuestro Futuro
@
Dual Language Charter School
We Are the Future

On this shirt, the bilingual educational model utilized by the school is framed as connecting to the Latinx heritage of the
student population and surrounding community while recognizing that the students and surrounding community are still
currently live this reality on a daily basis. Significantly, the message of the shirt clearly indicates that this should not be a
transitional state but rather should continue into the future. The final phrase on the shirt suggests that the school leaders
understand themselves to be an integral component in shaping this future through infusing bilingual and bicultural elements
throughout the curriculum.

This ethos of valuing bilingualism and biculturalism has shaped the ways that teachers and students interact with one
another both inside and outside of the classroom. In particular, bilingualism is relatively unmarked in most of their classroom
interactions. While English is still the primary way that most of the students interact with one another, the use of Spanish as
well as translanguaging practices that include the fluid use of both English and Spanish (García, 2009) are regularly observed
and accepted with little to no commentary or policing. The bilingual ethos that shapes the school culture also makes it
relatively easy to incorporate newcomers into the community. For example, Joaquin was a new student who entered the
school in second grade with a strong preference for using Spanish in his interactions with his teachers and classmates. In a
monolingual setting, this might be framed as a barrier to his integration into the school community and to his academic
performance. Yet, at DLCS his teachers and classmates quickly adapted their interactional norms to ensure his inclusion in
classroom interactions. For example, while playing a game organized by visiting teaching artists during the time of the day
officially designated for English instruction, Joaquin had to act out an animal, and the students had to guess which animal he
was. One student translated clues that he wanted to provide to his classmates while other students asked him questions in
Spanish and mimicked animal sounds, ultimately guessing in Spanish as well. Ms. M, the classroom teacher, explicitly
honored and encouraged the students’ translation efforts by saying “thank you for using both your languages and being
compassionate.”2

This translation support offered to Joaquin also extended outside of the classroom, with students using their Spanish skills
to ensure that Joaquin was also included during lunch time conversation and games that they played during recess. For
example, one day at lunch, Damaris, a fellow student, asked Joaquin, “Dibujar. Tú dibujar un. Tú dibujar en la libro?” Here
Damaris was using Spanish to communicate with Joaquin, asking him whether or not he wanted to draw in a notebook.
Though Damaris’s use of Spanish might be considered ungrammatical from a normative standpoint, Joaquin responded
without commenting on or attempting to correct her Spanish.

These types of Spanish interactions outside of the classroom were actively encouraged by teachers. For example, in an
interview we conducted with Ms. M., she pointed to how Spanish use outside of the Spanish classroom was valued in a
context that she considered English-dominant, despite the bilingual nature of the school:
2 The
program
I know the other day wewerewalking the hallway andwe heard like two eighth graders, and theywere kind of like you
know, gossiping, in Spanish, and we applauded them, cause you knowwewere like, like, [another teacher] was like “si,
somos, somos bilingues.” Shewas like if youwanna gossip in English you gossip in Spanish like, whywouldn’t you, and I
was like it even caught me off guard I was like, whoa, good for them, and it was othered to me, they were doing
term compassionate is one of several labels that all teachers were encouraged to give to positive student behavior as part of a school-wide behavior
.
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something that no one else does. Good for them. Even if the content was, I don’t even remember, it was something, not
inappropriate, just like, not academic. But you’re like, it was definitely like something that caught my attention,
whereas if two eighth graders were walking by speaking in English in the hallway, I wouldn’t have batted an eyelash at
it. Very odd, very interesting. (Teacher Interview 6/13/2016)
In short, even in spaces that were not regulated by the classroom teachers, students were encouraged to draw from aspects
of their communicative repertoires (Rymes, 2014) that would likely be stigmatized or discouraged in the English-Only
contexts that characterize the schooling of most Latinx children. Furthermore, students shared responsibility of the
burden of communication (Lippi-Green, 1997) such that all students, regardless of their linguistic preferences, were able to
participate in everyday interactions.

Even so, students’ language usewas not positioned equally in all contexts. As Ms. M. underscored, DLCS is often considered
an English dominant space, despite its bilingual aspirations. An ascription to monoglossic ideologies in programming creates
temporal and spatial separations between English and Spanish, with particular classrooms being deemed official English
spaces and others official Spanish spaces (García, 2009). While Spanish use, conventional or not, is typically valued in spaces
designated as English spaces, such as Ms. M’s classroom, English use continues to serve as an unmarked norm. Consequently,
Joaquin’s increasing English use throughout that academic year was not marked as noteworthy in the same way as students
positioned as English-dominant using Spanish, nomatter how conventional. That is, students positioned as English dominant
attempting to use Spanish were celebrated in ways that students positioned as Spanish dominant attempting to use English
were not.

Nonetheless, this celebration of Spanish reflects an institutional listening subject position that encourages students to
embrace their bilingualism by using aspects of their communicative repertoire that might be stigmatized in other schools or
in the broader society. This normalization of bilingualism shapes classroom interactions such that a new student who enters
the classroom community who prefers to use Spanish is able to actively participate in classroom interactions from his initial
arrival into the classroom. Importantly, Joaquin’s seamless integration into classroom interactions is not solely the result of his
teachers’ language attitudes. Instead, it was made possible through a long history of the raciolinguistic chronotope of
resistance that has afforded teachers the possibility of inhabiting institutional listening subject positions that normalize the
bilingualism of the Latinx community in precisely the ways that allow Joaquin to become an active member of the class
community despite not feeling comfortable communicating in English.

Yet, despite the impact of the raciolinguistic chronotope of resistance on the classroom interactions at DLCS, raciolin-
guistic policing is also a regular occurrence in these classrooms. In the next section we analyze two examples of such
raciolinguistic policing. We argue that, as with the normalization of bilingualism in DLCS, the emergence of raciolinguistic
policing is not solely about the language attitudes of individual teachers but instead connects with broader socio-political
process associated with the raciolinguistic chronotope of anxiety that shapes the institutional listening position that
teachers are able to inhabit.

4. The raciolinguistic chronotope of anxiety at DLCS

As a charter school serving a primarily low-income Latinx student population, DLCS is under great pressures to perform
well on standardized assessments. This pressure, coupled with the school’s mission to prepare students for college and the
workforce, shapes the raciolinguistic chronotope of anxiety that permeates the school culture. In contrast to the typical
schooling context where bilingualism is seen as a barrier to student learning and in need of remediation, at DLCS the
chronotope of anxiety is more focused on the types of English and the types of Spanish that the students engage in. That is,
the anxiety is not caused by bilingualism per se but rather by concerns that the students will not become appropriately
bilingual and that this failure to become appropriately bilingual will negatively impact their futures.

This raciolinguistic chronotope of anxiety is best encapsulated by Ms. B., a teacher on the English side of the programwho
in an interview we conducted with her voiced concerns about the future of her students:
I’ve noticed, especially my children who are lower in both languages, they have a struggle of kind of like turning that
switch off of when English stops, when Spanish starts and vice versa. A lot of times what I see when we are learning
letter sounds or interpreting them in the reading and decoding, I get a lot of Spanish sounds. You know for, for instance
the word “yellow.” A lot of times they have that accent on the /y/, reading /j/ jellow you know, so it sounds “jellow” in
English.It puts a lot of pressure on me as an English teacher because if they are not performing in my class, you know
potentially 20 years down the road, English being the language of America, what is that gonna look like? (Teacher
Interview, 6/11/15)
Ms. B is expressing anxiety about how the language practices of her students are going to be heard in the future, long after
they leave DLCS. As an adult familiar with the raciolinguistic ideologies that permeate U.S. society, she is concerned that she is
not effectively preparing her students for the listeners they are likely to confront upon graduating fromDLCS. As their teacher,
she sees it as her role to listen on behalf of the broader society, even as she expresses ambivalence about the fairness of this
broader society. Because she positions herself as listening on behalf of a future other who she suspects the students will
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confront when they leave the school, interventions focused on changing her language attitudes will likely have little impact
on her teaching practice. Indeed, in many ways she is already on board with critical applied linguistic framings, as at other
points in the interview she expresses the importance of building on students’ home language practices and celebrates the fact
that the school supports students’ bilingualism. Her concern is that others may not be as generous in their listening practices
as she is. In this way, her anxieties are not solely a result of her individual language attitudes and in many ways are produced
in spite of these attitudes. That is, she is ambivalent about inhabiting the institutional listening subject position that seeks to
police her students’ language practices yet continues to feel the need to do so because of the broader context of raciolinguistic
policing that she wants to prepare her students to navigate.

It is within this broader context of raciolinguistic policing that we wish to situate the two examples of linguistic tokens
that we offer below, yeah and yo. For each example, we offer a brief history of the raciolinguistic policing associated with the
particular linguistic token. We then connect this history to particular instantiations of raciolinguistic policing of that
particular linguistic token we observed at DLCS. We contrast this with other contemporary instantiations of these linguistic
tokens, demonstrating that when they are utilized by more privileged speakers both within and beyond the school that they
are often not policed in the same way. In short, there is nothing inherent about yeah or yo that mark them as inappropriate.
Instead, the institutional relationship between teachers and students as framed by the raciolinguistic chronotope of anxiety
marks these linguistic tokens as inappropriate.
4.1. “Yeah”

The first linguistic token we will examine is a one that we observed to be regularly policed by teachers at DLCS when
utilized by students: yeah. The short interaction belowoccurred betweenMs. A and one of her students when the student was
responding to a request Ms. A had made:

S: Yeah.
T: What’s the word?
S: Yes.

This brief exchange reflects the teacher’s preference for students to say yes rather than yeah, a preference that was shared
and expressed by other teachers as well.

From a raciolinguistic chronotope perspective, the teacher’s correction of yeah is not simply a linguistic pet peeve but
reflects the raciolinguistic chronotope of anxiety taking place over a much longer time scale. Tracing the history of yeah
reveals its early ties to models of linguistic personhood seen as threats to U.S. society. The Oxford English Dictionary lists the
first written record of yeah in 1905, in a section of Dialect Notes, a report from the American Dialect Society, where yeah is
found alongside yap and yep as variants of yes. This is in a section devoted to “dialect speech” of Nebraska, where it is said “the
strongest local divergencies [sic] from the standard speech are to be found in communities thickly settled by foreigners, such
as the Swedish community at Stromsburg, or a Pennsylvania German settlement in Polk county” (American Dialect Society,
1912, 55). In a later volume of the same publication, the word yeah is included in attested utterances of “broken English from
the Cherokee Indians” in Oklahoma (American Dialect Society, 1927, 39) and again in a short story claiming to reflect the
language practices of residents of Snake County, Nebraska, where it is not defined or remarked upon in the extensive glossary
of terms that follows.

By 1918, the word yeh was explicitly proscribed in a pledge written by the National Speech League and intended for
circulation to American schools (Robbins, 1918) with the backing of the National Council of Teachers of English:

I love the United States of America. I love my country’s flag. I love my country’s language. I promise:
1. That I will not dishonor my country’s speech by leaving off the last syllable of words.
2. That I will say a good American "yes" and "no" in place of an Indian grunt "um-hum" "nup-um" or a foreign "ya" or "yeh"

and "nope"
3. That I will do my best to improve American speech by avoiding loud rough tones, by enunciating distinctly, and by

speaking pleasantly, clearly, and sincerely.
4. That I will learn to articulate correctly as many words as possible during the year (Gawthrop, 1965, 9)

Smitherman (1998) discusses the 1918 pledge as just one part of a the long history educational efforts to “dis and dis-
empower the language of the Great Unwashed in the United States.” (p. 99).

The policing of yeah continues in contemporary educational spaces albeit in a slightly different form. Google searches for
yeah yes nope showed a highly ranked result on Pinterest, a resource-sharing social media platformwith a vibrant presence of
teaching materials that is used by many DLCS teachers. The Pinterest resources was a small poster about informal and formal
language: (see Fig. 1).



Fig. 1. Pinterest resource.
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In light of Smitherman’s analysis of the 1918 pledge as part of a long and continuing history of marginalizing language
ideologies, it should perhaps be unsurprising to see a modern recontextualization of yeah as inappropriate for school. This
poster is similar to the 1918 speech pledge in that it posits words such as yeah as variations of yes, rather than the other way
around. It also gives them a designation opposed to standard or “formal” speech, but the opposition has changed significantly:
it is now presented as slang and informal versus formal whereas it used to be presented as foreign words or “Indian grunts”
versus patriotic, clearly enunciated American speech. This progression accords with accounts of how “informality” often
functions as a screen for “home language” as opposed to “formal language,” which is interchangeable with the “academic
language” deemed appropriate for school settings. The similarities between 1918 and 2017 show that an individual teacher’s
attitudes toward students using the word yeah is not idiosyncratic but is instead historically linked to long-standing dis-
courses. Furthermore, discourses that have excluded some words from school-appropriate speech in once overtly racialized
and now allegedly neutral ways, have long been intertwined with professional knowledge generated and propagated by
scholars of language education.

In the example of yeah from the excerpt above, we have a crisp and seemingly detachable two-person conversationwhere
we might be tempted to identify Ms. A as exercising a lot of power over her student. But from a raciolinguistic chronotope
perspective, both Ms. A and the student are heirs to a longer legacy of evaluations of yeah, and they collaborate in producing
the substitution of yes because this is an established practice. This conversation alone, or even a pattern of such conversations
in this school, is not a good reason to conclude that Ms. A finds yeah unacceptable for individualistic reasons. As suggested by
Ms. B. above, teachers at DLCS might discourage its use so that students can avoid being judged harshly by future listeners.

This begs the question of what future listeners might judge them harshly for using the term yeah. Is yeah a linguistic token
that is, in fact, policed in professional settings the teachers are ostensibly preparing students for? As we began to undertake
this analysis we could not help but observe howoftenwe used yeah in our professional interactions with one another without
having ever realized it or feeling the need to correct one another.We all agreed that correcting somebody for using yeah at one
of our research meetings would come off as both arrogant and inappropriate. The fact that yeah is so mundane in our in-
teractions at an elite university suggests that this future that the teachers are imagining–one in which the use of yeah is an
impediment to success, is not as simple as it might seem. Some people (for example, those of us with advanced graduate
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degrees) can say yeah as adults without any form of policing or judgments passed upon them. Others (for example, thosewith
little formal education) may be judged harshly for using the same linguistic token. In short, there is nothing inherently
marked about the use of the linguistic token yeah. Yet, DLCS teachers have inherited an institutional listening subject position
that is shaped by a long history of the raciolinguistic policing of yeah. We must account for the ways that structures of
classroom interaction are shaped by these broader histories that teachers did not create but are simply negotiating, often
ambivalently.

4.2. “Yo!”

Continuing to draw from a raciolinguistic chronotope perspective, this section examines how teachers at DLCS negotiate
and navigate the sociopolitical context involving multiple interactions at the school related to the term yo. Like in the case of
yeah discussed above, this example includes a teacher expressing a preference that a particular linguistic token be avoided in
the classroom. Notably, it is the same teacher described above as celebrating the compassion of her students in offering
translation support to Joaquin.

Student: Yo, YO! ((looking at another student))
Ms. M.: Um, excu::::se me. Number one, we do NOT use yo in the classroom.

In this excerpt, the student shouted yo, seemingly to capture the attention of a classmate. However, Ms. M. interpreted this
behavior to be inappropriate for the classroom. Later during the school year, she explicitly discussed the role of yo and other
such terms in the classroom.
3 It is
change
all of th
There are certain things you might say to your friends out on the street, right? Like, when you punctuate things with
YO! andWHAT UP!, and you drop things. There’s a time for it, and that’s outside of these walls. Okay? I know it’s hard
to distinguish, but we’re looking for new words, and we’re looking for vocabulary that is very specific. . And that
sounds a little more like an outside thing than an inside thing. I’m not going to tell you it’s not legitimate, you can use
that, with your friends. that’s fine out there. In school, we don’t say [that]. (Fieldnotes 5/25/17)
Here, Ms. M. ties yo to discourses of legitimacy and appropriateness, creating a spatial boundary between language for
school and language for elsewhere. As with the previous yeah example, a raciolinguistic chronotope perspective allows for an
analysis of the policing of yo beyond Ms. M’s personal preference by situating this interaction in broader socio-historical
processes. In this short dialogue, Ms. M. relied on a chronotope of anxiety and attempted to create a time-space in which
yo is not used, specifically in the present and the future, of her classroom.3

Yo has a long history in Philadelphia, where DLCS is located. In particular, the term has long been associatedwith the image
of working class South Philadelphia Italian men, who first immigrated to the city in the early 20th century (Paolini, 1993). It
was popularized by the film Rocky II, in which Sylvester Stallone’s character, Rocky Balboa, famously exclaimed, “Yo, Adrian! I
did it!” Some Philadelphians claim yo as their own, and it has been included in descriptions of Philadelphia English (Ellis,
2000). Outside the city, however, the term has more typically been associated with African American English (e.g., Green,
2005; Ayto and Simpson, 2008; Dalzell, 2009). In particular, yo is often attributed to popular usage in rap music (Dalzell,
1996).

The connection of yo to an authentic Philadelphia identity and the connection of yo to racialized language practices
typically deemed inappropriate for school became pertinent in the context of DLCS whenwe observed an example of the use
of yo that was not only accepted but even celebrated. One day, an outside arts organization partnering with the school held a
performancewithmany references to Philadelphia history and culture. An actor dressed up as Rocky Balboa entered the room
and shouted, “Yo, Philly!” Teachers and students alike reacted with amusement and laughter, and this language use was not
deemed inappropriate for school. Rocky Balboa’s use of yo represented a legitimate past and present that indexed humor and
Philadelphia, as opposed to inappropriateness when used by students at the school. Rocky Balboa represented a model of
personhood who could utter yo in a particular school context and for this reason this instance of yo was marked only by
reactions of laughter for the captive audience. In contrast, students’ use of yo was typically taken up by the teachers as a
racialized term that was always inappropriate for the school setting. In this case it was connected to a past and present of
inappropriateness with the hope that policing it would lead to a future where students no longer uttered the term in school
and, by extension, in their professional lives upon entering adulthood to avoid possible social sanctions.

Philadelphia Mayor Jim Kenney, a white Irish American Philadelphian, represents another figure whose use of yo is not
overdetermined in the same ways as the low-income Latinx students at DLCS. During the 2016 Democratic National
Convention (DNC), Mayor Kenney began his speech with, “Yo, Pennsylvania!” Several Philadelphia-based news outlets
attributed Kenney’s use of yo to his being from Philadelphia and explicitly connected yo with the city (e.g, Dent and Orso,
2016; Otterbien, 2016), while other news outlets simply found his opening noteworthy (e.g., Brey, 2016; Field, 2016;
interesting to note that the linguistic token yo means “I” in Spanish and in the context of Spanish instruction is a mundane linguistic token. This
in the treatment of a linguistic token depending on the context provides further evidence to support our claim about the importance of considering
e factors that impact how particular linguistic tokens are taken up and interpreted in classroom interactions.



N. Flores et al. / Language & Communication 62 (2018) 15–25 23
Terruso, 2016). However, threads from reddit and Twitter reveal a critique that Mayor Kenney was pandering, specifically to
African Americans (billowax, 2016; irshroz, 2016; MAGA_TrumpCA, 2016; The_Truth_is_a_Troll, 2016). Even so, in a formal
setting such as the DNC, Mayor Kenney did not experience the same type of scrutiny because of his race, age, and position as
an elected official. These two examples show that at least for white men, yo can index Philadelphia, and for Mayor Kenney, his
usage of it in a formal setting such as a political convention does not typically solicit anxiety like it does among teachers at
DLCS when their students use the same linguistic token.

The contrast between the uptake of yo when uttered by students at DLCS versus when uttered by a white actor playing
Rocky Balboa or the white mayor of Philadelphia illustrates that there are many possible ways that interlocutors could
interpret the linguistic token yo depending on the institutional relationship between the listener and the speaker. In certain
situations, yo represents a legitimated past and present that reifies a stereotypical image of working class, white, masculine
Philadelphians. This socioeconomic stratification among white Philadelphians invokes social hierarchies in uses of yo that
have quite different stakes for low-income Latinx students who are racialized, gendered, and classed differently from these
seemingly more legitimate users of yo. For these students at DLCS, the institutional listening subject position inhabited by the
teachers frames yo as connected to an inappropriate past and present that is not imposed upon Rocky Balboa or Jim Kenney.
Yet, this discourse of inappropriateness is not solely produced through individual teacher attitudes. Instead, DLCS teachers
who are policing yo are participating in long-standing raciolinguistic policing processes that continue to be reproduced
through the policing of the language practices of racialized communities in contemporary society. Offering an analysis of this
raciolinguistic policing through a raciolinguistic chronotope perspective allows for a consideration of the socio-historical
contexts that inform the listening subject position teachers are able to inhabit, as opposed to focusing on teachers as indi-
vidual speaker-hearers.

5. Moving forward with a raciolinguistic chronotope perspective

In this article, we proposed a raciolinguistic chronotope perspective as a framework for moving the focus of classroom
interactions away from individual teachers’ language attitudes toward the broader socio-historical context that shapes the
institutional listening subject positions that teachers are able to inhabit. From this perspective, the mundane nature of
bilingual language practices and the seamless integration of Spanish-dominant newcomers into the classroom dynamic are
not solely products of teachers’ attitudes but have been made possible because of a long history of bilingual education
activism that has used a raciolinguistic chronotope of resistance to frame both English and Spanish as essential to the future of
the Latinx community. This raciolinguistic chronotope of resistance has produced institutional listening subject positions for
teachers that normalize bilingualism in ways that it often is not in US schools. This suggests that efforts to develop
linguistically responsive teaching is not solely an issue of changing the language attitudes of individual teachers but requires
structural change to the institution of schooling that affords the development of alternative institutional listening subject
positions.

A raciolinguistic chronotope perspective also has implications for the raciolinguistic policing that we observed at DLCS.
Such raciolinguistic policing is typically interpreted as teachers taking an appropriateness-based approach to language ed-
ucation (Leeman, 2005). That is, yeah and yo are seen as appropriate for informal settings but not in formal settings such as
schools. Yet, the fact that yeah is such a mundane and unmarked linguistic token at our elite university and the fact that we
observed yo being utilized both within DLCS and by Philadelphia’s mayor in ways that received a different response by
listening subjects suggests that the dichotomy of formal and informal and home and school are not the root cause of this
raciolinguistic policing. Instead, the stark differences in listener uptake of the linguistic tokens suggests that the issue is not
with the linguistic tokens per se but rather with who is uttering the linguistic token. Some speakers, because of their rela-
tively privileged social status, are connected by listeners with a linguistic model of personhood with a legitimate past,
present, and future to the use of particular linguistic tokens. In contrast, other speakers, because of their relatively disad-
vantaged social status, are not connected by listeners to these legitimate linguistic models of personhood when using the
same linguistic tokens. Determinations of legitimate and illegitimate linguistic models of personhood are inextricably linked
to the social stratification of the broader society, with race, social class, and educational level being markers of privilege that
have been particularly salient in the examples we provided above.

A raciolinguistic chronotope perspective has many implications for critical applied linguistic scholarship that seeks to
promotemore linguistically responsive classrooms. It suggests that the primary impetus for the affirmation and/or policing of
the language practices of racialized students is not the attitudes of individual teachers but rather the broader institutional
processes inwhich classroom interactions are embedded. In particular, the raciolinguistic chronotope of anxiety connects the
language practices of racialized students with linguistic models of personhood that frame their language practices as
inherently deficient and in need of raciolinguistic policing. As institutional agents, teachers, regardless of their individual
attitudes, inhabit institutional listening subject positions whose responsibility it becomes to prepare racialized students for
the raciolinguistic policing they will likely experience in the future. One mechanism for this is to monitor and correct the
language practices of racialized students in ways that the broader society does not monitor or correct the language practices
of more privileged populations.

A raciolinguistic chronotope perspective also shows that when insights from critical applied linguistics are connectedwith
broader political struggles, they can impact the education of racialized students. In the case of DLCS, the principles under-
girding bilingual education, in collaboration with the history of political struggle associated with the raciolinguistic
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chronotope of resistance that has defined advocacy work within the Latinx community, created new possibilities for
educational spaces that have normalized bilingualism and have facilitated the seamless integration of Spanish-dominant
students into classroom dynamics. Importantly, these affordances, though no doubt amplified by individual teachers’ atti-
tudes, do not have their origins in these attitudes. They have been made possible through histories of activism that fought for
the existence of these spaces. This raciolinguistic chronotope of resistance has shifted the institutional listening subject
position of the teachers at DLCS away from the imposed monolingualism that characterizes most U.S. schooling toward a
institutional listening subject position that treats bilingualism as the norm.

The affordances made possible by this shift in the institutional listening subject position of the teachers at DLCS offers a
glimpse into what critical applied linguistic efforts that embrace the raciolinguistic chronotope of resistance might look like.
While continued work with teachers to change their individual attitudes is important, more concerted efforts should be
placed on the institutional mechanisms that constrain teachers from taking on alternative institutional listening subject
positions in their classrooms. Lewis (2018) describes critical reflexivity as a valuable tool in our efforts to resist these insti-
tutional mechanisms. Critical reflexivity pushes applied linguists to examine theways that we as researchers frame social and
educational problems, which in turn informs the solutions that we provide. In the case of raciolinguistic policing, if we frame
the problem as one of individual teacher language attitudes, then our solutions will focus on changing individual teacher
attitudes, leaving intact the broader institutional listening subject position teachers inhabit. If we frame the problem as one of
institutional racism, then our solutions can more readily focus on dismantling institutional racism. While taking on insti-
tutional racism may seem like a daunting task, it may be helpful to remember that Joaquin’s seamless integration into the
DLCS community was made possible precisely through previous efforts that successfully dismantled the institutional racism
of imposed monolingualism that has historically been imposed on Latinx communities. Critical applied linguists working in
schools who genuinely want to create linguistically responsive classrooms must broaden our advocacy work to account for
these broader institutional processes. Even if these efforts are not completely successful in transforming the educational
experiences of racialized students currently in school, it continues the tradition of the raciolinguistic chronotope of resistance
that has historically transformed the institutional listening subject position of teachers and will hopefully continue to do so
for generations to come.

Appendix A. Supplementary data

Supplementary data related to this article can be found at https://doi.org/10.1016/j.langcom.2018.06.002.
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