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YoungLnglish languagelearners

CeliaGenishi
isten in on a conversation in a classroom where children
are learning English as a second
language @SL). During snacktime
four-year-old Tiffany asks for paper.
Donna. her teacher. directs her to
the writing center, but then realizes
that Tiffany is not referring to
writing paper.
Donna: You want a paper, Tiffany?
Tiffany:Yeah. I wipe my hand!
Donna: You want paper to wipe
your hands?What do you need?
Tiffany:Tissue.
Donna: OK-there are tissues
behind you. Or do you mean a
napkin?
Iffany:Napkin!
ll

Susan (staff deueloper):lI's made of
paper, though, isn't it, Tiffany?
Donna: Yes,it is. A different kind of
paper.
Tiffany: (holding up her napkin)
Tissue.
Donna: The tissue'sright behind
y ou. . .
Tiffany: That is, um, nose. This napkin is wipe hands and that is for
bathroom wash hands. (points to
the roll of paper towels in the corner)
Donna: Papertowels!All different
types of paper, right?
Tiffany: Yup.
(Genishi,Yung-Chan,
& Stires2000,72)
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This short conversation represents but a slice of what children
learning a second language must
figure out as they join the world of
English speakers.The complexities
and challenges of this social and
cognitive enterprise are the focus of
this article.
The number of students in the
United States for whom English is a
second languageis large and rapidly
growing. Tiffany, a member of Donna
Yung-Chan'spublic school prekindergarten class in New York City, is
one of millions in the United States
whose primary or home languageis
not English. In Tiffany's case, her
family speaks Cantonese, a Chinese
dialect also spoken by her teacher
and by most of her four-year-old
classmates. They are among the
more than two million "limited English proficient" children found
among the 22 million children enrolled in public elementary schools
(prekindergarten through grade six)
in the United States (Macias 2000).
Census figures suggest that by
the year 2025, more than half of the
children enrolled in U.S.schools will
be members of "minority" groups,
not of European American origin
(United States Bureau of the Census
1995).The largest numbers of these
young people will reside in heavily
populated states like California,
New York, Illinois, and Texas, where
new immigrants will come primarily
from Asia and Latin America.

How are second language
learners resourceful?
To uselanguageat all-to speakor write
or sign-in consclousawareness
of
another'spresence
is to engagein an act
of connection.
- iudithWellsLindfors,
Children's
Inquiry:
UsingLanguageto MakeSenseof the World
In this article children whose
primary or home language is not
English are viewed as resourcefulnot as "limited English proficient,"
but as "English language learners"
(ELLs). Stated another way, children
who are learning English begin their
school lives with their "language
glass" half full, not half empty.
There are powerful arguments as
to why learners of any second language are resourceful and why their
language glasses should be considered half full. By the time they begin
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NewJerseyDepartment
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school, children have
language learners do
already used language
Children
who are
not wait to express
to connect with others,
their intentions or to
learningEnglish
even if their language
connect with others
is elementary (Bruner
beginlheir
until they encounter
1983;Nelson 1996).Ail
English in the classschoof
lives
wilh
human beings seek to
room.
it is
make connections with
lheir "language gravelyThus
inaccurate to
others from the moview them as deficient
glass"halffull,
ment their lives begin.
in language. These
Children make connecnol halfemptg.
children may be new
tions to help make
to English, but not to
sense of their everyexpressing intentions
day experiences as they learn to
or to knowledge of language that
participate in their families and
comes through daily experiences in
communities. They use multiple
the social and physical world
ways of expressing themselves to
(Genishi 1988).
make those connections, from cry_
Although the research on chil_
ing and making faces to rnou"rn"nt,
dren learning multiple languages in
and gestures and oral language.
early childhood is not extensive
In typically developing children
(especially in preschool settings),
language is intertwined with
the research increasingly shows the
cognition, emotion, and social
cultural, economic, and cognitive
connectedness(Bloom lggg). These
advantages of bilingualism (Hakuta
aspects of the person develop as
& Pease-Alvarezlgg2). For example,
transactions occur between
with globalization and the growth of
children's internal intentional states
immigrant populations in the United
and their external social and
States, those who are bilingual or
physical world. Children learn much
multilingual have access to a wider
about the world through whatever
range of social and cultural experi_
language their families or caregivers
ences. These extend from cultural
use. Young children who are English
events in languages other than

English to informal opportunities to
interpret English for family mem_
bers S/aldes 2001) to jobs that
require the ability to speak and
write English and at least one other
Ianguage.
Moreover, while some monolin_
gual adults believe children become
confused by learning more than one
language, researchers show this
isn't necessarily so @en-Zeev l97Z;
Duncan & DeAvila 1979;Hakuta
I 986; Fouser 19961t99Z). Bilinguat
children may develop more aware_
ness about the nature of language
and how it works than monolingual
children, and there is evidence that
being bilingual enhances cognitive
development generally. In a study of
123 Puerto Rican kindergartners
and first graders, for example,
researchers (Flakuta & Diaz l9g5-)
found a positive relationship
between degree of bilingualism
(how able children were in both
their languages) and scores on the
Raven Progressive Matrices, a
nonverbal test of cognitive ability.
In other words, in this study being
bilingual made the students
smarter, according to the research_
ers'measures.
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Englishlanguagelearners
in schoolsettings

benefits of bilingualism and important ties to their family and culture
@illmore 2000). Thus, although
research
shows that bilingualism
Totellyouthetruth.thehardest
thing
beneficial,
learners who are
can
be
coming
to thiscountry
wasn'tthe
[about]
potentially
often choose to
bilingual
wintereveryone
warned
meabout-it
English-only
become
speakers. (For
wasthelanguage.
further
language loss
discussion
of
- JuliaAlvarez,
Yo!
and attitudes toward English, see
Writers like Alvarezpoignantly
Tse 2001.)
attest that learning
English as a second
language can be a
grueling task, a
process beset with
challenges.Many
children with belowaverage performances
in school are judged to
have "problems with
the language" and
termed limited English U
proficient (August &
Hakuta 1997).
o
Indeed learning a
o
a5
second language can
subject the not-yetarticulate learner to
public humiliation and B
create cultural divides
between children and their families.
Approaches
to Englishlanguage
The process of learning English is
learning in the classroom
influenced in the United States by
enduring and insidious social
Teachers who seek best practices
factors: prejudices against speakers
will find a complicated mix of
of languages other than English,
familial, cultural, and political
people of color, non-middle-class
factors influencing what kind of
learners, accented English, and
curriculum is desirable and effecbeliefs and behaviors of cultures
tive for their English language
not identifiably "American." These
learners (Cummins 1986).In
negative societal attitudes in turn
addition, the many possible approaches to teaching overlap
affect the school performances of
children who feel pressure to learn
enough that it is difficult for reEnglish and not speak the language
searchers to evaluate their advanof their {amily members in school.
tages and disadvantages. Programs
generally are termed either bilinResearchers and advocates of
gual education or English as a
bilingualism (Lambert 1977;
Fillmore 2000) state that in too
second language.While bilingual
programs are designed to provide
many cases learning English does
not equate with becoming bilingual.
instruction in both the learner's
primary language and English, and
Rather the learning of English is
part of a subtractive process in
ESL programs are designed to
provide instruction in English only,
which learners rid themselves of
their home or heritage language
in reality the primary language and
often within a few years, losing the
English are likely to be heard from
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children and teachers to varying
degrees in both types of programs.
Zelasko and Antunez (2000)
categorize bilingual programs for
learners who share the same
primary language in three ways:
. two-way bilingual, bilingual
immersion, or dual-language
immersion (terms are interchangeable)-both the
primary language and
English are used in all
areas of the curriculum, ideally for equal
amounts of time
r late-exit or developmental bilingual
education-the
primary language is
used mostly at first,
with English increasing as learners become more proficient,
sometimes over a
period of years
. early-exit or transitional bilingual
education-primary
language and English
are used at first, but transition to
English is rapid
The first two types of programs
focus on the linguistic goal of
bilingualism; the third aims toward
students acquiring English as
quickly as possible.
ESL programs all share the goal of
English acquisition. Different types
of ESL programs are
o sheltered English
. specially designed academic
instruction in English
o structured immersion
r content-based ESL
o pull-out ESL
The first four program types can be
used with groups of students who
all share the same primary language
or those who have differing language backgrounds. Each type has a
slightly different focus and degree
of structure, but in all four teachers
YoungChildren.July 2002

adapt English, often through
nonverbal means and visual aids, so
that it is appropriate for learners'
levels of proficiency. The fifth type,
pull-out ESL, is the most distinctive
because it involves English language learners leaving their regular
classroom for some part of the
school day to take ESL instruction.
The differences among these
many types of programs-bilingual
and ESL-are often vague. Sheltered
English in one school might resemble transitional bilingual in
another. In addition, as greater
numbers of "regular" teachers are
providing instruction for English
language learners, it is increasingly
difficult to say which types of
programs are more effective.
Since the passage of the federal
Bilingual Education Act mandating
bilingual programs in 1968,researchers have compared achievement results of students in bilingual
programs with those who are not in
such programs, despite the luzzy
boundaries between program types.
(For a comprehensive and clear
presentation of program evaluations, see August and Hakuta 1997,
chapters 6 and 7.) Evaluative results
have been mixed, with some studies
declaring that bilingual education is
ineffective @annoff 1978); some
finding that transitional bilingual
programs have a weak level of
effectiveness @aker & DeKanter
1981);and a few finding that
bilingual programs have positive
effects flMillig 1985).

Programcomponents
that work
At the opposite end of the
spectrum from large-scalestudies of
thousands of students are smallscale case studies of individual
schools and classrooms. As case
studies their results are not generalizable in a statistical sense and thus
do not help answer questions such
as, What works best for children in
YoungChildren,July 2002

this country? This state? Or this
school district? As August and
Hakuta (199O suggest, however,
case studies can begin to identify
components or aspects of programs
that work for children in particular
situations. There are few studies of
early childhood settings, in or out
of school, that focus on children
who are English language learnersespecially children in the pre.
elementary school years. However,
some noteworthy exceptions follow.
In their ethnographic study of a
Mexican American community,
Pease-Alvarez and Vasquez (1994)
illustrate the benefits for young
English language learners when
their experiences at home overlap
in a variety of ways with their
experiences at school. They point
out that knowing how language is
used at home in children's families
is an advantage for teachers who
want to build on what children
bring to the classroom. Yet teachers
may know little about the children's
histories or about the funds of
knowledge that grow out of those
histories; children's ways of using
language and the purposes for
which they use it reflect their
cultural backgrounds and by
extension their ways of participating in school experiences (Moll et
al. 1992).Teachers may unknowingly favor particular uses of
language-ways of telling stories,
responding to instructions or
questions, participating in groups,
and so on-that are
familiar to teachers'
own communities
but unfamiliar to
some of their
children.
Ballenger (1992,
1999),a teacher
researcher in her
preschool classroom, found that the
children, their parents, and her colleagues, all of Haitian
background, were

the best sources of information on
the children's history and their
ways of using language. These ways
were clear to Ballenger, bilingual in
English and Haitian-Creole,once
they were pointed out to her, but
changing her own classroom discourse or talk took time. For example, Iearning to use direct forms
of reprimand to control children's
behavior was a difficult change for
Ballenger, but eventually it showed
her and her children's families that
respect for social and linguistic
variations can be reciprocal. While
the children were learning English,
their teacher was learning aspects
of a style of talk that was appropriate in the Haitian community.
Yung-Chan,the teacher in the
example that opened this article,
also used information from families
and identified ways the children
learning English participated in
classroom talk and the curriculum
to support their learning. She had
the advantage of knowing
Cantonese, the language of most of
her children. Still her middle-class
lifestyle differed from that of many
of her children and their families
who had recently immigrated from
China. Yung-Chan'sability to
communicate in Cantonese and
frequent contact with family
members provided her with information about how the children used
language and whether English was
spoken at home.
In her "monolingual" classroom,
designated neither as
ESL nor as bilingual,
Yung-Chan was able
to use Cantonese
when children
needed translations.
She also routinely
focused on English
vocabulary (see
earlier example).
Yung-Chan and
collaborators
(Genishi, Yung-Chan,
& Stires 2000)
analyzed many
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examples of classroom talk
to see how these children
who are English language
learners participated
through oral language in
classroom activities. With
no English-only rule in this
classroom,all children
could participate in either
Cantonese or English. In
terms of what August and
Hakuta (1997) call "program components that
make a difference," YungChan's language instruction incorporates
o out-of-school experiences
and classroomactivities in
science, language arts,
math, and so on
sZ
. a focus on vocabulary o{
interest to all children (not
B
just those learning English)
r the creation of teachable
moments that keep prior exPeriences and the words to describe
them alive in children's memories

li

Unlike Yung-Chan,most teachers
are unable to speak the PrimarY
Ianguage of the English language
learners in their classrooms (Brock
2001). They must use means other
than the children's primarY language to establish relationshiPs
through which teacher and children
can communicate and learn. Fassler
(1998) studied one public school
kindergarten classroom made uP
exclusively of children designated
as ESL learners. Mrs. Barker, the
monolingual teacher, provided
consistent and continual modeling
of English, and whenever possible
she allowed the children to sPeak
their primary language as well as
English. The children were sometimes able to support each other's
language growth in both their home
language (most often a Chinese
dialect or Russian among the nine
languages represented in this
classroom) and English. Mrs. Barker
allowed children easy access to her
spoken language.
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preparation or background,
are increasingly expected to
accompany English language learners on this journey and to make it a successful one. Teachers are
expected to meet learners'
social and academic chalIenges by providing responsive environments and respect for what children
bring with them.
In keeping with the
findings of the limited
classroom research done in
settings for young children,
teachers who work successfully with children who are
English language learners
appear to build on what
children already know. They
do this when they
. show flexibility with
In many other settings teachers
try to address the needs of the one
or two second language learners in
the class who do not have conversational partners with whom to
express intentions, emotions, or
ideas (Genishi 1989).In these
situations teachers who sPeak
English only are especially dependent on their abilities to observe
nonverbal behaviors, knowing that
oral language communication will
develop later. Translation in these
settings might take the form of
exaggerated gestures and nonverbal
messages.These teachers might
also invite additional adults or older
students fluent in the children's
primary language for one-on-one
interactions with the children.

lmplicationsfor teachers
As young children whose home
language is not English enter a classroom or center for the first time,
they begin their challengingjourney
toward becoming speakers, readers,
and writers of English. Early childhood teachers, regardless of their

curri cul um
. have high expectations for all
learners but allow for individual
variation
. encourage and enjoy the human
connections made through the
processes of learning language
These teachers do not expect
children to take identical paths to
learning English, nor do they expect
them to pass through Predictable
stages of language learning (Genishi,
Dubetz, & Focarino 1995).Further,
these teachers do not relY on a set
curriculum for teaching oral language or literacy. Instead they learn
from the children and adaPt their
curricula to allow for group preferences cnd individual variation. In
short, they expect and adjust to
variation and not uniformitY.
Successful teachers of English
Ianguage learners also look at the
children's language glasses in a
particular way: they see them as at
least half full. They allow talk in the
children's primary languages,and
most important, they see the
children as resourceful and resist
categorizing them as "limited" or
"deficient." Just as they resist
YoungChildren.July 2002

programs or curricula that are
risid
(either bilingual or monolingual,
phonics or whole language),
they
resist rigid divisions between
children who know English and
those who do not. Their view of
the
classroom as ,.a site for everyone
to
learn" may seem like an educator,s
slogan, but it is a view that is
productive and rich for these
teachers and their children.
What would happen if more
people shared this view of the
classroom?More studies mieht
follow individual learners an"d
teachers over time, focusinq on
specific programs and clasJooms.
Educationalpolicies might resist
acceptanceof a ,,onesize fits all,,
of learning language or literacy
yr^aV
(Gutierrez 2001) and demonstrate
a
deeper understandingof how
difficutt it is to ne young English
languagelearner in a classroom,
expected to learn in English imme_
diately. Finally, there might be a
greater appreciation of the count_
less ways in which children learn
(Dyson 1999),in their sometimes
unruly but always original ways.

aylT]r:, J.,1986.Empoweringminority
students:A frameworkfor intervention.
_Haruard EducationalReuiew 56 (1): 1g_36.
Dannoff,M.N. 197g.Evaluationoi
ihe
impact of ESEATitle VII Spanish_English
bilingualeducationprograms.Techiical
report. washington.DC:AmericanInsti_
tutes for Research.
Duncan,S., & E. DeAvila.1979.Bilingual_
l:111na cognition: Somerecent fiiOings.
NABE Journat 4: 15-50.

thro ugh

.tt,,"&

'Oz

--

/!\or" than 1oo easv
activitiesfor infants
toddl"r",
. Developmentally"nd
appropriate
. For parentsand
caregtvers
. Incorporate
into the chilO'sOay
I
f-ook for 20% off all of our
child-centered
curriculumguides
and activitybooks at:
www. ch ildre nsreso u rces.org

or call:
1-800-625_2448

AdvanceYour Careei

in EarlyChildhoodEducatioP
YouR DEGREE
Ar HoME...
3lI
CCHSdjstance
education

References
Ay_S_u1t.,O
,.4 K.^Hakuta.
eds. 1997.tmprou_
ng scn,oolingfor Ianguoge_minority
chilaren; A researchogenda.Washington.
DC:
r\atronalAcademypress.
Bafea K.A.,& A.A. -deKanter. t98i.
tffec_
tiD^eness
of bitinguo! educatton;A reuieu
ot tne literature.Washington,DC:
U.S.
Department of Education.
Ballenger,C. lgg2. Becauseyou like
us:
The language of control. Horuard
Ediro_
Reuiew62 (2): Igg_20g
^ti.onal
6allenger.C. 1999.Teachingother people.s
childre.n:Literacy and learntng tn
a bilin_
g-ualclassroom.New york: Teichers
Collegepress.
Ben-Zeev,S. lgTZ. The influence
of bilin_
gualism on cognitive strategy
and cogni_
tive d-evelopment. Chi td n"JL Upi"
ii U
(3): 1009-18.
Bloom.L. 1998.Languageacquisition
in its
oevetopmentalcontext.ln Handbook
ot
child psychotogt; Cognition.perceptton,
and
vot.2..ed.s.
D. Kuhn & R. Siegter.
1flg\.^gi;
rrr:/U: New york: John Wiley & Sons.
^
oll^..n
C' 2001..
Serving EnglishIanguage
learners:placinglearnersiearnlng
5n c"en_
ter stage.LanguogeArtsTg (5): 4d7_75.
bruner.
J.S.
1983.Child.stalk;Leorninqto
use language.New york: Norton.

Dyson,A.H. 1999.Transforming
transfer:
Unruly children, contrary texts,
and the
persistenceof the pedagogical
order.In
Ke.Dreuof reseorchin education.vol.24,
eds-,A.Iran-Nejad& p.D.pearson,
143_'
/.J.wasnington.DC:AmericanEduca_
tional ResearchAssociation.
-l'assler.
R. 1998.Roomfor talk: peer sun_
port for gerting inro English in
an esii
Kfndergarten. Early Childhood Research
l3
(3):
Quarterly
379_409.

allowsyou to mo\e \.our
careeraneadquickJywirh progr:ms
hcr:
.
childhoodeciucauon
skjl* anct
l:";l#,1-fessionat
.
mrersrareECErequiremenrs
rhroLrglr
l"lq tol
rxgntyellectivetlainingmerhoG
by the NationalChildCare.{s:ociarion
' Are endorsed
and accredired
by rhe Distance
Edr.;;;"; ,J i;;iling council

rrme
andnr"rr"u
;;;
Attyou
ff,1"i,.flr;r,*,ij^il
.,:10^:.^,f:9.*i,
need
roknow,
youcanr"r,"ir'iir?'.'r_friffi;ilffi
^,o.or,
i'J,iJ
c)u

12aot,oi sq'a tit coupon to:

.

!!'l:?.

#d-st#i"#f
%ii11"1'.'ocaresrudies
,t#,[?,:X,13"::f":,:d:iffi

ry
{

!

E

."#""
t"*.;i*uyj#:nnil;pje'*:,ff*ti,1Hm:f
Choose ONE of the following accredited
programs;
lrqfia'e ofsdenc
t l Early Childhood
Erlur.ation
6ffidtr
of Scios in Health Swics
wiu
lt
Ll \4rtugemen(
c€.tiffca[e prog|ms fo. colr$ credit
! L_OmrLnrN Hedlth EJu.ation
! Health Psvcholosv
! Heatth Caie EthiZs
Ll Business Essentials

Arsciale/Eachelor of
scierce in Cusinelr
majore tu
E
tr
!
L]

vanagemenr
Burini,s
.\4drLeting
Ac, ounting

!

fl n a n ce

Name
Address
Ciry,/Slare

ZiD

phone (_
_l

-...._ --E_mail

Child CareFaciliry
Phone (

)

Young Children. July 2002

71

Fillmore,L.W.2000.Loss of family languages:Should educators be concerned?
Theory Into Practice 39 (4): 203-10.
The relevance of L3 acFouser.R.J. 1996197.
quisition research. TESOLMafters6 (6): 9.
Genishi,C. 1988.Children'slanguage:
Learningwords from experience.Ioung
Children 44 (1): 16-23.
Genishi,C. 1989.Observingthe second
languagelearner: An example of teachers'
learning.LanguageArfs 66 (5):509-15.
Genishi.C..N. Dubetz,&C. Focarino.1995.
Reconceptualizingtheory through practice: Insights from a first grade teacher
and second languagetheorists. In Adtances in early educationand day care,vol.
i. ed. S. Reifel,12&-52.Greenwich,CT: JAI.
Genishi,C., D. Yung-Chan,& S. Stires.2000.
Talkingtheir way into print: English
languagelearners in a prekindergarten
classroom. ln Beginning reading and
u:riting,eds. D.S.Strickland& L.M. Morrow, 66-80. New York: Teachers College
Pressand Newark,DE: International
ReadingAssociation.
Gutierrez,K.D. 2001.What's new in the
English languagearts: Challengingpolicies and practices, "y que?" Language
,4rls 78 (6):564-69.
Hakuta, K. 1986.Mirror of language:The
debate on bilingualism. New York: Basic.
Hakuta.K.. & R.M. Diaz. 1985.The relationship between degreeof bilingualismand
cognitive ability: A critical discussion
and some new longitudinal data. In
Children'slanguage,vol. 5, ed. K.E.
Nelson, 319-44.Hillsdale,NJ: Erlbaum.
Hakuta.K.. & L. PeaseAlvarez.1992.Enriching our views of bilingualismand
bilingual education. Educational Researcher21 (2): 4-6.

Lambert, W.E.1977.The effects of bilingualism on the individual: Cognitiveand
socio-culturalconsequences.ln Bilingualism: Psychological,social and educational implications, ed. P. Hornby, 15-27.
New York: AcademicPress.
Macias, R.F.2000.Summary report of the
suruey of the states' limited English proficient studentsand auailable educational
programs and seruices,1997-98.Washington, DC: National Clearinghousefor
Bilingual Education.
Moll, L., C. Amanti, D. Neff, & N. Gonzalez.
1992.Funds of knowledgefor teaching:
Using a qualitative approach to connect
homes and classrooms. Theory Into
Practice3l (1): 132-41.
Nelson, K. 1996.Languagein cognitiDe
deuelopment:The emergenceof the mediated mind. New York: Cambridge University Press.
L., & O. Vasquez.1994.
Pease-Alvarez,
Languagesocializationin ethnic minority communiti es. ln Educatingsecond
Ianguagechildren: The uhole child, the
uhole curriculum, the whole community,
New York: Camed. F. Genesee,S2-102.
bridge University Press.
Tse, L. 2001. "Why don't they learn English?" Separating fact from fallacy in the
U.S.languagedebate. New York: Teachers
CollegePress.
United StatesBureau of the Census.1995.
The foreign-born population: 7994.Current Population Reports P20-486.Washington, DC: GovernmentPrinting Office.
Vafdes,G. 2007.Learningand not leaming
English: Latino students in Ameican
schools.New York: TeachersCollegePress.
Willig, A.C. 1985.A meta-analysisof selected studies on the effectivenessof

bilingual education. Reuiew of Educational Research55 (3): 269-317.
Zefasko,N., & B. Antunez. 2000.If your
child learns in tuo languages.Washington, DC: National Clearinghousefor
Bilingual Education.Availableonline
www.ncbe.gwu.edu/ncbepubs/parent/

For further reading
Barrera,R.M.,C. Alvarado, A. Lopez,R.
Booze,C. Greer,& L. Derman-Sparks.
1995.Bilingual education. Child Care
Information Exchange(107): 43-62.
Cary, S. 7997.Secondlanguagelearners.
York, ME: Stenhouse.
Freeman,Y.S.,& D.E.Freeman. 1998.ESL/
EFL teaching: Principles for success.Portsmouth, NH: Heinemann.
Grant, R. 1995.Meeting the needs of young
second language learners. In Meeting the
challenge of linguistic and cultural diuersity in early childhood education. Yearbook in Early Childhood Education,vol.
6, eds. E. Garcia& B. Mclaughlin with B.
Spodek& O.N. Saracho,7-17.New York:
TeachersCollegePress.
Heath, I.A.,& C.J.Serrano,eds. 1999.
Annual editions. TeachingEnglish as a
second language.99/00. Guilford, CT:
Dushkin/McGraw-Hill.
Mclaughlin, B. 1992.Myths and misconcep
tions about second languagelearning:
What every teacher needs to unlearn.
Educational Practice Report 5. Washington, DC:NationalCenterfor Researchon
Cultural Diversity and Second Language
Learning, Center for Applied Linguistics.
Available online wwwncbe.gwu.edu/
miscpubs/ncrcdsll/epr5.htm
Mclaughlin, B. 1995.Fosteringsecond
languagedevelopment in young children.
Washington,DC: Center for Applied Linguistics, National Center for Researchon
Cultural Diversity and Second Language
Learning. ERICDigest ED 386950.Online
www.cal.org/ericcll/digest/ncrcds04.html
NAEYC.1996.Respondingto linguistic and
cultural diversity-Recommendations
for effective early childhood education.
An NAEYC position statement. Washington, DC: Author. Brochure.
Soto, L.D., ed. 2002.Mahing a difference in
the liues of bilingual,/biculturalchildren.
ln Counterpoints:Studies in the postmodern theory of education, vol 134, eds.
J.L. Kincheloe& S.R.Steinberg.New
York: Peter Lang.
Stefanakis,E. 1998. Whosejudgment
counts? Assessingbilingual children K-3.
Portsmouth, NJ: Heinemann.
Tabors, P.O.1997.One child, tuo lan'
guages:A guide for preschool educatorsof
children learning English as a second
Ianguage.Baltirnore: Paul H. Brookes.

TnP PIruMNru@-OKLAHOMA
vvww'positivepins.com

CUSTOMLAPELPINS

The Pin Manwelcomesyour customdesigns.
Usethe popularityof pins to promoteyour
center or school; recognizestaff, teachers,
30 YEARSEXPERIENCEvolunteers
and students.

FASTSERVICE

We guarantee you low prices and quality service.
We have an in-house design team to assist you with
the graphics. We have created unique pins for
museums, parks, hospitals, charities, schools and
governmenial agencies.

VOLUMEDISCOUNTS

Let us add your name to our list of satisfied customers!
Send us your design today!

Phone: 918-587-2405
Fax: 918-382-0906
E-Mail: pinrus@aol.com
website: www.positivepins.com

72

@
ffi

Copyright @ 2002by the National Association for the Education of Young Children.
See Permissions and Reprints online at
www.naeyc.org/resources/journal.

YoungChildren.July 2002

