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xiii

De�nitions for literacy have extended well beyond the ability to read and write. In fact, 
literacy has become “a moving target, one we can never completely de�ne because 
information and communication technologies continually change” (Leu, 1997, p. 62). 
Modern de�nitions of literacy also recognize it as “multimodal”; this means that liter-
acy includes not only deciphering written words but also using gestures, oral language, 
technology, mathematical symbols, and a wide range of activities that engage students 
in using art, images, and artifacts for self-expression and communication (Binder & 
Kotsopoulos, 2012). In addition, literacy is conceptualized as beginning much  earlier, 
well before formal schooling, and as a continuum of complex skills that begin to 
develop at birth (Wasik & Herrmann, 2004a; 2004b). Individuals of all ages use forms 
of communication for learning, enjoyment, storytelling, persuasion, employment, and 
exchange of information (National Council of Teachers of English, 2010). Technology 
has in�uenced the ways we communicate, how we understand the world, and the social 
and cognitive processes involved in literacy (MacArthur & Karchmer-Klein, 2010).

As a result of all of these changes, young children need a different kind of early 
childhood educator. Today’s teacher of very young children (from birth through age 8) 
is expected to be a much more knowledgeable and sophisticated professional than in 
years past. She or he is expected to integrate advanced technologies into teaching, col-
laborate with diverse families/communities/professionals, teach in ways supported by 
research, combine skills in special education and support for English language learners 
with the traditional competencies of early childhood education, and document young 
children’s growth as learners. Therefore, any textbook that hopes to serve as a resource 
for teacher preparation in the �eld of emergent and early literacy must re�ect these 
understandings, trends, and goals. In response to rising expectations for early child-
hood educators’ effectiveness and student achievement, six signi�cant changes have 
been made to the sixth edition of Early Childhood Language Arts.

  New to the Sixth Edition

Early Childhood Language Arts has been thoroughly revised; as a result, at least 30 per-
cent of the material is new to the book. New tables, �gures, resources, and references 
have been added to each chapter. With this, the sixth edition, there is a much greater 
emphasis on Web 2.0 tools suitable for young children and their teachers.

1. Web 2.0. Web 2.0 refers to the “second generation” of the World Wide Web 
that is more user-friendly and interactive. This new feature is an annotated list 
of several interactive technology tools—apps and websites—that can be used to 
support more effective teaching.

P r e f a c eP r e f a c e
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xiv Preface

2. Apps and Sites. This new feature suggests free or inexpensive apps and web-
sites that are developmentally suited for young children.

3. Focus on . . . . This feature takes a more in-depth look at a top-rated technol-
ogy tool and shows how it can be used in the classroom to support literacy learning 
at three different levels—prereader, emergent reader, and independent reader. Rae 
Ann Hirsh, a faculty member at Carlow College, contributed most of these examples 
through her work at the early childhood technology center. The one in Chapter 9 was 
provided by Colleen DiBuono, faculty member at Indiana University of Pennsylvania.

 4. Picture Book Picks. Very recently published, high-quality picture books have 
been selected, and an age/grade level, annotated list is supplied in each chapter. 
Nicole Olbrish, a doctoral candidate at Indiana University of Pennsylvania, con-
tributed many of these to the book.

The following features were thoroughly updated with the sixth edition:

1. Fact Files. Current statistics and research �ndings introduce each chapter as a 
way to challenge widely held assumptions, address common misconceptions, and 
provide scienti�c evidence to support each assertion.

2. Margin Notes. These have been completely revised to address four  different 
aspects of language arts instruction. Standards & Teaching provides standards of 
leading professional associations that govern instruction in the language arts. Brain 
& Language informs students of the implications of neuroscience research for 
early childhood educators. Infants & Toddlers provides a research perspective on 
the language development of the youngest learners. Research & Report suggests 
individual investigation outside the classroom that culminates in a small-group, 
in-class activity focused on a timely topic related to each chapter’s content.

  Focus of the Book

In preparing this sixth edition of Early Childhood Language Arts, my experiences with new-
comers to the �eld continued to serve as a touchstone. Throughout the revision process, 
I kept asking myself, “What do early childhood educators really need to know, do, and 
understand in order to work effectively and compassionately with the very young?”

Michelle, a former student, immediately came to mind. During her early child-
hood teaching career thus far, Michelle has had memorable experiences with diverse 
groups of young language learners that have contributed to her professional develop-
ment. As a student teacher in a rural public school kindergarten, she found out �rsthand 
how a pervasive developmental disorder such as autism affects a child’s development in 
general and language development in particular. Five-year-old Kevin, a boy in her class, 
talked but rarely used language to communicate to or with anyone. Michelle would 
often notice Kevin mouthing letters or talking to himself about things that captured 
his interest. He was particularly fascinated by letters, numbers, maps, and globes, and 
Michelle was surprised to discover that his reading skills were very advanced.

During Michelle’s �rst full year of teaching as a long-term substitute in �rst 
grade, her class included Krystall, a child who used a motorized wheelchair and a 
communication board with a voice synthesizer to communicate. One of Michelle’s 
most treasured teaching moments was observing Krystall and her friend Madeline, 
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a child who was hearing impaired, play together. Krystall would point to the icon on 
her electronic communication panel, Madeline would demonstrate the corresponding 
word using American Sign Language, Krystall would push the button so that the voice 
synthesizer would say the word, and both girls would giggle.

In her second year of full-time teaching, Michelle married and moved to  California, 
where she took a job in a private preschool in an urban area. After she met her class for 
the �rst time, Michelle called me to say, “I have 15 children in my class, and there are 
12 different languages represented! I’m going to learn so much this year!”

I share these stories about Michelle because they illustrate how important it is for 
teachers to be well informed about young children’s language and the strategies used to 
support language growth. Consider how, in just three years’ time, Michelle’s knowledge of 
children’s communication disorders and language development was enriched and enlarged. 
Consider also how she made the commitment to keep on learning and developing as a 
professional. I believe that Michelle was and will continue to be successful as an early 
childhood practitioner because she fully accepts her responsibility for fostering all young 
children’s language growth and because she continually seeks professional development. 
As her former college professor, I would also like to think that the quality of her teacher 
preparation program made a signi�cant contribution to her excellence as a teacher.

What was apparent from the start was that Michelle did not approach the diverse 
language learners in her class or center as an inconvenience or a burden. Rather, these 
new situations sent her in search of support from authoritative sources to learn more—
from the child’s family, the library, the Internet, experienced teachers, specialists from 
other professions, professional organizations, and community services. Michelle did not 
merely talk about being a facilitator of children’s language; she put her philosophy into 
action and truly helped every child reach his or her potential as a communicator. With 
this, the sixth edition of Early Childhood Language Arts, I, too, sought to capture essential 
elements of what enables a novice teacher to mature into a master teacher.

  Underlying Assumptions

I think that it is helpful for textbook authors to make their beliefs explicit to those 
people who are considering using the book. Early Childhood Language Arts is distinc-
tive from many other early literacy books in that it includes oral language rather than 
concentrating on literacy with print. Beginning with the �rst edition and continuing 
now with the sixth, my approach has always been to integrate not only the language arts 
(listening, speaking, reading, and writing) but also the other subject areas, including 
the �ne arts. The language arts are incomplete without these important connections. 
We know that learners of language come to us with wide variations in background 
experiences and abilities; therefore, it only makes sense that we respond in kind with a 
repertoire of teaching strategies rather than advocating one best method for all.

More speci�cally, some of the underlying assumptions that I make about young 
children as language learners include the following:

•	 The	early	years	are	“prime	time”	for	language	development;	therefore,	it	is	par-
ticularly important for young children’s teachers to be knowledgeable about ways 
of fostering language growth.
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•	 The	communication	environment	has	changed	dramatically	in	recent	years.	In	this
complex environment, children need to know how to use multiple symbol systems.

•	 Language	is,	first	and	foremost,	a	tool	for	social	interaction;	children	need	to	use	
language to achieve important purposes.

•	 Learning	to	read	and	write	is	challenging	and	requires	motivation;	high-quality	
literature is a major means of motivating children to become literate.

•	 Literacy	during	early	childhood	typically	begins	with	oral	language;	therefore,	
it is important to give equal time to listening and speaking because this is where 
language development begins.

•	 Literacy	is	more	than	mouthing	words;	children	need	dynamic	role	models	to	
emulate so that they are “apprenticed” into literate behavior.

•	 High	levels	of	literacy	are	expected	in	contemporary	society;	children	and	fami-
lies need to be invited into literacy activities that will expand the range of options 
available to them in work and life.

•	 Becoming	a	competent	teacher	of	young	children	requires	knowing	how	to	adapt	
to multiple demands; therefore, early childhood educators need to re�ect deeply 
on their actions and the consequences of those actions for young learners.

•	 Early	childhood	educators	cannot	meet	the	needs	of	diverse	groups	of	language	
learners alone; they need to collaborate with families and professionals in order 
to provide high-quality educational experiences.

•	 Literacy	affects	the	ability	of	 individuals	to	participate	in	society;	therefore,	a	
major purpose of literacy learning should be to enhance the power of individuals 
to in�uence institutions for the better.

  Audience for the Book

Early Childhood Language Arts is intended for teachers of young children (birth through 
age 8). The text is most appropriate for a four- or ve-year teacher preparation program 
that leads to certication or licensure. The book would be suitable for a comprehensive 
community college course on young children’s language and literacy development as 
well. It is also appropriate for a graduate-level course for practicing teachers who are 
developing specialized expertise in the early childhood eld.

  Structure of the Chapters

This book has been designed with two audiences in mind. One audience is the instructor 
who is seeking to provide a high-quality, interactive course that moves beyond the traditional 
lecture format. The other audience is the college or university student who seeks to develop 
a more thorough understanding of language and literacy development during the early 
years. The following chapter structure was designed with both of these audiences in mind.

  Fact File

Each chapter begins with a Fact File that serves as a support for the instructor by 
simultaneously synthesizing current research and addressing common misconceptions 
of students.
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  What Is (Are) . . . ?

Next, each chapter de�nes the key topic to be addressed, such as the home literacy 
environment (Chapter 2) or narrative and expository texts (Chapter 6). After learn-
ing the terminology central to the chapter, students are invited to delve into the topic 
further via case material.

  Collaboration with Families and Professionals

This section of each chapter contains real-world case material that enables students to 
see how teachers are expected to work with professionals in other �elds, with families, 
and with children. These cases are designed to provide readers with experience in col-
laboration, promote re ective thinking, and generate class discussion.

  Overview of…

This section provides a developmental perspective on the chapter content.

  Teacher Concerns and Basic Strategies

Every chapter contains sections that identify common concerns of teachers, basic strat-
egies for effective language arts programs for the very young, and speci�c teaching 
activities that are developmentally appropriate.

  Classroom Activities to Support…

An array of sound pedagogical practices that teach the content of each chapter is supplied.

  Research-Based Literacy Strategies

Three instructional strategies that are supported by empirical research conclude every 
chapter. Each is described brie y and supported by empirical evidence.

The following features were continued from the �fth edition; all are designed 
to provide explicit, practical, research-based guidance for teachers of young children.

•	 Links with Literature. This feature leads students to classic and contemporary 
high-quality children’s literature across various genres. Rather than being given 
lengthy lists of books, students are directed to online sources from leading pro-
fessional organizations that are continually updated as well as being provided 
with “Names to Know.” For example, Chapter 1 Links with Literature focuses on 
multicultural, multiethnic, and international children’s books and also provides 
links to multicultural and international resources.

•	 English Language Learners. This feature provides the very latest research-
based recommendations for working with students who are acquiring English.
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•	 How Do I . . . ? This feature offers a step-by-step explanation of how per-
form a particular task, such as introducing new vocabulary words or planning a 
standards-based lesson.

  Instructor’s Manual and Test Bank

For each chapter, the Instructor’s Manual features the chapter focus, chapter objectives, 
key terms, student learning experiences, and teaching and learning resources, along 
with a sample syllabus and a sample project. The Test Bank includes new, scenario-type 
test items similar to those on the national teacher examination; the explanations for 
all correct and incorrect answers are provided.  The Test Bank also includes the more 
traditional true/false, multiple-choice, and matching. Page references to the main text 
and suggested answers have been added to most questions to help instructors create 
and evaluate student tests. These materials are available for download from the Instruc-
tor Resource Center at www.pearsonhighered.com/irc.

  PowerPoint™ Presentation

Designed for teachers using the text, the PowerPoint™ Presentation consists of a series 
of slides that can be shown as is or used to make overhead transparencies. The presenta-
tion highlights key concepts and major topics for each chapter. These slides are available 
for download from the Instructor Resource Center at www.pearsonhighered.com/irc.

Speak with your Pearson sales representative about obtaining these supplements 
for your class!
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Fa c t  F i l e  on Diverse Language Learners

•	 There	are	74.5	million	children	under	the	age	of	5	in	the	United	States;	this	means	

that	more	than	one	in	four	children	are	under	the	age	of	5	(Children’s	Defense	Fund,	2011).

•	 The	United	States	has	the	highest	number	of	 families	with	 low	 incomes	since	the	

Census	Bureau	began	collecting	data	in	1959	(Cauchon	&	Hanse,	2011).

•	 Over	950,000	homeless	children	enrolled	in	U.S.	schools	during	2008–2009;	children	

make	up	about	half	of	the	homeless	population,	and	almost	50	percent	of	these	children	

are	under	age	6	(National	Center	on	Family	Homelessness,	2011).

Courtesy	of	Huachuan	Wen	and	Ying	Jiang
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2	 Part	One	 •	 Language Learning in Context

•	 The	number	and	types	of	early	childhood	education	programs	have	increased;	so	

has	the	cultural	and	linguistic	diversity	of	the	children	enrolled	in	these	programs	(Garcia	

&	Frede,	2010).

•	 Children	of	color,	who	are	now	44	percent	of	America’s	children,	will	be	the	majority	

of	children	in	2019	(Children’s	Defense	Fund,	2011).

•	 Black	children’s	chances	of	being	poor	are	about	2.5	times	greater	than	those	of	their	

white	counterparts;	31	percent	of	white	children	and	69	percent	of	black	children	who	are	

born	poor	spend	at	least	half	of	their	childhoods	living	in	poverty	(Ratcliffe	&	McKernan,	

2010).	Sixty-four	percent	of	low-income	children	were	born	to	immigrant	parents	(Chau,	

Kalyani,	&	Wigth,	2010).

•	 English	 Language	 Learners	 (ELLs)—children	 who	 are	 developing	 proficiency	

in	 	English—constitute	one	in	nine	students	 in	the	United	States	and	are	projected	to	

	represent	one	 in	 four	 students	by	 2025	 (Pew	Hispanic	Center,	 2011).	Approximately	

80 percent	of	these	ELLs	are	native	speakers	of	Spanish	(Fortuny,	Hernandez,	&	Chaudry,	

2010).

•	 The	number	of	ELLs	enrolled	in	U.S.	public	schools	increased	by	51	percent	between	

1997	and	2008	(Education	Week,	2013).	Of	the	2.7	million	school-age	children	who	spoke	

a	language	other	than	English	at	home	and	spoke	English	with	difficulty	in	2009,	about	

73 percent	spoke	Spanish	(Aud	et	al.,	2011).

•	 The	majority	of	people	in	the	world	today	are	bilingual	or	multilingual	(Baker,	2006);	

although	many	 people	 in	 the	 United	 States	 are	monolingual,	 this	 is	 changing	 due	 to	

immigration	(August	&	Shanahan,	2008).

•	 Four	major	factors	may	contribute	to	the	development	of	bilinguals:	(1)	the	status	

of	the	languages	involved,	(2)	the	socioeconomic	status	(SES)	of	the	child’s	family,	(3)	the	

amount	of	language	input	in	each	language,	and	(4)	the	language(s)	the	mother	or	caretaker	

uses	with	the	child	(Dixon,	Wu,	&	Daraghmeh,	2011).

•	 In	 the	United	States	as	well	as	some	other	countries,	English	not	only	dominates	

but	also	is	associated	with	status,	education,	wealth,	and	power;	it	is	also	the	language	of	

international	business	and	technology	(Dixon	et	al.,	2011).

•	 Family	SES	usually	is	conceptualized	as	some	combination	of	family	income,	parents’	

education	level,	and	job	status.	In	the	United	States,	SES	has	been	shown	to	be	a	predictor	

of	school	outcomes	for	bilinguals	(e.g.,	August	&	Shanahan,	2008;	).	Higher	income	can	

facilitate	access	to	more	language-learning	resources	such	as	books,	technology,	cultural	

events,	tutors,	and	enrichment	programs	(Willingham,	2012	).

•	 When	 families	use	English	 in	 the	home,	proficiency	 in	 the	ethnic	 language	often	

declines	(Dixon	et	al.,	2011).	If	there	is	a	very	dominant	societal	language,	children	may	

need	more	sources	of	input	to	preserve	and	enhance	their	knowledge	of	their	first	language	

(Gathercole	&	Thomas,	2009;	Scheele,	Leseman,	&	Mayo,	2010).
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•	 Over	400	different	 languages	are	spoken	by	young	ELLs.	However,	nearly	80 per-

cent	of	the	ELLs	in	the	United	States	are	children	living	in	poverty	whose	first	language	

is	Spanish.	The	next	most	populous	groups	of	ELLs	in	the	United	States	are	Vietnamese,	

Hmong,	Cantonese,	and	Koreans	(Kindler,	2002).

•	 As	the	student	population	has	grown	more	diverse,	the	teaching	force	has	become	

more	homogeneous	(Johnson,	2006).	In	2003,	nearly	40	percent	of	U.S.	public	school	chil-

dren	were	members	of	minority	groups,	while	less	than	10	percent	of	their	teachers	were	

members	of	minority	groups	(Snyder	&	Hoffman,	2003).

 Did any of this information surprise you? If so, what? Why? How will you use 
this knowledge to educate and care for the very young?

What Is the Cultural Context and Home Literacy Environment?

Every group and every individual has beliefs about language and its use, values and 
ideas about language and its speakers, and expectations for language teaching and 
learning (Park & King, 2003). Children bring to school the effects of one highly 

in�uential type of cultural context—the home literacy environ-
ment (HLE) (Burgess, 2011; Weigel, Martin, & Bennett, 2006a; 
2006b; 2006c). The HLE is conceptualized in many different 
ways; however, the main idea is the amount of support that 
children get at home in their efforts to acquire literacy with 
print (Duursma et al., 2007; Hood, Conlon, & Andrews, 2008; 
Nutbrown, Hannon, & Morgan, 2005; Phillips & Lonigan, 
2009). To illustrate differences in the HLE, hearing parents of 
children who are deaf (Stobbart & Alant, 2008) and parents and 
families of children with severe visual impairments (Murphy, 
Hatton, & Erickson, 2008) may have very different concepts of 

their roles in supporting literacy. The HLE has both immediate and long-term conse-
quences for learning (Melhuish et al., 2008).

Although it may be customary to think of reading aloud and visiting the library, 
families engage in all types of activities that involve literacy tasks, such as making a 
shopping list, communicating with family members via e-mail, planning a community 
garden (Starbuck & Olthof, 2008), or consulting an information board at the local store 
about upcoming events (McTavish, 2007). Naturally, there is great diversity in the fam-
ily members present in each home (Mui & Anderson, 2008), the type and amount of 
media in children’s homes, the time devoted to reading versus television, and the kinds 
of practice with oral and written language that each child acquires prior to beginning 
school (Bracken & Fischel, 2008; Linebarger, Kosanic, Greenwood, & Doku, 2004; 
Sonnenschein & Munsterman, 2002).

Some of the home activities associated with better academic performance in 
school include engaging young children in conversation, reading and discussing books, 

Standards & Teaching
Consult	the	National	Clearinghouse	
for	English	Language	Acquisition’s	
Short	Turnaround	Report	titled	Key 
Demographics and Practice Rec-
ommendations for Young English 
Learners	(2011)	at	www.ncela.gwu.
edu/files/uploads/9/EarlyChild-
hoodShortReport.pdf.	How	do	
these	recommendations	guide	your	
professional	practice?
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4	 Part	One	 •	 Language Learning in Context

providing writing materials, supporting play that incorporates literacy activities, dem-
onstrating the purposes of literacy, and maintaining a joyful atmosphere around lit-
eracy activities (Denton, Parker, & Jasbrouck, 2003). If the home and school literacy 
environments are dramatically different, it often makes literacy learning more dif cult 
for the child.

Children in today’s classrooms are more culturally, socially, academically, and 
physically diverse than ever before. To illustrate, in a public school preschool classroom 
consisting of 16 students, one researcher found that 15 quali ed, on the basis of their 
family’s low income, for the free lunch program. Eleven of the students were ELLs, 
and three were on individualized education programs (IEPs) due to special needs. 
Languages spoken by the students—other than English and Spanish—included Arabic, 
Nuer, Dinka, Oromo, Tigrinya, Swahili, Kirundi, Bajuni, and Sign Language. Some 
children had a developmental delay, had a speech delay, were deaf or hard of hearing, 
or had an attention de cit disorder (Howes, Downer, & Pianta, 2011). Teachers of 
young children need to look beyond their own family experiences and customary ways 
of thinking (Bornstein, 2009; Christian, 2006; Gonzalez-Mena, 2008, 2009; Jones & 
Nimmo, 1999).

It is surprisingly easy to fall into the habit of thinking the group to which we 
belong sets the standard by which others should be judged. For example, preconcep-
tions may cloud a teacher’s views of a child with foster parents (Swick, 2007), a parent 
in prison (Clopton & East, 2008a, 2008b), lesbian or gay parents (Patterson, 2006), 
grandparents responsible for his or her care (Kenner, Ruby, Jessel, Gregory, & Arju, 
2007), or parents who are recent immigrants and speak very little English (Moore & 
Ritter, 2008). A teacher’s belief system might lead to favored treatment of or, conversely, 
unease with children from families for whom faith is of paramount importance to their 
family interactions and traditions (Peyton & Jalongo, 2008). Rather than expecting the 
child to switch to the middle-class values and attitudes that predominate in the school, 
the school needs to become more culturally responsive (Gay, 2000; Olsen & Fuller, 
2007) and capitalize on each family’s strengths (Carter, Chard, & Pool, 2009; González, 
Moll, & Amanti, 2005).

One reason that groups of children have become increasingly diverse has to do 
with public policy. In the 1930s and 1940s in the United States, most children with 
special needs were kept at home and did not attend school at all. During the 1950s and 
1960s, they were completely isolated from peers in special classes. More often than 
not, these classrooms were located in the least well-equipped and most remote areas 
of the building. During the 1970s and early 1980s, children with special needs were 
brought from their special education classroom into the regular classroom periodically 
to work alongside peers, a practice called mainstreaming. In the 1990s and continuing 
into the new millennium, children with special needs are included, often full-time, in 
the classroom with typically developing peers. This practice is referred to as inclusion 
(Hooper & Umansky, 2009; Mallory & Rous, 2009; Mogharreban & Bruns, 2009; 
Odom, Buysse, & Soukakou, 2011). Inclusion means

individualizing the early childhood setting and [following] developmentally appropriate 
practices to maximize the possibility that a child is able to learn and grow to her 
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fullest potential. Inclusion strategies…support all children while offering thought-
fully designed supports and interventions to individual children based on their needs. 
(Parlakian, 2012, p. 71)

In the diverse early childhood settings you are going to encounter, some young 
children will have highly developed language, and others will face serious language 
dif�culties. Teachers cannot afford to “aim down the middle” with their teaching in 
the hope that they will successfully reach the average student, that the children who 
are struggling will somehow catch up, and that the students who are advanced will take 
care of themselves. Diverse settings require child advocates, teachers who are committed 
to championing the cause of every child and believe that all children can learn. Overall, 
the research shows that inclusive early childhood programs work best when there is 
a clear philosophy, teacher support, a focus on the child, a continuum of services, 
and interprofessional collaboration (Sandall, Hemmeter, Smith, & McLean, 2005). A 
community of language learners emphasizes cooperation, collaboration, and mutual 
respect between and among children, parents, families, and professionals. High-quality 
early childhood language arts programs focus on the whole child. This means that 
there is attention to the child’s physical, emotional, social, intellectual, and aesthetic 
growth (Foundation for Child Development, 2008). Figure 1.1 summarizes what a 
literacy community looks like in action. The National Council for Accreditation of 
Teacher Education (2013) asserts that high-quality education is a fundamental right of 
all children and requires educators to demonstrate the knowledge, skills, and profes-
sional dispositions to work successfully with children of all races, ethnicities, disabili-
ties/exceptionalities, and socioeconomic groups to assure high-quality education for 
all children. Figure 1.2 provides suggestions on working with ELLs that re�ect this 
perspective.

Meeting the needs of diverse language learners cannot be accomplished alone. 
It takes a team of professionals, all of whom are dedicated to the care, education, and 
support of the child and family (Division for Early Childhood, 2007). As it refers to 
teaching, interprofessional collaboration is the collective, coordinated effort of members 
of two or more professions focused on achieving learning goals with and for students 
and their families. The ability of a variety of professionals to share and collaborate 
effectively is crucial to program success (Anderson, 2013).

Suppose, for example, that one of your students has had surgery for a cleft palate 
and needs support to learn to speak clearly. In order to respond, you would need to meet 
at various times with the child’s parents or family and other educators. Additionally, 
you might work with other professionals, such as a pediatrician or a speech/language 
pathologist. Without the bene�t of these blended perspectives and expertise, it would 
be exceedingly dif�cult to address the needs of the child.

A clear philosophy, commitment to every child, appropriate teacher support, 
and collaboration with families and professionals all make essential contributions to 
establishing a community of language learners (Halgunseth, Peterson, Stark & Moodie, 
2009 The main principle that governs a learning community is that everyone matters 
(Batt, 2008). In the next section, you will meet Cheryl, my former student. Now a 
teacher, Cheryl illustrates how all of these principles can be put into practice.
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6	 Part	One	 •	 Language Learning in Context

Figure 1.1 Literacy	Communities	in	Action:	What	to	Look	For

evidence of Collaboration with Parents, Families, Professionals, and the Larger Community

Teachers	who	seek	to	communicate	with	parents	and	families	in	a	variety	of	ways,	who	
strive	to	make	them	feel	welcome,	who	use	different	times	and	occasions	as	opportunities	
to	confer	about	the	child’s	progress,	and	who	use	community	resources	to	enhance	
learning	opportunities	for	children.

What to Look For

Information	boards,	flyers,	newsletters,	displays	of	children’s	work,	notices	about	
special	events,	support	services	information,	notes	in	backpacks,	thank-you	letters,	
invitations	to	participate,	classroom	volunteer	schedule,	videos/audio	recordings/
books	created	by	the	class	that	can	be	checked	out,	and	parenting	resource	books.

evidence of Support for emergent Literacy and reading

Teachers	who	are	avid	readers	themselves,	both	of	professional	materials	and	of	children’s	
books,	and	who	immerse	children	in	print	and	high-quality	literature	to	support	emergent	
literacy	and	reading.

What to Look For

Independent	reading,	paired	reading,	reading	aloud,	choral	reading,	chants,	raps,	rhymes,	
reading	“big	books,”	song	charts,	dictated	stories,	poems,	child-constructed	books,	
Readers’	Theater,	Thought	for	the	Day,	classroom	helper	board,	visual	aids	for	instruction.

evidence of Support for Drawing, Writing, and Spelling

Teachers	who	provide	support	when	they	call	children’s	attention	to	print;	who	model	the	
writing	process	for	children;	who	demonstrate	enthusiasm	for	multiple	symbol	systems	
that	children	use	to	communicate;	who	offer	support	and	encouragement	to	children	
engaged	in	drawing,	writing,	and	spelling;	and	who	use	technology	to	support	children’s	
pictorial	and	graphic	communication.

What to Look For

Children’s	handwriting,	mailboxes	with	drawings	and	letters,	stories	accompanied	by	
drawings,	multimedia	projects,	scripts	of	plays,	original	picture	books,	class	e-mail	
and	web	pages,	message	boards,	word-processing	software	and	computer	printouts,	
signs	and	posters,	peer	editing,	journal	writing,	class	newsletter.

evidence of Support for Oral Language

Teachers	who	talk	and	listen	respectfully	to	children	and	families,	who	encourage	
conversations	between	and	among	children	throughout	the	school	day,	and	who	provide	
time	and	materials	for	play	and	spontaneous	language	to	support	oral	language.

What to Look For

Opportunities	for	peer	interaction,	extended	conversations	between	adults	and	
children,	recorded	books	and	equipment	for	listening	to	them,	music	center,	literacy	
materials	to	use	during	play,	props	for	dramatization,	puppets,	flannelboard	cutouts,	
high-quality	DVDs	to	view	and	discuss,	computer	software.

Note:	See	Wohlwend	(2008)	for	additional	resources.
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Chapter	1	 •	 Appreciating Diversity and Educating the Young Language Learner 7

respect Families

Accept	that	children	are	members	of	diverse	family	and	community	systems	and	that	they	
bring	multiple	gifts	of	language,	culture,	and	wisdom.	Recognize	that	families	know	their	
children	in	ways	that	can	enrich	and	enlarge	your	understandings.	Strive	to	build	lines	of	
communication	among	linguistically	diverse	families	so	that	they	can	support	one	another.

Analyze Beliefs and Attitudes

Set	aside	negative	myths	and	common	misconceptions.	Assure	the	child	and	family	that	
their	native	language	and	culture	are	valued.	Be	aware	that	not	all	families	are	eager	to	
have	their	children	cared	for	outside	the	home	and	may	not	be	entirely	convinced	of	the	
value	of	early	childhood	education.

Acquire Specialized Skills

Seek	out	on-the-job	training	concerning	issues	such	as	the	politics	of	race,	language,	
and	culture;	strategies	for	furthering	cross-cultural	communication	(e.g.,	effective	use	of	
translators);	and	assessment	strategies	suited	to	English	language	learners.

reach Out to Families

Become	better	informed	about	each	child’s	and	family’s	language	history.	Make	personal	
contact	in	the	family’s	native	language,	if	at	all	possible.	Hold	meetings	at	convenient	
times	and	in	locations	that	families	do	not	find	intimidating,	and	give	them	support	and	
incentives	for	participation	(e.g.,	child	care,	transportation,	snacks).

Offer Comprehensive Services

Take	a	family	literacy	approach	and	provide	classes	in	English	for	parents/families	so	that	
they	can	participate	more	directly	in	literacy	learning	and	see	its	positive	effects.

Create a Sense of Community

Warmly	welcome	every	member	of	the	classroom	community.	Reflect	diversity	and	give	
children	authentic,	integrated	opportunities	to	participate	in	a	vital	learning	community.

Become a Keen Observer

Collect	evidence	of	the	child’s	language	use	both	in	the	native	language	and	in	English.	
Report	these	findings	in	ways	that	can	be	shared	with	families	during	conferences.	Accept	
children’s	errors	as	a	normal	part	of	language	development.

Be an Advocate

Endorse	policies	that	address	the	needs	of	young,	diverse	language	learners	by	working	
with	organizations	and	leaders	capable	of	addressing	these	needs.

Sources:	Bouchard,	2001;	Eihorn,	2001;	Garcia,	2008;	Harvey,	2001;	Obiakor	&	Algozzine,	2001;	
Schwartz,	1996.

Figure 1.2 Guidelines	for	Working	with	English	Language	Learners
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8	 Part	One	 •	 Language Learning in Context

Collaboration with Families and Professionals

Cheryl is a public school teacher in urban California. This year her class includes 
Victoria, a child from Venezuela who speaks and writes Spanish but almost no English; 
Caitlin, a child with a severe vision impairment called macular degeneration that 
will eventually lead to blindness; and Mei, a bilingual Hmong child, the son of two 
Vietnamese Hmong graduate students at the university. Cheryl uses a wide variety of 

strategies to facilitate the language growth of these children and 
give them a sense of belonging.

In Victoria’s case, Cheryl reads about ways to support dual 
language learners. By getting to know Victoria’s extended fam-
ily, she �nds out that the �rst-grader has an aunt in high school 
who has been in the United States for several years. The school 
day for secondary students ends early, so Victoria’s aunt volun-
teers in Cheryl’s classroom each afternoon from 2:30 to 3:30, a 
plan that also bene�ts her because she is enrolled in the child-
care training program at the vocational school.

For Caitlin, the child with the vision impairment, Cheryl 
builds her understanding of vision problems and consults 
with special education teachers in her school district to plan 
appropriate activities. Additionally, she works with the local 

Association for the Blind to get Caitlin’s family in contact with a program that trains 
guide dogs for the blind so that Caitlin can get on the waiting list early. As Caitlin’s 
vision deteriorates, she will need learning activities matched to her capabilities, such 
as electronic books designed for this population (Grammenos, Savidis, Georgalis, 
Bourdenas, & Stephanidis, 2009). These activities, planned by a professional team and 
shared with Caitlin’s family, are referred to as an IEP. It is her right, under federal law, 
to have a free and appropriate public education and to be educated with her peers to the 
extent appropriate to her individual needs.

In the case of Mei, who is �uent in two languages, Cheryl involves him almost 
like a teacher’s aide to help other Hmong children in the school who are newly immi-
grated to the United States and are just beginning to learn English. This arrangement 
has provided Mei with many challenging activities, such as translating some easy read-
ers and recording the accompanying audio. The book/audio combinations created by 
Mei have been made available to be checked out of the library. Cheryl has also helped 
Mei locate a bilingual pen pal on the Internet.

As a result of Cheryl’s efforts, all three of these children are progressing well in 
school and have a respected place among their peers.

Contributions and Consequences

•	 Contributions of the teacher: How did the teacher play an active role in the lives of 
these children?

Brain & Language
In	a	study	of	the	young	child’s	abil-
ity	to	perform	short-term	memory	
tasks,	researchers	found	that	
most	preschoolers	were	capable	
of	explaining	the	strategies	they	
used	to	recall	information	(Visu-
Petra,	Cheie,	&	Benga,	2008).	The	
children	described,	for	example,	
practicing	in	their	minds	and	using	
words	to	remember	the	pictures.	
How	could	a	teacher	coach	children	
to	do	this?	Visit	the	Dana	Founda-
tion	(www.dana.org)	website	for	the	
latest	findings	on	neuroscience.
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•	 Contributions of the family: How did each family support their child and get 
involved?

•	 Contributions of other professionals: How did professionals in other �elds contribute 
to addressing the needs of these children and families?

•	 Consequences of collaboration: If the adults had refused to work together, what might 
have been the effect on the children’s literacy learning?

Clearly, Cheryl is making every effort to promote collaboration in her daily classroom 
practices. The remainder of this chapter provides detailed information about how you, 
too, can become a successful teacher in diverse early childhood settings. To begin, look 
at Figure 1.3 to get a preview of the general recommendations for working with diverse 
learners in the language arts classroom.

Meeting the Needs of Children with Language Differences

Without question, the United States is a diverse society, yet our nation’s track record 
in working with language differences in the classroom is not a source of pride. When 
my mother, Felicia, attended public school in the city of New York in the early 1930s, 
it was customary to punish children for speaking their native languages (e.g., by forcing 
them to write “I will speak English at school” 1,000 times). One day Felicia was caught 
speaking Italian to a little boy who had just moved to the United States from Italy and 
had asked her for help in �nding his classroom. While she stood frozen with fear, await-
ing her punishment, her teacher said, “Oh, Felicia. You speak Italian. I think it would 
be wonderful to learn another language, especially one as beautiful as Italian!” When 
little Felicia shared this incident with her mother, the teacher was invited to the most 
sumptuous six-course lunch that my Italian grandmother could prepare, complete with 
her hand-crocheted table linens and real china and crystal!

Even though there were some enlightened teachers who went against common 
practices, the prevailing attitude toward any language other than English prior to 
the 1960s was to extinguish it. As support for this point of view, educators pointed to 
the bilingual child’s tendency to mix the two languages as if they were one, combin-
ing words from each (e.g., a Spanish-speaking child who says “I like el gato” for “I 
like the cat”). This code switching, as it is called, was cited as evidence that a child’s 
�rst language interfered with learning English; however, we now know that skill in 
one language supports and complements learning another language (Conteh, 2007; 
Jalongo & Li, 2010).

When young children are faced with a new culture where the predominant lan-
guage is associated with high prestige and social success, their �rst language may be 
sacri�ced (Fillmore, 1991; Gathercole & Thomas, 2009). Yet, if this happens before 
these children have mastered English, they often become �uent in neither language. 
Moreover, when children abandon their native tongue, it is in some ways a rejection of 
the culture represented by their �rst language (Bunten, 2010; Fillmore, 1991; Ogbu, 
1988). Nevertheless, many places throughout the world continue to violate  children’s 
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Attitude

Maintain	a	positive	attitude	and	focus	on	children’s	
strengths	rather	than	their	limitations,	saying,	for	
example,	“Ask	Jon.	He	can	answer	you	on	his	
Vox,”	rather	than	“Jon	can’t	talk.”	Be	patient	and	
encourage	children	to	do	likewise.

Fairness

Realize	that	being	fair	is	much	more	than	“treating	
everyone	the	same.”	Actually,	you	will	need	to	treat	
children	differently	while	being	fair	and	just.	It	isn’t	
fair,	for	example,	to	criticize	a	child	with	Tourette’s	
syndrome	(a	physiological	disorder	that	causes	
people	to	have	unpredictable	verbal	outbursts)	
for	talking	when	you	have	asked	children	to	listen	
quietly	to	the	story.

rules

Make	expectations	clear	and	establish	a	very	small	
number	of	rules	with	the	children.	For	instance,	
have	rules	about	health	and	safety,	such	as	“No	
hurting	other	people,”	to	include	hitting,	biting,	
kicking,	shoving,	and	so	on.

Directions

Give	directions	in	clear,	concise,	and	sequential	
fashion	and	support	the	directions	with	
demonstration.	For	example,	show	children	how	to	
use	the	listening	center	and	walk	them	through	the	
procedures,	one	step	at	a	time,	instead	of	merely	
telling	them	about	it.

Manner of Presentation

Use	concrete	examples	and	demonstrate	how	
to	proceed	whenever	possible,	such	as	showing	
children	how	to	form	the	letters	of	the	alphabet	
by	writing	with	a	finger	dipped	in	paint,	in	
sand,	with	a	marker	on	chartpaper,	on	the	
chalkboard,	with	a	laser	pointer,	on	an	overhead	
transparency,	and	so	forth.	Use	multisensory	
approaches.

Time

Break	up	instructional	time—for	example,	a	
10-minute	large-group	discussion	in	the	morning	
and	10	minutes	at	the	end	of	the	day,	rather	than	
20	minutes	at	one	time.	Give	children	more	time	to	
complete	a	task	if	they	need	it.

Adaptations

Individualize	activities;	for	example,	a	child	who	has	
great	difficulty	writing	might	be	asked	to	write	just	
the	first	letter	of	his	or	her	name.	Others	in	the	class	
might	be	expected	to	write	their	entire	names.	Give	
every	child	a	chance	to	be	successful.

Narration

Interpret	the	behavior	of	children	with	special	needs	
for	the	other	students	so	that	they	begin	to	understand	
them	better.	For	instance,	you	might	say,	“Shannon	
is	coming	over	to	play	house	with	you.	Look,	she’s	
starting	up	her	wheelchair.	Now	she’s	ready	to	be	the	
mother.	Give	her	a	baby	doll	to	put	on	her	tray.”

encouragement

Instead	of	using	stock	phrases	(e.g.,	“very	good,”	
“good	job”),	give	specific	feedback	that	urges	the	
child	to	move	to	the	next	level,	such	as	“Tony,	I	
noticed	that	you	know	so	many	things	about	trucks	
when	we	talked	about	our	story	today.	I’m	going	to	
loan	you	this	book	to	take	home	and	show	to	your	
mom	and	grandma.	Tomorrow,	there	will	be	a	story	
about	airplanes	that	I	think	you	will	like.”

Small Spaces

Many	children	prefer	small,	comfortable	spaces	
where	they	can	read,	work	without	distraction,	or	
simply	“get	away	from	it	all.”	Designate	a	quiet	
area.	It	could	be	a	corner	with	pillows	and	a	book	
center	with	low	shelves,	for	instance.

Parents and Families

Dispel	fears	that	the	child	will	be	excluded	or	
caused	to	feel	incompetent.	Share	successes	often	
so	that	parents	and	families	can	really	see	how	their	
children	are	benefiting	from	the	program.

Professionals

Know	who	to	turn	to	for	particular	types	of	support	
and	when	it	is	appropriate	to	do	so.	Do	not	
consider	it	a	personal	failure	if	you	cannot	“make	it	
all	better”	for	a	child	who	has	profound	problems.

Celebrations

Celebrate	successes,	large	and	small.	For	a	child	with	
autism,	it	might	be	a	note	that	reads	“Gabriel	talked	
today!	He	knew	the	answer	to	a	subtraction	problem.”

Figure 1.3 Recommendations	for	Working	with	Diverse	Groups	of	Language	Learners
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linguistic rights and fail to respect their �rst language (Cummins, 2003; Reyes & 
Azuara, 2008).

As teachers, we must be aware of our language biases. Why is it that the same 
adult who cringes when hearing an Appalachian child say “I didn’t do nothing” or a 
Hispanic child pronounce chocolate as “shoclate” is thoroughly charmed when hearing a 
British child pronounce schedule as “shedule” or �nds the New England pronunciation 
of idea as “idear” appealing? Evidently, some language differences win social approval 
because they are associated with individuals who have higher social status.

If you doubt that you have such biases, consider what occurs when a college 
teacher is not a native speaker of English. College students will sometimes complain 
about or even ridicule instructors who do not speak English as their �rst language and 
protest that they do not understand these instructors. It is more often the case that 
some college students are not willing to make the extra effort to communicate, look 
down on those who are not �uent speakers of English, and/or feel superior because 
their families “were here �rst.” Everyone possesses some language biases; the chal-
lenge for teachers is to be aware of language discrimination and embrace the language 
differences that they encounter in their students (Batt, 2008; Murillo & Smith, 2011).

Early childhood educators are required to respect the child’s home language, 
even if no one in the community speaks that language (Nemeth, 2009, 2009b). Some 
excellent resources on second-language learning are in Web 2.0 Tools and Apps and 
Sites features of this chapter on page 18 and page 21.

  Every	group	of	children	reflects	diversity	in	language	learning.

K
at
el
yn

M
et
zg

er
/M

er
ril
lE

d
uc

at
io
n/
Pe

ar
so

n
Ed

uc
at
io
n

M01_JALO8445_SE_01.indd   11 29/07/13   6:15 PM




