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Bilingualism and

Celebrating Our Linguistic Strengths

By CHAN LU

bout one-third of children under age 8 in the United

States have at least one parent who speaks a language

other than English athome.' And as 02016, 9.6 percent

of all U.S. public school students were identified as Eng-
lish language learners.” It is obvious that the American student
population is becoming increasingly multilingual.

This trend is often widely celebrated in other countries. But as
scholars who have focused on an array of issues related to borders
and democracy have noted, the United States has a complex history
with bilingualism:

In many countries, the ability of children to speak more than
one language is seen as important. Such is generally not the
case in the United States. As sociolinguist Joshua Fishman
and his coauthors have claimed, “Many Americans have long
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been of the opinion that bilingualism is ‘a good thing’ if it was
acquired via travel (preferably to Paris) or via formal educa-
tion (preferably at Harvard) but that it is a ‘bad thing’ if it was
acquired from one’s immigrant parents or grandparents.”?

Fishman made that claim more than five decades ago, but it
still rings true—if not quite as loudly—today. For instance, Rich-
ard Ruiz and other scholars contend that in the United States,
speaking a language other than English continues to be per-
ceived as a problem, which they term a “language-as-problem
orientation.* Perhaps because of this perception, the burgeon-
ing multilingualism of our nation’s children is challenging our
current instructional practices and even more so our educa-
tional systems. Across the country, we lack the preparation,
materials, supports, or infrastructure to handle our children’s
linguistic diversity. Given the multiple benefits of speaking more
than one language fluently,* we should actually celebrate this
diversity—and we can.

*For more on the benefits of second language learning, see “Beyond a Bridge to
Understanding” in the Summer 2018 issue of American Educator, available at www.
aft.org/ae/summer2018/abbott.
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Our systems and practices are geared mostly toward monolin-
gual English speakers. The language-as-problem perception has
contributed to the spread of several counterproductive and inac-
curate beliefs,® such as:

 the two languages a bilingual person speaks are separate and
distinct systems, as if bilingual students were two monolin-
guals in one;

o languages can be simply added or subtracted from the minds
of bilingual speakers;

o restricting the use of the home language or only using it tem-
porarily will transition students as quickly as possible to the
dominant school language; and

« students’ languages in school, if used at all, should be strictly
separated by time, day, or subject.

Decades of research have shown that these beliefs are miscon-
strued; there are in fact cognitive, social, and economic benefits
to being bilingual and biliterate.®

In this article, [ will address the following questions that relate
to our school policies and teaching practices: Do bilingual® chil-
dren suffer from cognitive and linguistic disadvantages, or do
they enjoy advantages unavailable to monolingual speakers? Is
it detrimental to learning English at school if a child speaks,
reads, and writes in a differentlanguage athome? What are some
of the strategies teachers can use to help bilingual students and
families? While across-the-board answers are impossible, I will
briefly summarize relevant studies and connect them with the
U.S. school context. In the end, I offer a few suggestions for class-
room teachers.

Is there a bilingual advantage in cognitive development? The simple
answer is yes, no, and it depends. To date, researchers have found
executive functioning to be one of the areas in which bilingual
children are significantly stronger than monolingual children.
Executive functioningrefers to a variety of cognitive processes; the
core includes inhibitory control of attention, updating working
memory, and shifting between tasks.” Inhibitory control of attention
enables a child to selectively attend to the most relevant informa-
tion and suppress attention to other stimuli (e.g., focusing on the
teacher who is reading aloud, not the classmate who is fidgeting).
Working memory refers to the brain’s temporary storage and
manipulation of the information necessary for such complex cogni-
tive tasks as language comprehension, learning, and reasoning;?
updating working memory means constant monitoring and rapid
addition or deletion of working-memory contents. Shifting between
tasks is switching flexibly between tasks focusing on different prop-
erties (e.g., colors, shapes, etc.).

For simplicity, | will use the term bilingual throughout the rest of text to refer to more
than one language.

To date, numerous studies have compared bilingual and
monolingual children and have found that bilingual children
generally outperform their monolingual counterparts on
inhibitory control,” have better working memory,'’ and perform
better in shifting tasks.! Such advantages are thought to be
results of bilinguals’ constant need to resolve linguistic con-
flicts, such as the word spring is female in Spanish (la primav-
era) but male in French (le printemps). This enhances their
ability to handle nonlinguistic tasks too,' like identifying
shapes, recognizing patterns, and homing in on important
features of a picture or diagram while ignoring distractors. This
bilingual advantage in executive functioning is also confirmed
by neuroimaging studies. For example, a recent study found
that 11-month-old infants regularly exposed to two languages
demonstrated significantly stronger responses in the brain
areas known to be involved in executive functioning than
infants in monolingual homes."

However, it is also important to acknowledge that there have
been studies documenting the lack of coherent evidence for a
bilingual advantage in executive functioning;'* others have found
that the magnitude (and therefore practical significance) of the
differences varies depending on the tasks used, language pairs,
and socioeconomic status.' For instance, a study'® with bilingual
and monolingual groups of children who were comparable ethni-
cally, socially, and economically found no difference between
the two groups of children on executive functioning.

In sorting out why different studies reach different conclu-
sions, one key may be the fact that not all bilingual people are
the same. It is extremely important to carefully define what we
mean by bilingual and understand that there are quantitative
(how much) and qualitative (how good) differences in chil-
dren’s exposure to the different languages.'” For instance, a
study that did not find any difference between monolingual
and bilingual groups of 24-month-olds on tasks of selective
attention and inhibitory control also revealed that the bilingual
toddlers’ degree of balanced language usage predicted parents’
rating of some measures of the toddlers’ executive functioning.
The researchers suggest that enhanced executive functioning
in young bilingual children has to do with children actively
using two languages and switching between the languages.'®
Therefore, the bilingual advan-
tage in cognition appears to be
tied to specific conditions of
bilingualism.

The earliest findings demon-
strating a bilingual advantage
came from studies on children’s
metalinguistic awareness."?
Metalinguistic means the

AMERICAN EDUCATOR | SUMMER 2020 23



Research suggests that children’s phonological awareness in their
native language (Spanish) is beneficial in learning to read in English.

required understanding is not about any specific language, but
about language in general; it involves children’s conscious
reflection on and manipulation of the properties of language.?
For example, bilingual children are more likely to notice and
correct sentences like “Steve and Robert is a brother” that are
semantically plausible but contain errors.?! While early studies
on bilingual children’s metalinguistic awareness focused pri-
marily on the domain of oral language, more recently research-
ers have examined the roles different aspects of metalinguistic
awareness play in literacy learning and particularly in learning
to read.?” In learning to read, a child must realize that print
represents speech and then figure out what elements of the
written language represent what linguistic element. A child
learning to read in two languages must realize how the mapping
works differently in the two writing systems. There are two
major challenges for bilingual children.

The first is that they need to know what linguistic element is
represented by printed symbols in each language. In alphabetic
languages such as English and Spanish, a letter is the smallest
unit of the written language that represents a phoneme (pho-
nemes are the smallest units of spoken language); therefore,
children need to figure out the letter-sound correspondence at
the phonemic level. Phonemic awareness is crucial in learning
to read alphabetic languages. (For a detailed look at the English
language and teaching children to read in English, see the article
on page 4.) In non-alphabetic languages such as Chinese, chil-
dren need to figure out how characters, the basic units of the
writing system, are matched with syllables and morphemes
(morphemes are the smallest meaningful units of language). For
instance, the printed symbol H, pronounced as mii, represents
the idea of “eye.” In this case, children need to understand that

24 AMERICAN EDUCATOR | SUMMER 2020

a holistic character represents a syllable; syllable awareness,
rather than phonemic awareness, underscores early character
acquisition among native Chinese-speaking children.?

The second challenge is that writing systems vary in transpar-
ency—thatis, in how consistent their spelling-sound correspon-
dences are. For instance, Italian and Spanish are highly
consistent: one letter makes only one sound. English is a more
opaque alphabeticlanguage. Think about how many sounds the
letter string ough represents: although, bought, cough, plough,
tough, through. The Chinese writing system is considered one of
the opaquest; Chinese cannot be decoded at the level of graph-
eme to phoneme,* and there is a one-to-many relationship
between syllables, characters, and meanings. For instance, the
syllable shi can refer to more than 10 characters representing
different meanings (morphemes), such as il city, #fi persim-
mon, 2 issue, 3\ style, [X surname, §fi decoration, # power, 7R
to demonstrate, £ scholar, i vision, & test, /& to be, and 1+
world.”® A beginning Chinese reader must holistically learn and
memorize the spoken syllable, the corresponding character, and
its meaning.

For anyone learning to read, understanding how print maps
onto spoken language is fundamental. For children developing
biliteracy, the additional challenge is that they need to figure out
how their second writing system functions differently from their
first before they can fully grasp the second language system.*

This brings us to an essential question: Do bilingual children
have stronger metalinguistic awareness that can assist them in
learning to read? The answer is both yes and it depends. To date,
many studies document that bilingualism boosts children’s
metalinguistic awareness (phonological, morphological, syn-
tactic, etc.) with different aspects of reading (e.g., decoding,
word reading, word knowledge, and comprehension). These
benefits exist across different pairs of alphabetic languages (e.g.,
Spanish-English, Korean-English) and orthographically con-
trasting languages (such as Chinese-English).

For instance, a study examined whether children’s phonemic
awareness in their native language influenced English word rec-
ognition skills.? The children were first-grade Spanish speakers
in a transitional bilingual education program who were identified
by their teachers as nonfluent English readers. The researchers
administered a battery of tasks in the two languages assessing the
students’ phonological awareness and their word recognition and
decoding skills. They found that Spanish phonological awareness
predicted English word reading; Spanish word recognition also
predicted performance on the English reading tasks. Such results
suggest that children’s phonological awareness in their native
language (Spanish) is beneficial in learning to read in English, and
training in phonological awareness in their native language could
facilitate their ability to read in English.

One important factor is linguistic distance between the two
languages. English and Spanish or English and French, as cases



in point, share large numbers of cognates, like combustion vs.
combustion and atmosphere vs. atomospheére. Therefore, it is
logical to assume students’ lexical knowledge in their first lan-
guage could be transferred to reading in a second language. A
test of this hypothesis with Spanish-speaking students in grades
4 to 6 found that students’ ability to understand key concepts in
English was related to their ability to recognize cognate relation-
ships.? The connection between students’ Spanish vocabulary
knowledge and English reading comprehension was also found
to depend on students’ ability to recognize cognates. Such trans-
ferred skills have also been found to facilitate children’s reading
comprehension as early as first grade; by second grade, cognate
awareness appears to contribute significantly to reading com-
prehension.” A newly published study documented that cognate
instruction can be used to improve students’ spelling and writing
in grades 3 and 4 in bilingual (Spanish-English), English-only,
and English as a second language classrooms.*

However, not all aspects of metalinguistic awareness facilitate
reading in a second language. It depends on (1) whether the
students’ language skills are strong enough in their first language
for them to develop a certain aspect of metalinguistic awareness,
and (2) whether a particular aspect of metalinguistic awareness,
developed in the first language, is useful in learning the second
language.® Let’s take morphological awareness—the ability to
understand morpheme meaning and reflect on morphemic
structure of words*—as an example. The English lexicon con-
tains inflected, derived, and compound words like teaches,
teachable, and highlight. Understanding what -able indicates
will greatly help students understand the meaning of teachable,
but also enable them to infer the meanings of other words like
drinkable, walkable, or doable. Knowledge of and sensitivity to
morphemes have been consistently found to contribute to chil-
dren’s vocabulary® and reading comprehension development
in English.*

Languages, however, do not always create words in the same
ways. Chinese, for example, has a very productive compound
morphology (i.e., it has lots of compound words, such as 24,
heéibin, black-board, blackboard) but, due to its small number
of derivational morphemes, a somewhat improvised deriva-
tional morphology (e.g., 2 xuézhé, study-person, scholar).
Furthermore, Chinese has no inflected words. Studies have
shown that morphological awareness in Chinese contributes to
native Chinese-speaking children’s vocabulary acquisition®® as
well as reading comprehension.* For native Chinese-speaking
children learning English, their morphological awareness in
Chinese facilitated their understanding of morphology in Eng-
lish—but that facilitation was greater for compound words than
for derived words, reflecting the fact that Chinese does not have
arobust derivational morphology.*

Looking at the full body of evidence, it seems that metalin-
guistic awareness is powerful in language and literacy learning,

and bilingual children enjoy the benefits of transferred metalin-
guistic awareness between the two languages. However, whether
such transfer happens is influenced by many factors, including
the linguistic distance between the languages, whether the sec-
ond language requires such awareness, and the degree to which
children have developed such awareness.

In recent years, many teachers and school systems have dis-
pelled the language-as-problem perception and have
embraced the many benefits of bilingualism and biliteracy.*
Still, challenges regarding resources and capacity remain.
One extremely pressing concern is that in diverse communi-
ties, it is impossible for teachers to understand all the lan-
guages spoken in their classrooms. What should we do to help
our increasingly multilingual student body? I personally
believe the dual language immersion approach should be
adopted by all schools. Recent research has shown convinc-
ingly that when learning school subjects through two lan-
guages, students’ academic performance is superior (not
merely unaffected) in reading and mathematics, even though
the tests are only in English.*® On top of this, students in dual
language programs are acquiring an additional language,
along with a much more positive attitude toward multilin-
gualism and multiculturalism.

Implementing nationwide dual language immersion pro-
grams may not be feasible at this point. However, teachers with
a high percentage of English language learners in their class-
rooms may consider the following strategies and shifts in per-
spectives in order to best help their bilingual learners.

First, we should consider students’ home languages and
backgrounds an asset, not a liability, in learning English. Chil-
dren’s strong home language background can give them a boost
for learning English, as the research evidence above shows.

Second, basic language proficiency in the home language
is not enough. Children should be encouraged to learn aca-
demic vocabulary in their
home languages; by develop-
ing this stronger conceptual
background, students will have
a better foundation for build-
ing their academic learning
in English. Research indicates
that instead of bilingual people
having two language systems in
their minds, they actually have
a shared semantic system and

*For more on the history of bilingual education in the United States, see “Bilingual
Education” in the Fall 2015 issue of American Educator, available at www.aft.org/ae/
fall2015/goldenberg_wagner.
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shared semantic/conceptual
representation for transla-
tion equivalents.* In the case
of conceptual equivalence or

)  h near equivalence (e.g., frac-
o tion vs. fraccion), vocabulary
h.l..} Jon learning in a second language
\ involves linking a word form

in the second language to an
already established lexical con-
cept.” Additionally, vocabulary
knowledge itselfis a manifesta-
tion of one’s background knowledge;** by the same token, stron-
ger academic vocabulary indicates children’s stronger academic
background knowledge, which has a significant impact on their
academic performance.*” Therefore, encouraging students to
learn as much academic vocabulary knowledge as they can in
their home language will help—not hinder—their academic
learning in English.

Third, teachers and families should foster students’ under-
standing of and sensitivity to the languages they are learning
analytically, rather than holistically. For example, for younger
children, phoneme alliteration can be made into a game easily
played at home in a non-English language; the goal would be

to strengthen children’s phonemic awareness in the home
language. For instance, parents and children can pick one
speech sound and come up with silly sentences in their home
languages, like smiling snakes sipping strawberry sodas (Faint
Frogs Feeling Feverish: And Other Terrifically Tantalizing
Tongue Twisters by Lilian Obligado is just one book with more
such examples).

For older children, teachers and families can capitalize on
the more comprehension-related aspects of metalinguistic
awareness, such as morphological awareness, to boost chil-
dren’s vocabulary learning, including academic vocabulary
and comprehension.* Parents and teachers alike can engage
students in such activities. Whether it is word play among fam-
ily members in the home language or more rigorous morphol-
ogy instruction® in English in the classroom, students are
bound to benefit from deeper understanding of the languages
they are learning. Examples of simple word games that family
members can play include Mad Libs, which helps children
understand parts of speech, and a verbal version of charades,
in which children are asked to explain a word without using
the word itself.

*For examples of morphology instruction in English, visit www.readingrockets.org/
blogs/shanahan-literacy/what-should-morphology-instruction-look.

Colorin Colorado, www.colorincolorado.
org, is a comprehensive source for research-
and practice-based guidance on cultivating
bilingualism and biliteracy. Through a
partnership with the American Federation
of Teachers and other supporters, the site
offers teachers and families numerous tips,
articles, book lists, classroom videos, and
more. Here, we highlight links to specific
resources for supporting young children as
they learn academic English while also
continuing to develop vocabulary, fluency,
and literacy in their home language.

Cultivating Bilingualism at Home

Recent immigrants who do not speak
English fluently and who may currently
sense what Chan LU's article refers to as
society’s “language-as-problem orientation”
should nonetheless take pride in their home

language and ensure they pass it on to their
children. Being bilingual is a great gift that
immigrant families and schools can give to
students, since speaking two or more
languages has many advantages when it
comes to communicating with others and
securing jobs in the future. To learn about
second language acquisition, as well as
writing poetry in two languages and the
Seal of Biliteracy initiative, visit www.
colorincolorado.org/raising-bilingual-kids.
Another way families can strengthen
children’s bilingual language development is
by reading aloud in their home language. To
that end, reading tip sheets in 13 languages
are available at www.colorincolorado.org/
reading-tip-sheets-parents. Organized by
age groups ranging from babies to third-
graders, the tips offer practical ways (“play
word games,” “take control of the televi-

26 AMERICAN EDUCATOR | SUMMER 2020

sion,” "“be patient”) for families to lay the
foundation for literacy at home.

Diving into Dual Language
Learning at School

To support children in developing their
native language while learning academic
English, check out the resources at www.
colorincolorado.org/bilingual-dual-
language-education. These include articles
on English language learners’ most
valuable resource—their home language—
and teaching bilingual students with
disabilities; a video on native language
support; and research and reports on
effective dual language programs.

Accelerating Learning with Cognates

For ways to use cognates to develop
comprehension in English and also take
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For older children, examples of simple word games that family
members can play include Mad Libs and a verbal version of charades.

Last but not least, it is important for teachers and families
to keep in mind that positive attitudes toward bilingualism,
biliteracy, and biculturalism are essential. After all, more than
half of the world’s population is bilingual to some degree; being
bilingual should not be viewed negatively, but as a positive way
of being. When we adopt a language-as-resource orientation,
we celebrate children’s strengths, honor their identities, and
are better prepared to support their integrated dual language
development.

s I have delineated here, there are innumerable ben-
efits bilingual children enjoy, yet the journey may not
be as easy as nor similar to what we are used to with
monolingual English-speaking children. Still, it is
worth considering that valuing and working with the linguistic
differences that children and families bring to our classrooms is
an inherent part of forming a collaborative relationship with
them. Such a relationship can empower these children and
families and perhaps also inspire English-speaking children and
families to learn more about other languages and cultures. This
collaborative stance can also enrich our school curriculum.®
The initial costs of these efforts are slight compared with the
long-term personal, educational, and societal benefits. O

Endnotes

1, M. Park, A. O'Toole, and C. Katsiaficas, Dual Language Learners: A National Demographic
and Policy Profile (Washington, DC: Migration Policy Institute, 2017).

2. ). McFarland et al., The Condition of Education 2019, National Center of Education
Statistics, U.S. Department of Education, https:/nces.ed.gov/pubsearch/pubsinfo.
asp?pubid=2019144.

3. A. C. Hernandez, J. A. Montelongo, and R. J. Herter, “Crossing Linguistic Borders in the
Classroom: Moving beyond English Only to Tap Rich Linguistic Resources,” in Crossing
Borders, Drawing Boundaries: The Rhetoric Lines across America, ed. B. Couture and P.
Wojahn (Boulder, CO: UP Colorado, 2016).

4. R. Ruiz,, “Orientations in Language Planning,” NABE Journal 8 (1984): 15-34.
5. C. Baker and W. E. Wright, Foundations of Bilingual Education and Bilingualism (Bristol,

(Continued on page 40)

advantage of the similarities between
English and Spanish when teaching both
languages, visit www.colorincolorado.org/
using-cognates-ells. And to watch an
interview with Susan Lafond (a National
Board Certified Teacher in English as a
new language) on why cognates are a
powerful tool in teaching academic
content and vocabulary, visit www.
colorincolorado.org/video/
how-cognates-can-help-ells.

Playing with Words

To reinforce language learning, educators
and families alike can turn to word play
games that children are sure to enjoy. For
fun ways to practice sounding out words,
visit www.colorincolorado.org/article/
playing-word-sounds-stretch-and-shorten.
Riddles are also a great way for students

to really hear the sounds of words and
build vocabulary and strengthen com-
prehension. Ideas for using riddles in
school and at home are available at www.
colorincolorado.org/article/playing-words-
riddles. What's another engaging activity
for children to practice their literacy skills?
Rhyming games, of course! Ideas for
guessing the next word, singing rhymes
together, and rhyming around the house
are available at www.colorincolorado.
org/article/getting-ready-read-using-
storytelling-rhymes-and-more.

Celebrating Families’ Strengths

For ways to connect students’ knowledge
from home to their learning in school,
check out the great resources focused on
culturally responsive instruction at www.
colorincolorado.org/culturally-responsive-

resources. Videos and podcasts with
experts in research and practice, such as
Gloria Ladson-Billings and Larry Ferlazzo,
are featured, as are books by Lisa Delpit,
Sonia Nieto, and Zaretta Hammond. For
an in-depth guide on supporting family
literacy, particularly among Spanish-
speaking families, see the toolkit at
www.colorincolorado.org/guide/aft-
toolkit-teachers-reaching-out-hispanic-
parents-english-language-learners.
—EDITORS

For more in-depth articles on bilingual-
ism and biliteracy, check out American
Educator’s Subject Index at www.aft.org/
ae/subject-index and scroll down to the
"English Language Learners” section.

AMERICAN EDUCATOR | SUMMER 2020 27


www.colorincolorado.org/video/how-cognates-can-help-ells
www.colorincolorado.org/using-cognates-ells
www.colorincolorado.org/article/playing-word-sounds-stretch-and-shorten
www.colorincolorado.org/article/playing-word-sounds-stretch-and-shorten
www.colorincolorado.org/article/getting-ready-read-using-storytelling-rhymes-and-more
www.colorincolorado.org/culturally-responsive-resources
www.colorincolorado.org/culturally-responsive-resources
www.aft.org/ae/subject-index

Poorly Than Rich Ones?,” The Conversation, April 23, 2015,
www.theconversation.com/why-do-poor-children-perform-
more-poorly-than-rich-ones-39281.

24. S. Tavernise, “Education Gap Grows between Rich and
Poor, Studies Say,” New York Times, February 10, 2012.

25. A. Lareau, Unequal Childhoods: Class, Race, and Family
Life (Berkeley: University of California Press, 2003).

26. M. Wolf, Proust and the Squid: The Story and Science of
the Reading Brain (New York: HarperCollins, 2007), 85-90.

27.B. Hart and T. R. Risley, Meaningful Differences in
the Everyday Experience of Young American Children
(Baltimore: Brookes Publishing, 1995).

28. A. Trafton, “Back-and-Forth Exchanges Boost Children’s
Brain Response to Language,” MIT News, February 13,
2018.

29. E. Christakis, “The Dangers of Distracted Parenting,”
The Atlantic, July/August 2018.

30. S. B. Neuman, T. Kaefer, and A. M. Pinkham, “A
Double Dose of Disadvantage: Language Experiences for
Low-Income Children in Home and School,” Journal of Edu-
cational Psychology 110, no. 1 (January 2018): 102-118.

31. S. Bernstein et al., “Kindergartners’ Skills at School
Entry: An Analysis of the ECLS-K,"” Mathematica Policy
Research, July 15, 2014, 3.

32.J.S. Chall and V. A. Jacobs, “The Classic Study on
Poor Children’s Fourth-Grade Slump,” American Educator
27, no. 1 (Spring 2003). On nationwide reading tests,

the gaps don't appear to increase much if you look only
at standard deviations, which is the way the results are
reported. But it takes far more work to make up one stan-
dard deviation at upper grade levels than at lower grade
levels. In the early grades, a student might need to make
up only one grade level to move up a standard deviation.
By eighth grade, it would take three grade levels to move
up one standard deviation—and far more at the high
school level. David Grissmer, research professor, Curry
School of Education, University of Virginia, conversation
with author, April 27, 2016.

33. K. Stanovich, “Matthew Effects in Reading: Some
Consequences of Individual Differences in the Acquisition of
Literacy,” Reading Research Quarterly 21, no. 4 (Fall 1986):
360-407.

34. M. J. Adams, “Advancing Our Students’ Language
and Literacy: The Challenge of Complex Texts,” American
Educator 34, no. 4 (Winter 2010-2011): 5; and S. L. Hall
and L. C. Moats, “Why Reading to Children Is Important,”
American Educator 24, no. 1 (Spring 2000): 26-33. While
class discussion is also important, teachers need to read
aloud to children because virtually all written language
uses more complex vocabulary and syntax than spoken
language, with the only exception being expert witness
testimony.

35. D. Fisher and N. Frey, “Speaking and Listening in
Content Area Learning,” The Reading Teacher 68, no. 1
(September 2014): 64-69.

36. R. C. Atkinson and R. M. Shiffrin, “Human Memory: A
Proposed System and Its Control Processes,” in The Psychol-
ogy of Learning and Motivation: Advances in Theory and
Research, vol. 2, ed. K. W. Spence and J. T. Spence (New
York: Academic Press, 1968), 89-195.

37.D. T. Willingham, “School Time, Knowledge, and

Reading Comprehension,” Science and Education (blog),
March 7, 2012.

Bilingualism and Biliteracy for All
(Continued from page 27)

UK: Multilingual Matters, 2017).
6. Baker and Wright, Foundations of Bilingual Education.

7. See, for example, A. Miyake and N. P. Friedman, “The
Nature and Organization of Individual Differences in
Executive Functions: Four General Conclusions,” Current
Directions in Psychological Science 21, no. 1 (2012): 8-14.

8. A. Baddeley, “Working Memory,” Science 255, no.
5044 (1992): 556-559.

9. See, for example, M. M. Martin-Rhee and E. Bialystok,
“The Development of Two Types of Inhibitory Control in
Monolingual and Bilingual Children,” Bilingual: Language
and Cognition 11, no. 1 (2008): 81-93.

10. See, for example, J. Morales, A. Calvo, and E.
Bialystok, “Working Memory Development in Monolin-

gual and Bilingual Children,” Journal of Experimental
Child Psychology 114, no. 2 (2013): 187-202.

11. See, for example, E. Bialystok and M. M. Martin,
“Attention and Inhibition in Bilingual Children: Evidence
from the Dimensional Change Card Sort Task,”
Developmental Science 7 (2004): 325-339.

12. E. Bialystok and R. Barac, “Emerging Bilingualism:
Dissociating Advantages for Metalinguistic Awareness and
Executive Control,” Cognition 122, no. 1 (2012): 67-73.

13. N. Ferjan Ramirez et al., “Speech Discrimination in
11-Month-Old Bilingual and Monolingual Infants: A
Magnetoencephalography Study,” Developmental Science
20, no. 1(2017).

14. See, for example, K. R. Paap and Z. Greenberg, “There
Is No Coherent Evidence for a Bilingual Advantage in
Executive Processing,” Cognitive Psychology 66 (2013):
232-258.

15. See, for example, O. O. Adesope et al., “A Systematic
Review and Meta-Analysis of the Cognitive Correlates of
Bilingualism,” Review of Educational Research 80, no. 2
(2010): 207-245.

16.J. B. Morton and S. N. Harper, “What Did Simon Say?:
Revisiting the Bilingual Advantage,” Developmental
Science 10 (2007): 719-726.

17.S. E. Carroll, “Exposure and Input in Bilingual
Development,” Bilingualism: Language and Cognition 20,
no. 1(2017): 3-16.

18. ). Verhagen, E. de Bree, and S. Unsworth, “Effects of
Bilingual Language Use and Language Proficiency on
24-Month-Olds’ Cognitive Control,” Journal of Cognition
and Development 21, no. 1 (2020): 46-71.

19. S. J. Galambos and K. Hakuta, “Subject-Specific and
Task-Specific Characteristics of Metalinguistic Awareness
in Bilingual Children,” Applied Psycholinguistics 9, no. 2
(1988): 141-162.

20. See, for example, M. J. Adams, Beginning to Read:
Thinking and Learning about Print (Cambridge, MA: MIT
Press, 1990); and E. Bialystok, Bilingualism in Develop-
ment: Language, Literacy, and Cognition (Cambridge, UK:
Cambridge UP, 2001).

21. Galambos and Hakuta, “Subject-Specific and
Task-Specific”; S. J. Galambos and S. Goldin-Meadow,
“The Effects of Learning Two Languages on Levels of
Metalinguistic Awareness,” Cognition 34, no. 1 (1990):
1-56.

22. W. E. Nagy and R. C. Anderson, Metalinguistic
Awareness and Literacy Acquisition in Different
Languages, Technical Report No. 116 (University of Illinois
at Urbana-Champaign, November 1995).

23. See, for example, H. Shu, H. Peng, and C. McBride-
Chang, “Phonological Awareness in Young Chinese
Children,” Developmental Science 11 (2008): 171-181.

24. C. A. Perfetti and S. Dunlap, “Learning to Read:
General Principles and Writing System Variations,” in
Learning to Read Across Languages, ed. K. Koda and A.
Zehler (Mahwah, NJ: Erlbaum, 2008), 29.

25. See, for example, C. LU, Chinese Literacy Learning in
an Immersion Program (London: Palgrave McMillan,
2019), 84.

26. Perfetti and Dunlap, “Learning to Read,” 35.

27.A.Y. Durgunoglu, W. E. Nagy, and B. J. Hancin-Bhatt,
“Cross-Language Transfer of Phonological Awareness,”
Journal of Educational Psychology 85, no. 3 (1993):
453-465.

28. W. E. Nagy et al., “Spanish-English Bilingual Students’
Use of Cognates in English Reading,” Journal of Reading
Behavior 25 (1993): 241-259.

29. K. Hipfner-Boucher et al., “Cognate Awareness in
French Immersion Students: Contributions to Grade 2
Reading Comprehension,” Scientific Studies of Reading
20, no. 5(2016): 389-400.

30. G. E. Garcia, L. J. Sacco, and B. E. Guerrero-Arias,
“Cognate Instruction and Bilingual Students’ Improved
Literacy Performance,” The Reading Teacher 73, no. 5
(2020): 617-625.

31. K. Koda, C. LU, and D. Zhang, “L1-Induced
Facilitation in Biliteracy Development in Chinese and
English,” in Reading Development and Difficulties in
Monolingual and Bilingual Chinese Children, ed. X.
Chen, Q. Wang, and Y. Luo (Dordrecht, Netherlands:
Springer, 2014), 141-170.

32.J. F. Carlisle, “Morphological Awareness and Early
Reading Achievement,” in Morphological Aspects of

40 AMERICAN EDUCATOR | SUMMER 2020

Language Processing, ed. L. B. Feldman (Hillsdale, NJ:
Erlbaum, 1995), 189-209.

33. W. E. Nagy, V. Berninger, and A. D. Abbott,
“Contributions of Morphology beyond Phonology to
Literacy Outcomes of Upper Elementary and Middle-
School Students,” Journal of Educational Psychology 98
(2006): 134-147.

34. See, for example, K. Levesque, M. J. Kieffer, and S.
H. Deacon, “Inferring Meaning from Meaningful Parts:
The Contributions of Morphological Skills to the
Development of Children’s Reading Comprehension,”
Reading Research Quarterly 54 (2019): 63-80; and Nagy,
Berninger, and Abbott, “Contributions of Morphology.”

35. See, for example, H. Zhang, “Morphological
Awareness in Vocabulary Acquisition among Chinese-
Speaking Children: Testing Partial Mediation via Lexical
Inference Ability,” Reading Research Quarterly 50
(2015): 129-142.

36. R. Xie et al., “The Relationship between Morphologi-
cal Awareness and Reading Comprehension among
Chinese Children,” Frontiers in Psychology 10 (2019).

37.D. Zhang, “Linguistic Distance Effect on Cross-
Linguistic Transfer of Morphological Awareness,”
Applied Psycholinguistics 34 (2013): 917-942.

38. See, for example, V. P. Collier and W. P. Thomas, “The
Astounding Effectiveness of Dual Language Education for
All,” NABE Journal of Research and Practice 2, no. 1
(2004): 1-20; J. L. Steel et al., “The Effects of Dual-
Language Immersion Programs on Student Achievement:
Evidence from Lottery Data,” American Educational
Research Journal 54, no. 1S (2017): 2825-306S; and J.
Watzinger-Tharp, F. Rubio, and D. S. Tharp, “Linguistic
Performance of Dual Language Immersion Students,”
Foreign Language Annals 51, no. 3 (2018): 575-595.

39. See, for example, K. Lindholm-Leary, “Students’
Perceptions of Bilingualism in Spanish and Mandarin
Dual Language Programs,” International Multilingual
Research Journal 10, no. 1 (2016): 59-70; and L{,
Chinese Literacy Learning.

40. See, for example, W. S. Francis, “Bilingual Semantic
and Conceptual Representation,” in Handbook of
Bilingualism: Psycholinguistic Approaches, ed. J. F. Kroll
and A. M. de Groot (Oxford, UK: Oxford UP, 2005):
251-267.

41. See, for example, A. Pavlenko, ed., The Bilingual
Mental Lexicon: Interdisciplinary Approaches (Clevedon,
UK: Multilingual Matters, 2009).

42. See, for example, D. Fisher and N. Frey, “Building
and Activating Background Knowledge,” Principal
Leadership 11, no. 4 (2010): 62-64.

43. See, for example, R. J. Marzano, Building
Background Knowledge for Academic Achievement:
Research on What Works in Schools (Alexandria, VA:
Association for Supervision and Curriculum Develop-
ment, 2004).

44. See, for example, J. F. Carlisle, “Effects of Instruction
in Morphological Awareness on Literacy Achievement:
An Integrative Review,” Reading Research Quarterly 45
(2010): 464-487; and M. J. Kieffer and C. D. Box,
“Derivational Morphological Awareness, Academic
Vocabulary, and Reading Comprehension in Linguistically
Diverse Sixth Graders,” Learning and Individual
Differences 24 (2013): 168-175.

45. See, for example, J. Cummins, Language, Power, and
Pedagogy: Bilingual Children in the Crossfire (Bristol, UK:
Multilingual Matters, 2000).

COovID-19
(Continued from page 38)

Photo Credits

Page 31, clockwise from top: Stephen Speranza; courtesy of
Win; Stephen Speranza

Page 32, from top: courtesy of Jose Delesus; courtesy of
Kent Wong

Page 33: courtesy of Kim Pendry
Page 34: courtesy of Yolanda Fisher
Page 35: courtesy of Michele Bushey
Page 36: courtesy of Jill Cohenour
Page 37: AFT staff





