1-a: Learning two languages during the early childhood years will overwhelm, confuse, and/or delay a child’s acquisition of English.
1-b: When preschoolers insert Spanish into their English sentences or school-age children alternate between the two languages while socializing with their peers, they are confusing the two languages. 

1-c: Because language learning is such a monumental and challenging task during the first years of life, expecting young children to learn not one, but two languages as they are just beginning to speak may delay overall language fluency.

1-d: Exciting new research from neuroscientists and psycholinguists on the impact of learning two languages during the infant-toddler years has highlighted the human brain’s extensive capacity to learn multiple languages, as well as the infant’s ability to separate out each language and to interpret contextual cues to know which language is appropriate in a given context.

1-e: There is wide scientific consensus that bilingual infants develop two separate but connected linguistic systems during the first year of life.

1-f: Recent research suggests that the development of two languages benefits the brain through the development of greater brain tissue density in areas related to language, memory, and attention.

1-g: Young children learning two languages also have more neural activity in the parts of the brain associated with language processing.  This increased brain activity and neural density may have long-term positive effects on specific types of cognitive abilities, such as those that require focusing on the details of a task and knowing how language is structured and used.

1-h: Studies have demonstrated that knowing more than one language does not delay the acquisition of English or impede academic achievement in English when both languages are supported. 

1-i: Research on children who learn English after their home language has been established — usually around age three — have shown that most young children are capable of adding a second language during the PK-3 years and that this dual language ability confers long-term cognitive, cultural, and economic advantages.

2-a: Total English immersion from Prekindergarten through third grade is the best way for a young English Language Learner to acquire English.

2-b: Common sense suggests that the more time children spend listening to and speaking English, the faster they will master the fundamentals of the English language. 

2-c: The evidence suggests that children in English immersion preschool programs tend to lose their ability to communicate in their first language, start to prefer the English language, frequently develop communication problems with their extended families, and experience depressed academic achievement in English.

2-d: For young children who are actively processing and have not yet mastered the elements of their first language, completely shifting from their first language to a new, unfamiliar language too early may have a negative effect on English fluency and academic achievement during the PK-3 years and beyond.

2-e: While English can be successfully introduced during the preschool years, if it replaces the home language, and children

do not have the opportunity to continue to learn in the language they know, their future linguistic, conceptual, and academic development in English is at risk.

The most recent evidence suggests that intensive support for the home language during the preschool years will help, not hurt, long-term attainment in English.

2-f: Systematic, deliberate exposure to English during early childhood combined with ongoing opportunities to learn important concepts in the home language results in the highest achievement in both the home language and English by the end of Third Grade and beyond.

2-g: Young children can learn nursery rhymes, songs, extended vocabulary, and early literacy skills in English and their home language with adult support.  ELL children who receive systematic learning opportunities in their home language from ages three to eight consistently outperform those who attend English-only programs on measures of academic achievement in English during the middle and high school years.

2-h: Dual language learning opportunities can occur during designated classroom instructional time throughout the day in each language, in addition to extended activities conducted in the home by family members in the child’s first language. 

2-i: Encouraging ELL children’s families to continue to talk with, read to, and sing to the child and to use the home language in everyday activities will promote continuous development of the child’s first language while the child also is acquiring English.

3-a: Because schools don’t have the capacity to provide instruction in all of the languages represented by the children, they should provide English-only instruction.

3-b: Early education programs throughout the country are reporting not only more ELL children, but also more different languages represented among their children and families. In Los Angeles County, more than 55 percent of the five-year-olds entering kindergarten in 2004-2005 were children whose primary home language is not English, with 88 percent coming from Spanish-speaking homes.

3-c:Head Start has documented more than 140 different languages among their families enrolled. At the same time, less than 10 percent of our teachers are fluent in more than one language, and few teachers certified in early childhood education have any training in cultural and linguistic diversity.  Because school administrators cannot meet the needs of all linguistic groups, it makes sense to adopt English-only approaches.

3-d: When teachers do not speak the child’s first language, there are many specific teaching practices that will support native language development.  Teachers and ancillary staff can support children’s home language throughout the day in all kinds of learning situations; they also can train parents, community members, and volunteers to work with ELL children in their home language. Ideally, educators will provide home language support through the elementary grades. 

3-e: It is possible for all PK-3 teachers to introduce young ELL children to English while also supporting development of the child’s first language—even when the teacher has no experience with the language.

4-a: Native English speakers will experience academic and language delays  if they are enrolled in dual language programs.

4-b: Parents and educators may be reluctant to enroll native English-speaking children in programs where much of their academic instruction is in a language the children have not mastered. They fear that their children will “lose ground” over the PK-3 years compared with their monolingual English-speaking peers. 

4-c: Because all important achievement testing is conducted in English, students will be disadvantaged by the amount of instructional time spent learning a second language. 

4-d: Recent evaluations show that the dual language approach is effective for both ELL students and for native English speakers. Dual language programs educate all children in two languages. The goal is to promote bilingualism and biculturalism for all students. In these classrooms, all students experience the benefits and challenges associated with learning a second language during the early childhood years as well as the richness of being introduced to many cultures and social customs.

4-e: The dual language approach is one of the few instructional methods that can fully close the achievement gap for ELL students while not adversely affecting non-ELL students. All students seem to benefit, as measured by standardized achievement testing and positive reports from parents, teachers, and administrators
5-a: Spanish-speaking Latinos show social as well as academic delays when entering Kindergarten.

5-b:The academic achievement gap for young Latino ELLs is significant at Kindergarten entry and persists throughout the school years. In a large national study, low-income

Hispanic children scored more than half a standard deviation below the national average in math and reading achievement at kindergarten entry.

5-c: Achievement disparities persist as children who are not native English speakers continue to have substantially lower levels of educational achievement, including high school completion and college enrollment rates, than their peers from English-only backgrounds.  Although these academic discrepancies are well documented and well known among the educational community, almost no attention has been paid to the social competencies of young ELL children.

5-d:The emotional and social competence of young ELL children is important to their school adjustment and academic achievement. 

5-e:According to multiple measures of family risk factors, e.g., poverty, immigrant status, English language fluency, and access to mental and physical health services, Latino ELL children would appear to be at greater risk than their white and non-Hispanic peers for poor mental health.  

5-f: Recent research has found that children from Mexican immigrant families  had lower levels of internalizing and externalizing symptoms than both their white and African-American peers.  Teachers rated the children of Mexican immigrant families at Kindergarten entry as more socially and emotionally competent than their peers from similar backgrounds.  The finding that these children were rated as having a “mental health advantage” is noteworthy, given the multiple risk factors associated with Mexican immigrant families. 

5-g: Unrecognized social-emotional strengths among a population often viewed only through the “at-risk” lens offers a potential source of resilience that school personnel should recognize, support, and enhance. 

5-h: Because young Mexican immigrant children are judged to be at least as intra- and inter-personally competent as their peers, if not more so, than their peers, Hispanic child-rearing practices have likely promoted their  children’s ability to control their emotions and get along with others at school entry  — two highly prized social competencies for school success.
6-a:Latino English language learners are less likely to be enrolled in Prekindergarten programs, because of their families’ cultural values.

6-b:Close to half of children in California ages three to five across all racial/ethnic groups are enrolled in preschool/child care (47 percent), while only 37 percent of Latino children ages three to five are similarly enrolled.   When Latino preschoolers live in a household where no one over the age of 14 speaks English fluently  (linguistically isolated), the enrollment rate drops to 32 percent. 

6-c: Because the Latino culture has a strong emphasis on “la

familia” and tends to turn to the family for economic and instrumental support, many have inferred that Spanish-speaking mothers choose to keep their young children in the home rather than enrolling them in early education programs.

6-d:Recent studies suggest that Latino children attend out-of-home center-based programs at lower rates because of financial constraints and lack of access, not because of any cultural reluctance. In fact, Latina mothers have consistently placed a high value on quality early childhood programs, but often cannot find affordable programs in their neighborhoods.
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