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Position Paper on Language and Literacy Development
for Young English Language Learners (ages 3-8)

Literacy learning and language acquisition are essential to young children’s cognitive and social
development. For all students, a strong and solid early education is critical to ensuring their long-term
academic success. “Academic success, as defined by high school graduation, can be predicted with
reasonable accuracy by knowing someone’s reading skill at the end of grade 3” (Snow, Burns, &
Griffin, 1998). Improving reading programs in early childhood and primary classrooms is the key to
making sure that all students read on grade level by the third grade. For young learners of English
who are speakers of other languages (ESOL), the challenges of literacy and language development are
different if they are learning in an all-English environment where they need the language to function
in school, or if they are in an environment where English is taught as a foreign language (EFL) in
school. The focus of this position statement is those children who speak a language other than English
at home and are entering school environments where English is the principal medium of instruction.

Principles and Recommendations

Based on research in early literacy development and second language acquisition, the following
features of effective early literacy programs are recommended for young ESOL students.

1. Oral language and literacy development is supported by the student's native language.

All young children come to school equipped with a foundation in knowledge and learning from home.
Development and learning begin in the first language, and it is in this language that children begin to
construct their knowledge and form meaningful communicative relationships. Successful early
childhood programs acknowledge and build upon this prior knowledge. Wherever possible, young
ESOL learners should receive their initial reading instruction in their native language. Research on
second language development has shown that literacy in a second language is supported by literacy in
the native language. Language and literacy knowledge in one language can serve as the foundation
for a new language (Cummins, 1991; Paez & Rinaldi, 2006; Proctor, August, Carlo, & Snow, 2006).
Moreover, use of the native language builds a connection between the home and school. ESOL
students’ families should be encouraged to read and talk to their children in the family’s native
language if this is their strongest language. Families should be encouraged to develop literacy in the
native language even when schools are not able to provide it, keeping in mind that not all families
have had formal schooling opportunities. ESOL students’ interaction with their families in their
native language will give them the richest possible language foundation, advancing the learning of
their first language as well as English, in both academic and social situations. Incorporating the native
language to the second language learning process will allow young children to associate reading and
writing with meaning and literacy knowledge derived from their home experiences.

2. Literacy learning in English is an on-going process that requires time and appropriate support.

It is well documented that all children learn at different rates. This principle is especially true for
young ESOL learners, because L1 language development is distinctive from English L2 development.
It varies based on a number of factors, such as how much literacy background they already have, the
difference between the languages' writing systems, the age of the student when they were introduced
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to schooling in English, and the nature of the demands (i.e., are they learning English as a subject in
Qatar vs. going to second grade in Australia where all the subjects are taught in English). Contrary to
what was once believed, ESOL learners can begin to develop literacy in English while they are still
acquiring English (Hudelson, 1989). Literacy, cognitive, and conceptual development of ESOL
students should be interlaced. However, even once they begin literacy instruction in English, ESOL
learners will still need to continually develop their English proficiency. Oral or social language
proficiency, which can be achieved within 2-3 years, should not be equated with academic
proficiency or literacy in a language. Academic language develops over time, with repeated exposures
to content and experiences and can take between 5 and 7 years (Cummins, 1991). Therefore,
accountability systems that hold teachers and schools responsible for the English literacy
development of ESOL learners in an unrealistic time frame may, in the long run, hinder the students’
chances for academic success.

3. Instruction and materials are culturally and developmentally appropriate.

ESOL students who are at the early stages of schooling (ages 4-8) need to experience
developmentally appropriate instruction that will help them acquire oral and written language
proficiency in one or more languages. Developmentally appropriate practices require knowledge of
child development including language and literacy learning, knowledge of students’ strengths and
needs, and knowledge of students’ social and cultural context (Bredekamp & Copple, 1997). This
kind of instruction engages children in meaningful interactions with adults, other children, concrete
materials, and print materials. The materials that are used for young ESOL students need to be
comprehensible, that is, designed to meet their linguistic and cultural needs as well as their
developmental, cognitive, and social needs. In developmentally appropriate classrooms, students
spend most of their time in rich language environments in which they observe, touch, listen, talk, and
interact. Early reading and writing instruction is initially (ages 3-5) largely informal, playful, and
based on oral language activities and personal experiences and can effectively incorporate the content
areas. Instructors should limit activities that typically challenge the attention span of young learners,
such as sitting quietly and listening for long periods, and printing neatly on fine-lined paper. More
formal instruction in reading and writing is gradually introduced (ages 6-8), although emphasis on
oral language activities, personal experiences, and learning through the content areas continue to be
some of the most effective means of making instruction comprehensible for ESOL students.
Standards-based instruction, as described in PreK-12 English Language Proficiency Standards
(TESOL, 2006), Integrating the ESL Standards Into Classroom Practice: Grades Pre-K-2 (TESOL,
2001), and Paper to Practice: Using the TESOL ELP Standards in PreK-12 Classrooms (TESOL,
2009) should be incorporated into developmentally appropriate practices.

4. Literacy programs are meaning-based and balanced.

ESOL learners need to understand why people read and write in order to be motivated to excel in
their own literacy development. A preponderance of instruction focusing on the development of
isolated skills such as phonics and reading fluency does not foster overall reading comprehension for
ESOL students. For these students, reading comprehension is advanced when such skill instruction is
connected to language that is comprehensible to them and firmly grounded in experiences with whole
texts. A balanced literacy program will teach both reading and writing skills within the context of
meaningful interactions with texts that elicit students’ emotional and intellectual responses to ideas,
characters, and events. Such texts should represent the variety of texts people have access to in their
daily lives (i.e., newspapers, letters, directions, recipes, various forms of literature) to provide
students with an accurate knowledge of the possibilities available to them for either reading or
writing. Exposure to variety is key for ESOL students, as they may not only be learning a new
language but a new culture as well. Using children’s literature from a wide variety of cultural
backgrounds will be a key part of such a program and will ensure that ESOL students feel included
and represented. Writing experiences should also be varied and teach students to write in different
genres across content areas. Effective literacy programs seek both literacy and content development,
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assert that students within the program are learning the same content as native-English-speaking
children, and look beyond the classroom for literacy experiences.

5. Assessment is reliable, valid, and ongoing.

A variety of formal and informal tools should be used to accurately assess the literacy development of
young ESOL learners. These tools should be culturally and developmentally appropriate as well as
connected to the instruction and curriculum of the classroom. Models that are culturally responsive
and operate within a collaborative structure such as Response to Intervention (RTI) provide a fair
assessment context. Culturally responsive systems are grounded in the belief that ESOL students can
excel academically. Such models use universal screening, tiered instructional delivery, and
continuous progress monitoring systems in both languages when warranted. Specifically, a variety of
formal and informal tools should be used to accurately assess the literacy development of young
ESOL learners. Teachers should be aware that errors on assessments of English literacy skills can be
developmental in nature and will disappear over time as students acquire English language
proficiency. By continually using reliable, valid, and fair assessments, teachers are able to modify
their instruction and tailor it to the individual needs of ESOL learners. Gathering classroom data
through a variety of assessments on an ongoing basis, as described in Scenarios for ESL Standards-
Based Assessment (TESOL, 2001), keeps teachers apprised of student progress toward the attainment
of ESL standards.

6. Professional preparation and development is continually provided for educators regarding
linguistic and cultural diversity.

The presence of English language learners and culturally diverse classrooms—Ilong a characteristic
only of major cities—is more and more becoming the norm throughout the country (Capp, R., Fix,
M., Murray, J., Ost, J., Passel, J.S. & Herwantoro, S., 1995). In order to face the challenges that come
with a diverse classroom, all educators and administrators need to have both pre- and in-service
training opportunities in linguistic and cultural diversity, and in principles of first and second
language development. It is also critical for early childhood educators to understand the linguistic and
cultural backgrounds of their students in order to facilitate learning and build cross-cultural
understandings with their students' families.

Preparing all teachers as well as teacher educators on the principles of second language and literacy
development and effective instructional practices to engage ESOL learners can favorably impact the
education of ESOL students (Brisk, 2008; Menyuk & Brisk, 2005).

Summary

The quality of education young children receive in their first years of schooling (ages 3-8) is often a
critical indicator of their long-term academic success. Early literacy and language development are
interlaced with social and cognitive development and are vital elements in the education of young
children. For ESOL learners, the complexities involved with literacy and language development are
compounded by the fact that they must be achieved in a language other than their native language,
and often before they are literate in that language. Successful early childhood programs build upon
the knowledge that young learners bring from home, and for young ESOL learners, this knowledge is
learned and expressed in their native language.

Research on second language development has shown that literacy in a second language is supported
by literacy in the native language. Language and literacy knowledge in one language can serve as the
foundation for a new language.

Differences between social and academic language need to be recognized and addressed by all
teachers that ESOL students encounter. In other words, all teachers need to understand that social
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language is based principally on familiar and often concrete concepts, whereas academic language is
more linguistically complex, often involving abstract concepts, and is embedded into new cognitive
information and topics. As a result, teachers, administrators, and families should understand that
social language skills may develop within 2-3 years, as compared to full academic proficiency in a
second language, which is more literacy dependent and can take 5-7 years to develop (Collier, V. P.,
1989; Cummins, J., 1984). Arbitrary time limits for mainstreaming ESOL learners should not be
placed on programs. Acquisition of language, particularly academic language, continues through
education. Therefore, all teachers should view themselves as teachers of the English language and
engage students in multimodal activities that include speaking, listening, reading, and writing within
their content-area instruction to support students’ success in English.

Instruction and materials should be appropriate in terms of developmental characteristics and
language proficiency. Effective literacy programs maintain a balanced focus on both literacy and
content development. In order to measure young learners’ progress, a variety of formal and informal
tools should be used that are reliable, valid, and fair. Most important, early childhood educators, just
as their peers in K-12 education, need to receive pre- and in-service training on the importance of
linguistic and cultural diversity as well as the foundations of second language learning for children
from ages 3-8 so that they can meet the needs and challenges of their diverse classrooms.

References and Resources

August, D., & Shanahan, T. (2006). Developing literacy in second-language learners: Report of the
national literacy panel on language-minority children and youth. Mahwah, NJ: Lawrence
Erlbaum.

Bredekamp, S., & Copple, C. (1997). Developmentally appropriate practice in early childhood
programs. Washington, DC: National Association for the Education of Young Children.

Brisk, M.E. (Ed.). (2008). Language, culture, and community in teacher education. Mahwah, N.J.:
Lawrence Erlbaum Associates (for the American Association of Colleges for Teacher Education).

Capp, R., Fix, M., Murray, J., Ost, J., Passel, J. S., & Herwantoro, S. (1995). The new demography of
America’s schools: Immigration and the No Child Left Behind Act. Washington, DC: The Urban
Institute.

Cummins, J. (1991). Interdependence of first- and second-language proficiency in bilingual children.
In E. Bialystok (Ed.), Language processing in bilingual children (pp. 70-89). Cambridge:
Cambridge University Press.

Echevarria, M. E., Vogt, J., & Short, D. J. (2007). Making content comprehensible for English
learners: The SIOP model (3rd ed.). Boston, MA: Pearson, Allen & Bacon.

ERIC Clearinghouse for Languages and Linguistics. (2000). What early childhood teachers need to
know about language. Washington, DC: Author. ERIC Digest. Retrieved November 5, 2001,
from http://www.cal.org/ericcll/digest/0007bredekamp.html

Fitzgerald, J. (2006). Multilingual writing in preschool through 12" grade: The last 15 years. In C.
A. MacArthur, S. Graham, and J. Fitzgerald (Eds.), Handbook of writing research (pp. 337-354).
New York: The Guilford Press.

Fuchs, D, Fuchs, L. S., Compton, D. L., Bouton, B., Caffrey, E., & Hill, L. (2008). Dynamic
assessment as responsiveness to intervention: A scripted protocol to identify young at-risk
readers. In Council for Exceptional Children (Ed.), Responsiveness to intervention: A collection

4



Position Paper on Language and Literacy Development for Young English Language Learners (ages 3-8)
of articles from Teaching Exceptional Children (pp. 79-89). Arlington, VA: Author.

Garcia, G. E. (2000). Bilingual children’s reading. In M. L. Kamil, P. B. Mosenthal, P. D. Pearson, &
R. Barr (Eds.), Handbook of reading research (Vol. I, pp. 813-834). Mahwah, NJ: Erlbaum.

Genesee, F., Paradis, J., & Crago, M. B. (2004). Dual language development and disorders: A
handbook on bilingualism & second language learning. Baltimore, MD: Paul Brooks.

Gottlieb, M., Katz, A., & Ernst-Slavit, G. (2009) Paper to practice: Using the tesol elp standards in
prek—12 classrooms. Alexandria, VA: TESOL.

Hinkel, E. (Ed.). (2005). Handbook of research in second language teaching and learning. Mahwah,
NJ: Lawrence Erlbaum Associates.

Hudelson, S. (1989). Write on: Children writing in ESL. Englewood Cliffs, NJ: Prentice Hall Regents

International Reading Association (IRA). (2001). Second-language literacy instruction. Newark, DE:
Author.

International Reading Association (IRA) & National Association for the Education of Young
Children. (1998). Learning to read and write: Developmentally appropriate practices for young
children. Newark, DE: Author.

Institute of Education Science (2007). Effective literacy and English language instruction for English
learners in the elementary grades. Washington, DC: author. Available at
http://ies.ed.gov/ncee/wwc/pdf/practiceguides/20074011.pdf

McLaughlin, B. (1995). Fostering second language development for young children: Principles and
practices. Washington, DC: National Center for Research on Cultural Diversity and Second
Language Learning and the Center for Applied Linguistics.

Menyuk, P., & Brisk, M.E. (2005). Language development and education: Children with varying
language experience. Hampshire, UK: Palgrave MacMillan.

National Association for the Education of Young Children (NAEYC). (2009). Where we stand on
responding to linguistic and cultural diversity. Washington, DC: Author.
http://www.naeyc.org/files/naeyc/file/positions/diversity.pdf

National Association for the Education of Young Children (NAEYC). (1995). Responding to
linguistic and cultural diversity: Recommendations for the education of young children.
Washington, DC: Author. Available at
http://www.naeyc.org/files/naeyc/file/positions/PSDIV98.PDF

National Center for Research on Cultural Diversity and Second Language Learning. (1995).
Fostering second language development in young children. Washington, DC: ERIC
Clearinghouse for Languages and Linguistics/Center for Applied Linguistics. ERIC Digest.
Retrieved November 5, 2001, from http://www.cal.org/ericcll/digest/ncrcds04.html.

Neuman, S. B., & Roskos, K. A. (Eds.). (1998). Children achieving: Best practices in early literacy.
Newark, DE: International Reading Association.


http://www.naeyc.org/files/naeyc/file/positions/PSDIV98.PDF�

Position Paper on Language and Literacy Development for Young English Language Learners (ages 3-8)

Nissani, H. (1993). Early childhood programs for language minority students. Washington, DC:
ERIC Clearinghouse for Languages and Linguistics/Center for Applied Linguistics. Retrieved
November 5, 2001, from http://www.cal.org/ericcll/digest/nissan01.html

Paez, M., & Rinaldi, C. (2006). Predicting English word reading skills for Spanish-speaking students
in first grade. Topics in Language Disorders, 26, 338-350.

Proctor, August, Carlo, & Snow (2006). The intriguing role of Spanish language vocabulary
knowledge in predicting English reading comprehension. Journal of Educational Psychology,
98(1), 150-169.

Peregoy, S. F., & Boyle, O. F. (2008). Reading, writing, and learning in ESL: A resource for K-12
teachers (5th ed.). White Plains, NY: Longman.

Rinaldi, C. & Samson, J. (2008). English language learners and response to intervention: referral
considerations. In Council for Exceptional Children (Ed.), Responsiveness to intervention: A
collection of articles from Teaching Exceptional Children (pp. 119-134). Arlington, VA: Author.

Schinke-Llano, L., & Rauff, R. (Eds.). (1996). New ways in teaching young children. Alexandria,
VA: TESOL.

Smallwood, B. A. (Ed.). (2000). Integrating the ESL standards into classroom practice: Grades pre-
K-2. Alexandria, VA: TESOL.

Snow, C., Burns, M. S., & Griffin, P. (Eds.). (1998). Preventing reading difficulties in young
children. Washington, DC: National Academy Press.

Tabors, P. O. (2008). One child, two languages. A guide for preschool educators of children learning
English as a second language (2" ed.). Baltimore, MD: Paul H. Brookes.

Tabors, P. O., & Snow, C. E. (1994). ESL in preschool classrooms. In F. Genesse (Ed.), Educating
second language children: The whole child, the whole curriculum, the whole community. New
York: Cambridge University Press.

TESOL. (2006). PreK-12 English language proficiency standards. Alexandria, VA: Author.

TESOL. (2001). Scenarios for ESL standards-based assessment. Alexandria, VA: Author.

Approved by the Board of Directors

October 2001
Revised March 2010


http://www.cal.org/ericcll/digest/nissan01.html�

	Based on research in early literacy development and second language acquisition, the following features of effective early literacy programs are recommended for young ESOL students.
	1. Oral language and literacy development is supported by the student's native language.
	3. Instruction and materials are culturally and developmentally appropriate.
	4. Literacy programs are meaning-based and balanced.
	5. Assessment is reliable, valid, and ongoing.
	6. Professional preparation and development is continually provided for educators regarding linguistic and cultural diversity.

