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Foreword
It has been estimated that more children grow up speaking two or more languages than only one. While it is difficult to cite precise statistics that provide conclusive evidence for this, no one would disagree that there are a lot of bilingual individuals in the world, and many of them are children. Studies on alternative forms of bilingual education and second language instruction have enjoyed some popularity for some time – dating back to the 1960s with the inauguration of immersion programs in Canada and bilingual education in the United States (see Genesee and Lindholm-Leary, 2013, for a review). However, until recently, researchers in most other fields of inquiry have largely ignored issues related to multilingual acquisition. Fortunately, this has started to change. For example, in my own field of inquiry on second language and bilingual acquisition, or what some might broadly call cognitive neuroscience, studies on language learning, representation, and use in children and adults who are learning and using more than one language have become mainstream and highly respected as researchers realize how prevalent bi- and multilingualism is. Enhanced interest in bi- and multilingualism has also been motivated by the recognition that theories of language learning must include all types of language learners, not just monolinguals. We now have much more empirical evidence on many aspects of second language learning than ever before to inform decision making, although there is still much more to learn.
As valuable as current evidence on second language and bilingual acquisition is, it often exists in a contextual vacuum. That is the say, the empirical evidence is often abstracted from the actual lives of children who grow up bilingual and our understandings of empirical evidence often fails to consider the contexts in which acquisition actually takes place. Bailey and Osipova’s book on Children’s Multilingual Development and Education: Fostering Linguistic Resources in Home and School Contexts helps fill this vacuum. In a very useful and non-academic fashion, Bailey and Osipova review a great deal of what we know about raising and educating children bi- and multilingually in a uniquely contextualized way. At the same time, they extend our understanding of bi- and multilingual development by examining in detailed and intimate ways the contexts in which childhood bilingualism actually occurs. Their story is about the “big picture” in which children actually grow up to become bi- or multilingual. They use the terms “multilingual” and “multilingualism” to include bilingual and bilingualism, so I will use these terms in the same way in this Foreword. Although they assert in the Preface that this book is not for parents but, rather, is about parents, there is nevertheless much in this very readable volume that will help guide and inform parents, as well as educators and other professionals who contribute to the development of these children.
At the core of this book is a detailed discussion of the results of an ambitious study of the beliefs, fears, motivations, practices, and challenges of parents who raised children to be competent in more than one language. Their study was conducted in the United States – predominantly California, and included 23 families with 39 children. Families selected for participation were raising and educating their children under very diverse circumstances. This was done deliberately to ensure that the families represented the wide range of circumstances in which children in the United States actually become bilingual. Although based on a sample from the United States and, thus, arguably limited in geographic scope, the authors also discuss studies conducted on bi- and multilingualism around the world.
While diversity among bilingual children and their families is often alluded to in other studies, it is seldom described or discussed in such intimate detail as in this book. As a result, one of the main conclusions to be drawn from their study and the book as a whole is that to really understand multilingual development and how to promote it requires an understanding of the diverse circumstances in which it occurs. While one could argue that this was an obvious and foregone conclusion, given the nature of their sample, the full diversity of circumstances in which children become multilingual is seldom highlighted in such insightful detail. More pointedly, the fact of such diversity and its critical relevance to multilingual development are seldom taken seriously by classroom educators, educational administrators, or policy-makers (let alone other professionals) who work with multilingual children. In fact,  as the authors point out, most educators working with multilingual children in the United States are themselves monolingual and thus have no intuitive sense of such diversity; this is likely to be true in other communities around the world. In North America, teachers often do not even know what other languages their minority-language students know or the circumstances of their language development, critical information for appropriate differentiation of instruction. It is a truism in Western education that all children are different and that effective education takes individual differences into account, and, yet, when it comes to educating children who have minority language/cultural backgrounds, we often fail to delve into their individualities. By focusing on families raising children in diverse contexts, the authors sensitize readers to the critical importance of context in understanding multilingualism. By implication, they are also alerting researchers, educators, and parents around the world to this fact.
Their sample included children from minority groups who were acquiring English as a second language along with their birth language as well as majority group children in English-speaking families who were acquiring an additional language at home or in school; these groups in turn included recent and established immigrant families along with native-born American families; they included families who were acquiring foreign, heritage, or ancestral languages, which in some cases were similar and in other cases highly dissimilar (e.g., Chinese and English). While most children in the sample were acquiring one additional language, there were also children who were learning or had learned more than one additional languages – five in one case! The learners were toddlers, preschool-age, school-age, or young adults at the time of data collection. Data collection included face-to-face and semi structured telephone interviews with parents (mostly mothers) about family background, the context in which multilingualism occurred, the child’s multilingual development, beliefs about bilingualism, strategies and practices for supporting multilingualism in the home, and perceived roadblocks to achieving multilingualism, among others.
The study also included 13 educators who encountered multilingual children in their day-to-day teaching, but had not necessarily taught the children of the parent participants in the study. Data were collected from the educators using individual and focus group discussions and semi structured interviews and touched on topics related to teacher interactions with multilingual students in their classrooms, their beliefs about multilingualism, challenges and rewards in working with multilingual students, strategies and practices they found effective in promoting multilingualism, among others. Including educators is an invaluable part of the study because it provides a broader and, thus, more realistic picture of what it means to raise children to be multilingual – while past studies have examined families or educators, few have examined both at the same time. To examine the lives of multilingual children taking family or school perspectives alone into account is to get only half the story. Much insight is to be gained from looking at the overlap and disjunctions in these two domains of multilingual children’s lives. Taking such a broad perspective is critical if we are to move beyond a deficit or subtractive view of bilingual development to an additive one – ignorance of the complexities of multilingual children’s lives is prone to oversimplifications and misunderstandings since it feeds a false dichotomy comprised of bilinguals versus monolinguals.
Bailey and Osipova adeptly use the information collected from the parents to identify salient beliefs they hold about multilingualism in general and in their families (Chapter 3) – beliefs that shape the decisions, practices, and strategies they adopt to support children’s multilingualism. In fact, many of their beliefs reflect misunderstandings or fears about raising and educating children to be multilingual. Many of these fears are not supported by empirical evidence, but are nonetheless important in their lives. While some of the discussion in this chapter is quite specific to attitudes, beliefs, and policies surrounding multilingualism in the United States, there is still a great deal that will be of broad interest and relevance to those interested in individual multilingualism elsewhere. More specifically, the following topics of broad relevance are discussed and then challenged using available research evidence: learning more than one language is detrimental to children’s development; multilinguals are late talkers and have limited language competencies; some children and, in particular, children with disabilities cannot learn additional languages; knowing other languages jeopardizes children’s academic success and puts their social development at risk; and there are certain strategies for raising children bilingually that are more successful than others; and others. Discussing these widely held beliefs and concerns using first-hand expressions of the participants’ beliefs and concerns grounds them in the day-to-day lives of parents and, thereby, validates them while raising awareness of the need to provide parents more information so that they can make better-informed decisions. Indeed, later in the book, the authors note that parents make a plea that educators provide them with more information about language learning in general and multilingualism in particular so they can make responsible decisions. It has been my experience that teachers themselves also need such information. The authors’ coverage of these issues is refreshingly balanced and authentic precisely because it is embedded in the lived lives of their participants.
The richest part of the book is to be found in Chapters 5 and 6 on “Raising Multilingual Children” and “Fostering Multilingualism in Diverse Educational Contexts,” respectively. It is in these chapters that the authors directly explore the expressed beliefs, fears, motivations, and challenges of raising and supporting multilingual children. In a section in Chapter 5 called “Pathways to Multilingualism,” the authors sketch out the alternative and varied contexts in which parents support their children’s multilingual development, and here we see the intense and complex reflections that parents engage in as they embark on and try to sustain their individual paths to multilingualism. They illustrate the diversity of contexts in which multilingual children grow up by describing the histories of different types of families – for example, English-dominant parents versus bilingual parents versus non-English-dominant parents. In this way, it becomes clear that there is not a single portrait of the multilingual family; there are many. It is these portraits that, in my opinion, are most revealing because it is here that we see how individual family practices and strategies for promoting their children’s multilingualism is shaped in critical ways by their historical and present-day contexts as well as by their beliefs about multilingualism and their motivations for wanting their children to be multilingual. Parents’ concerns were not just about language but also about culture – how to maintain heritage cultures, fitting into mainstream cultures, being part of an interconnected and globalized culture, and connections with family and others. It is impossible to summarize here the full richness of understandings that emerge from the authors’ discussions of the parent interviews in this chapter – readers will have to discover this on their own.
A useful and key construct to emerge from this chapter is the notion of investment. Bailey and Osipova point out that parents make multiple forms of investment – in time, money, emotion, education, friendships for themselves and their children, and in the family, to achieve their vision of multilingualism for their children. Investment is about commitment, taking charge, resilience, facing and overcoming challenges, and the future. It is here that another overarching theme emerged from my reading – the tremendous effort that is needed to raise and educate children to be multilingual in environments that do not support multilingualism and may even obstruct its achievement. It is also here that we see that the nature of the effort that parents must invest to achieve multilingualism changes with time as their children grow up. The authors devote a separate section to consider the challenges that parents perceive as obstacles to achieving their goals of multilingualism, including challenges linked to insecurities in the family, outside influences (e.g., monolingual peers), being different from monolingual families and children, and monolingual school systems. It is intriguing to speculate whether one would find the sample challenges and demands for effort and investment in other cultural-linguistic contexts – a topic of another book.
The authors continue their discussion of how context affects children’s multilingual development in Chapter 6 as they review the interview data from the teacher participants. Here the authors consider the beliefs, challenges, practices, and strategies of educators who encounter multilingual students in their classrooms, even when the classroom and school function monolingually. It is interesting to note that even teachers working in programs that are designed to support multilingualism talked about the challenges they face supporting children’s multilingual development despite the school’s stated aims. More specifically, they talk about challenges related to instability in program design, lack of adequate resources in all languages used in the classroom, isolation from mainstream classrooms and teachers, and teachers’ concerns about their own abilities to function in more than one language. Despite these evident challenges, the teacher participants expressed wholehearted enthusiasm for working with multilingual students. Aside from the importance of the details about educational contexts presented in this chapter, this chapter is important because it highlights the importance of taking a broad holistic view of multilingual development. In this chapter, the authors stress that is not only up to families to maintain, support, and protect the multilingual resources of their children; but schools and, by extension, the wider community also have a role to play. It is only by including educators in the study that their call for families and educators to work together is so clear.
In sum, Bailey and Osipova provide a refreshingly grounded, contextually rich discussion of the lives of children who grow up in families that want them to be multilingual. This volume is an important antidote to the often overly simplistic view that we have of the lives of multilingual children. It tells us that there are many ways for children to become multilingual; that forces in their families as well as in their schooling and communities at large play important roles; and that we need to work together to protect, foster, and celebrate children’s multilingualism. This book should motivate parents, professionals, and researchers to reconceptualize how they think and work with these children.
Fred Genesee,
McGill University

Genesee, F., and Lindholm-Leary, K. (2013). Two case studies of content-based language education. Journal of Immersion and Content-Based Language Education, 1(1), 3–33.


Preface
Just like music is a language and you don’t get confused when you listen to Bach versus, you know, jazz! You know, you can be exposed and understand that they are both completely different.
Tina, Taiwanese-English bilingual mother

We are inspired by these words from Tina, a bilingual mother aspiring to raise her young daughter with two languages. Her words remind us with simple aplomb how amazingly adaptable the human mind is. Of course we do not confuse Bach with jazz, and what is more we can appreciate and understand both with ease. A myriad of books on raising bi- and multilingual children have hit the bookshelves recently, both real and virtual, indicating the public’s burgeoning interest and investment in multilingual parenting. These books offer parents guidance, recommendations, or the latest top 10 tips for providing children with a polyglot upbringing. This book differs from them all in one major respect: This is not a book for parents (although parents will undoubtedly find it of interest), rather it is a book about parents and the educators who partner with families to create and sustain the linguistic resources of children.
This volume came about as we reflected on the questions from an increasing number of parents we encounter in our professional and personal lives who are raising or preparing to raise their children with exposure to more than one language. The unique and compelling stories of successes and sometimes difficult dilemmas experienced by these parents motivated us to embark on a systematic look at U.S. families who speak two or more languages and their child-rearing practices, as well as the multifaceted roles of the educators who may support these endeavors.
In conducting this work, we quickly realized that there was a disjuncture between the popular image of the U.S. as a monolingual nation and the reality of the families we were interviewing. As quickly as the questions of our parent acquaintances gave us hope that multilingualism was a serious and determined part of their families’ lives, we realized that their questions also revealed how pervasively certain myths and misinformation about multilingualism still abound in U.S. society. Consequently, this book tackles the beliefs of the participating parents and educators turning to the research literature for their verification.
The study of parents and educators that we report in this book should appeal to educational researchers, as well as to psychologists, applied linguists, sociologists, and anthropologists who study language, ethnicity, and multiculturalism in children, their families, and their wider communities. The volume counters many of the (low) expectations held by wider society for the linguistic prowess of the typical American. Our book explains how, through their interactions, planning, teaching, and mentoring, families and educators work hard, often facing difficult challenges but nevertheless making multilingualism part of the fabric of the daily lives of an increasing number of U.S. children.
Alison L. Bailey and Anna V. Osipova
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1 Multilingual Nations: Multilingualism in Context
In this chapter we provide an introduction to our research with families and educators on their practices of rearing bi- and multilingual children in the United States and comparatively in other parts of the world. We introduce the myth of monolingualism that pervades some societies as well as perhaps the equally mythic notion that “everywhere else” people acquire two or more languages quite routinely and with ease. We conclude with an overview of the remaining chapters.

Can you have a conversation in a language besides your mother tongue? Readers may have selected this book because they can indeed converse with others in more than one language and are keen to learn more about how families and educators can work together to create favorable conditions for multilingualism to flourish in children. This question, however, is intended to be more than just a rhetorical one. It is the actual question posed by the European Commission in a 2006 survey of Europe’s inhabitants (Directorate General for Education and Culture, 2006). The number of affirmative respondents may surprise readers, and we will return to the result presently. First, we turn to a confluence of issues both professional and personal that define the content and central thesis of the book.
As we write this introduction, the first author has just finished making operational an online forum for a professional learning community (PLC) dedicated to the exchange of ideas by educators working in two-way immersion (TWI) and other forms of dual-language programs in the Southern California region. Nationally, TWI programming is increasing in the United States. The TWI model is a dual-language program in which two languages are partnered. Children who are native-English speakers acquire a second language (e.g., Spanish, Korean, or Mandarin) as they learn academic content alongside the native-speaking children of the second language. These children, in turn, learn English as their second language. The two sets of children in effect serve as models for one another’s language learning. The “ticker” in the directory of programs that is maintained by the Center for Applied Linguistics (CAL) puts the number of TWI programs in the United States at 441 in 2014. The largest period of growth since CAL began keeping track in 1962 came in just the past 15 years. There were 280 programs newly registered between 1997 and 2011 alone, the last available year that CAL analyzed the TWI data by year (CAL, 2011). We know this number to be an underestimate: registry is entirely voluntary and none of the dozen or so TWI programs belonging to the new UCLA PLC is in fact registered with CAL. In 2013, the Foundation for Child Development put the estimate of programs closer to 2000 (Espinosa, 2013).
In just the past year or so, National Public Radio (NPR) has given a number of accounts of such programs. Closest to home for us, the annual address to administrators by the superintendent of the Los Angeles Unified School District was broadcast on NPR. To herald the start of a new school year, Nelson Henriquez, 11, was heard welcoming the school leaders in Spanish, English, and Mandarin. Nelson’s multilingualism is the product of the City Terrace Elementary dual-language immersion program teaching not one but two additional languages. Incidentally, also in the past year, Dodger Stadium in Los Angeles was featured on NPR announcing that its baseball games have become trilingual – now televising in English, Spanish, and Korean.
Recently two reports have attempted to debunk the mainly negative myths surrounding multilingualism. The Society for Research in Child Development’s Social Policy Report places an emphasis on high-quality language input to support the acquisition of each language a child has the opportunity to learn, and provides recommendations for early childhood education policy and practice (McCabe et al., 2013). A reprise of an earlier report from the Foundation for Child Development systemically reviews the common myths that early education program administrators and teachers encounter and counters these with results from the most recent research literature (Espinosa, 2013). While both policy reports also tackled the myths that surround multilingualism, particularly around the early education of multilingual students, this study differs from them in an important way: the myths arise from our conversations with parents and educators directly and reveal many more misconceptions of multilingual development and education than we could have anticipated from previous reviews. We take each of these myths and examine them from the parents’ or educators’ perspectives and contextualize them with what is known in the research literature.
While the efficacy of TWI programs in particular has been questioned for children speaking the partnered minority language (e.g., Valdés, 1997), such programs have become one of the fastest growing forms of language instruction. One of the concerns has been whether pedagogies used in TWI can effectively teach minority language children and reduce the prejudice and discrimination toward the minority language and its speakers witnessed in society more broadly (Genesee and Gándara, 1999). The increase in popularity has occurred during an era when the bilingual education of language-minority children has been scaled back in the face of state-level initiatives like the ones in California, Arizona, and Massachusetts that sponsored the almost exclusive development of and education through English (Lindholm-Leary and Howard, 2008). However, these initiatives may have had their day with revisions made to ballot initiative Question 2 in Massachusetts to make TWI more readily available to families, and a ballot initiative now afoot in California to repeal its restrictive language instruction policies that came about with Proposition 227 in 1998 (Ash, 2014).
Ironically, the growth in TWI programming may be attributed to this less-than-auspicious climate for the bilingual education of language-minority students. Despite the best efforts of 27 states that have declared English to be their official language (de Jong, 2011), we have personally seen principals become explicit about the fact that TWI programming provides a mechanism by which to continue to offer non-English language instruction to language-minority students so that they may access academic content in their primary language; all the while acquiring English in order to meet Federal Government English-language progress and proficiency mandates under the No Child Left Behind Act of 2001 (NCLB) (Mayer, 2007).
For the parents of children who are already proficient in English or for whom English is initially their only language, a range of issues may motivate their increased enrollment in TWI programs across the nation. Parents may value the personal benefits of multilingualism for their children (i.e., linguistic and academic advantages) as well as see dual-language immersion as a signal commitment to social justice efforts in the United States with the belief that exposure of their children to more than one language and culture will promote greater cross-cultural understanding. Of course much multilingualism in the United States is achieved by families without a child’s enrollment in a TWI program. Children acquire additional languages in other contexts, both through formal instructional settings such as transitional bilingual education programs, one-way immersion programs, heritage language programming, and English language development classes, as well as through informal interactions with siblings (perhaps ones who are already being schooled in an additional language), with peers, and with parents, grandparents, or other adult caregivers.
While the new work that we report in the book was conducted in the United States, findings from studies with multilingual families and educators in others countries are woven throughout the discussion. These include studies conducted in countries with wholly different languages in contact with one another. For example, we examine situations in European countries that have a tradition of playing host to “guest workers” who by now have multiple generations of European-born children. These include Turkish-origin families settled in Germany (Razakowski et al., 2013) and the Netherlands (Prevoo et al., 2013). Studies of European, African, and Asian linguistic contexts are also included to illuminate cases of trilingual development (e.g., Hoffmann, and Ytsma, 2004).
We also discuss studies conducted in English-speaking countries other than the United States. These studies have examined both indigenous  and immigrant languages in contact with English, for example, the attempts to revive the Welsh language against overwhelming odds of language  attrition in the face of English-language dominance (Gathercole and  Thomas, 2009), the situation of Asian and Eastern European immigrant families in Britain where languages such as Bengali (Pagett, 2006) and Polish (see, e.g., BI-SLI Poland Studies) increasingly come into contact with English.
Two seminal language contact situations that have been extensively researched are those found in Francophone Canada (Genesee, 1998; Wright, 1996) with its special dynamic created by French-English bilingualism in an otherwise English-dominant North America, and Castilian (Spanish)-dominant Spain that has seen the survival – even revival – of Catalan, Galician, and Basque (DePalma and Teasley, 2013; Wright, 1996). Studies of trilingualism in Switzerland (Chevalier, 2013) and Poland (Gabryś-Barker and Otwinowska, 2012) reveal that English is often the “third” language in the linguistic mix, and where countries are joining together in formal trade or political networks they are also choosing English as their lingua franca (e.g., The Association of Southeast Asian Nations, Kirkpatrick, 2008).
While the large number of different languages spoken in close proximity to one another in the European context would certainly seem to offer ready opportunities for multilingualism (Ortega, 2013a), the result of the European Commission survey we referenced earlier was surprising. A mere 56% of Europeans reported the ability to converse in a language other than their mother tongue. This certainly calls into question the widely held belief that most people around the world with the exception of North Americans can speak more than one language. Indeed, Erard (2012), writing in The New York Times, publicized this reversal of multilingualism’s fortune both questioning whether the United States is really as monolingual as people believe it to be and indeed whether the rest of the world is as predominantly multilingual as commonly proclaimed.
Given the ubiquitous dominance of English in so many of these contexts, let us turn briefly to the projected fate of the English language worldwide. Although it will apparently be so for the foreseeable future, English cannot remain dominant. Its maximum spread as a first language has apparently already peaked (Ostler, 2005) and a Chinese language variant may eventually take over the hegemony that British English once held and that the American variety currently enjoys at home and abroad, or else one of the ascending varieties of the world’s Englishes, such as an East Indian variant.
Undoubtedly, raising multilingual children can be difficult. Parenting children who will be (and educating children who are) multilingual is not without serious challenges. Parents face many daunting obstacles to their attempts to provide exposure to two or more languages either in the home or through enlisting the support of educators and others in their milieux. Unbeknownst to many families, one of the most potent forces to undermine their best intentions lives right in their midst. Research has found that the presence of an older sibling, the child who first goes out into the wider society, is in actual fact the proverbial Trojan horse of the multilingual aspirations of many families. Their contact with the majority or dominant societal language when they enter school brings the majority language into the home. Their preference for the majority language may overwhelm parental attempts at controlling input of the linguistic minority language – the family’s heritage language, in this case the children’s first language (L1) – and the majority language, in this case the children’s second language (L2).
The erosion caused by older siblings on the younger siblings’ L1 is quite astounding such that within one household there may be parents who are monolingual in a language that has the minority status in a community, older children who are bilingual in both the parent’s L1 and the majority language, and then subsequent younger children who are almost entirely monolingual in the majority language of the wider society. Gathercole (2014) recently provided commentary on a number of factors that have been found to influence the course and attainment of bilingualism, including the quantity, quality and contexts of exposure. These factors included findings replicated in a number of studies that coming later in birth order predicts a greater degree of development of English and less utterance sophistication and lower vocabulary scores in L1. Gathercole concludes that “The majority language wins out; the minority language is threatened. Because of the dominance of the majority language in the community, children seem to achieve parity in that language regardless of the patterns of exposure, e.g., in the home. This contrasts sharply with the fate of the minority language. We have seen over and over again … that the minority language can suffer in comparison” (p. 364).
But for all the ease by which children with a minority language background may seem to acquire the majority language as their L2, there are still many children who face a major undertaking to become proficient speakers, readers, and writers in that target language (e.g., testing as fluent English proficient [FEP] in U.S. public schools, Slama, 2012). Given that in most cases, proficiency in the majority language is a prerequisite for school achievement, educators face different but equally complex issues when teaching multilingual children. Faced with the challenge, educators must be vigilant not to view students whose L2 is still emergent as any less capable, any less smart, nor any less possessing of the potential to achieve at the very highest levels of performance in school. Moreover, educators face difficult choices about the kinds of instructional approaches to language and content teaching that will best suit their students’ linguistic needs, not just in one language, but taking into account two or even more languages.
In the past five years or so, much has been made in the popular press of the potentially protective neurocognitive effects of bilingualism on aging (along with learning to play a musical instrument – another symbolic representational system like language). This positive influence is believed to be due to the buffer that bilingualism provides during the decline of executive functioning and control (e.g., selective attention, organizational skills, and problem-solving abilities). It seems that the science behind these claims is a lot more nuanced and  a lot less conclusive than the simple optimistic portrayal that has made it into the public discourse thus far. Bilingualism may not have the retarding effects on the onset of diseases like dementia that it is currently touted to have. Baum and Titone (2014), in a review of bilingualism and the effects of aging, conclude that science would best be served by a notion of “neuroplasticity” that individuals may have in different degrees rather than simplistically pitting bilingual brains against monolingual brains and making claims about group differences in favor of bilinguals. In fact, Morton (2014) in his commentary on this review takes child language researchers and others to task for painting far too “sunny” a picture of the lifetime effects of bilingualism on executive functioning without properly testing meaningful hypotheses. Rather, he sees “The whole story to be an insufferable mixture of excessive claims and weak evidence” (p. 931). Moreover, claims of enhanced executive functioning amongst healthy bilinguals more generally have been viewed as a publication bias toward accepting and disseminating studies that report positive findings (de Bruin, Treccani, and Della Sala, 2015) and, as a consequence, further call into question the cognitive benefits of bilingualism.
But no matter! Parents and educators are not investing in children’s multilingualism solely for the protective effects it may have on the diseases of old age. Nor do too many rationalize their support of multilingualism because of the supposed greater executive control that comes from the mental exercise of constant selection between two or more languages. Rather, parents are rationalizing their support of multilingualism because it can serve as an important conduit to participation in their families’ daily lives, knowledge of their histories, extended family, and the linguistic communities they either belong to or aspire to belong to. The languages children acquire are part and parcel of their identity, their self-esteem, and their attitudes toward their own and others’ ethnic and cultural ties. Educators support multilingualism in children because they see the opportunities it affords children academically and socially in an increasingly diverse society at home and a globalized world beyond. Many may even see the connections between knowing two or more languages and the metalinguistic and metacognitive abilities of their students. And, because it is the right thing to do: where is the social justice in replacing a child’s language with a different one if maintaining two is well within the pedagogical capabilities of teachers, schools, and states when the will-power is there?
We conclude this section with a little levity; a joke told to us on different occasions by both a parent and an educator who took part in our research. The joke “works” because it relies on that widely held belief that the United States is a monolingual nation. We found a recount of the same joke in an essay by Mary Louise Pratt (2003) and so include it here verbatim but caution that it is our chief intent with this volume to debunk this belief as myth and replace it with arguments for the United States as a thriving multilingual nation:

What do you call a person who knows three languages?
Trilingual.
What do you call a person who knows two languages?
Bilingual.
What do you call a person who knows only one language?
An American. (p.111)

Overview of the Chapters
Chapter 2 reviews the research showing the importance and impact of multilingualism for children, their parents and teachers, and society at large. We attempt to establish the size of the population with the potential to develop multilingual practices in the United States, especially the elusive under-5-year-old group, whose language abilities and exposures are not accounted for in U.S. Census surveys. We also examine teacher demographics in the areas of reported language knowledge and ethnicity in an even more challenging attempt to ascertain the nation’s ability to meet the diverse needs of multilingual students. We highlight findings on the linguistic, cognitive, academic, and social developments of children and then consider the impact of multilingualism from local and global perspectives.
Chapter 3 treats in some depth the wide range of beliefs and understandings of multilingualism that we encountered in the interviews with both the parents and educators. Using extensive quotes from the participants in our research, we first thematically group the different beliefs they hold about how language is acquired and sustained through various types of exposure and instruction. In the case of the parents, we also examine their perceptions of the role multilingualism plays in their families’ lives. We then connect these beliefs and understandings to the extant research literature and discuss how they are frequently revealed as myths and misconceptions of the effects of speaking two or more languages.
Chapter 4 introduces the families and educators whose lives and work are the focus of the research reported in this book. The chapter provides details of the methods we used, including the descriptions of the participant families and educators, the research procedures and related analyses. The families were chosen systematically to represent a wide range of different circumstances under which multilingualism can occur, including recent and more established immigrant families, mixed race/ethnicity families, families reviving a heritage or ancestral language, and monolingual families adding a foreign language as enrichment for aesthetic, instrumental, or social justice reasons.
We deliberately included families whose members speak Spanish, numerically the most prevalent language spoken in the United States after English, as well as additional widely spoken languages in the contemporary United States, such as Farsi, Mandarin, Armenian, and Arabic. We also included families who have chosen to raise their children speaking languages that are no longer as commonly heard among minority groups in the United States but play a role in the global context (German, Russian, and French). These families provide us with a representation of children from birth to adulthood (toddlers, preschoolers, kindergarteners, elementary, middle/high school students, young adults). We also included couples who aspire to raise their future children as multilingual members of society.
The educators we studied have all encountered multilingual children in their classrooms. They were chosen to represent a wide variety of teaching settings. Dual-language settings include two-way or dual-immersion programs, one-way immersion programs, developmental (maintenance) bilingual programs, and heritage language programs. English-only settings include English-as-a-second-Language (ESL) and English language development (ELD) programs and general education English-only classrooms that are increasingly the educational environment encountered by many children with languages other than English.
Our research procedures included face-to-face and telephone semi structured interviews with one parent representing a family or, in the case of three couples, with both parents interviewed together. We also conducted semi structured interviews with educators alone, in pairs, or, on one occasion, in a group of three. These procedures are particularly effective for generating personal narrative data. Stories can provide first-hand accounts of daily family routines and activities, as well as the critical or “telling” experiences that can reveal the meaning-making processes, values, and beliefs of participants (e.g., Barth, 2003; Bruner, 1990). Verbatim transcripts of these data were then systematically coded for themes that were identified in the research literature introduced in Chapters 2 and 3, as well as closely read for new themes revealed in the interviews. These new themes were systematically noted and then the data analyzed to see if these additional themes also emerged across other families or educators. High-contrast cases and “telling” cases among the families and educators are selected to illustrate prominent themes in greater detail, and to bring the educators’ personal perspectives to bear on the review of educational programs in later chapters.
Chapter 5 presents the findings from the interviews with families raising children as multilingual speakers. We meet, for example, Linda Harrison-Beltran’s family who deploy their “Spanish Channel” – a fun yet effective way to encourage their children to speak Spanish in their home1, the teenage boys of Monica Perez who are motivated to maintain Spanish through their common love of “música folklórica” with their grandfather who still resides in Mexico, and the various families who speak of “infusing” their children with their L1 by taking them on trips to visit family members who reside round the United States and in their home countries.
The findings of this chapter help to illuminate the beliefs and practices of individual families as well as explore the themes that are common across families raising children in very different contexts. We also discuss the fears of parents as their children move into puberty, start to take on the views and language of their peers, and show a waning interest in maintaining their linguistic heritage. We hear how hard it is to support more than one language and how parents have to strike a balance so that the parent-child and sibling relationships do not suffer even if parents insist on using two or more languages. Parents also talk of making investments in multilingualism, along with trade-offs and sacrifices, both financial and, surprisingly, linguistic. For example, one father consciously knew he was not going to be able to acquire English to the same degree as his children as a result of his efforts to exclusively support Spanish in the home. We conclude this chapter with a discussion of how the findings from the parents’ narratives can help the education field understand first-hand their motivations, challenges, and successes.
Chapter 6 surveys the range of formal Language Instruction Educational Programs (LIEPs, Faulkner-Bond et al., 2012) and informal approaches (e.g., parochial schools and church groups, private language schools, play-dates with peers, “Mommy and Me” classes, multilingual caregiving arrangements, daily interactions with siblings) to fostering multilingualism that are available to parents. Interviews with the educators reveal their beliefs about multilingualism in the classroom, in the homes of their students, and in the wider U.S. society. These participants either have experience in teaching in multilingual classrooms or they teach multilingual students in an otherwise English-only environment. We garnered information from them about the rewards and challenges of teaching in their respective programs, and the practices they have adopted that have been successful in fostering positive linguistic, academic, and social outcomes for students. These practices include a wide array of approaches from the simple celebration of children’s cultural holidays and cuisines in their classrooms to the systematic training they need to support language pedagogies, as well as petitioning for the recognition of and support for multilingual students from their school administrations.
In the seventh and final chapter, we draw conclusions from the research, specifically making connections between parent and educator perspectives in order to inform the field about ways in which multilingualism might be more systematically sustained across the home and school contexts than is currently the case. Specifically, we relay the advice parents had for educators and vice versa. We also catalogue the parents’ strategies and practices for fostering multilingualism. Moreover, common and complementary experiences reported by parents raising multilingual children in different contexts or for different reasons are identified. Common experiences (e.g., searching for out-of-school activities that support Spanish learning) that unwittingly may unite parents (e.g., the immigrant Spanish-speaking parent with the English-dominant TWI program parent) can provide the impetus toward a collectivist approach to multilingualism in the future – an approach that is part of the systematicity we argue is needed to effectively sustain multilingualism. Requisite further research to build this argument is also highlighted.
A key theoretical lens we explore to make sense of the findings overall is the notion of “investment” in multilingualism (Norton Pierce, 1995; Potowski, 2001). Attempts to maintain a first, second, or more languages are viewed as multi-year (possibly life-long), often multi-generational commitments that include making financial, psychological, sociological, and educational investments. Such investments it turns out can have important implications for children’s personal, familial, and public identities, their academic standing, and most definitely for their future position in our global society.


Note
1 Pseudonyms are used throughout the book for the names of the participating parents and educators, and for the names of their children, students, friends, and family members.



2 The Importance and Impact of Multilingualism
In this chapter we review research on the importance of multilingualism for children, their parents, educators and society at large. We begin by attempting to gauge the potential for multilingualism among children in the United States, as well as how many educators are prepared to teach them. From these basic demographics and a brief review of theoretical underpinnings, we switch to a child development perspective to highlight findings from research on the linguistic, cognitive, academic, and social developments of children reared with two or more languages. We consider the central myth of monolingualism, and conclude by considering the impact of multilingualism from local and global perspectives.

The importance of multilingualism cannot be overstated. Even leaving aside the contested cognitive outcomes, for children, the importance lies in the increasingly documented advantages that multilingualism has for their development and well-being in the areas of language development, academic achievement, employment opportunities, and socio-affective outcomes. For parents, the importance is in maintaining family ties to heritage and culture, generational connections, and seeing their children better prepared for the new demands of globalization. For educators, the importance is in having diverse and pluralistic classrooms, rich with multiple perspectives and experiences. For society, the importance is in better understanding and mutual acceptance of people from diverse backgrounds. Multilingualism allows societies to move beyond simple tolerance toward a more peaceful coexistence and mutual respect.
Multilingualism is the more inclusive term we use for ease of reference throughout the remainder of this book to characterize a variety of situations in which languages are acquired and used.1 We use the term to include bilingualism, or the acquisition of two languages, but also to encompass complex circumstances in which multiple languages may be in contact – households in which each parent speaks a different language neither of which may be English, and households in which all members of the family may use English alongside an additional language or two or even more.
Once in school, children may be expected to set aside the language or languages they have acquired in their homes and their local communities and use only English in the classroom. Other educational settings, however, may allow them to use their existing language resources to either transition to proficiency in English or continue their acquisition of a home language alongside English. In some circumstances, children who start out as speaking only English will begin the task of acquiring an additional language once they enter formal schooling. Increasingly, classrooms may contain an array of different languages spoken by children as a first or additional language. Multilingualism, consequently, is the overarching term we utilize to signal both the variety and complexity of language learning situations that are experienced by individuals who speak two or more languages.
Our interest in studying this topic is further promoted by the vulnerability of multilingualism: the delicate balance that sustains it as children’s social environments change as they grow older and transition from home to school, and then move on into the workforce or post-secondary settings. At the heart of the book lies a potent myth – a false belief that the United States is a monolingual, English-only speaking nation – a place where in the public discourse immigrants arrive and within one or two generations lose their ancestral languages in favor of English. Relatedly, and perhaps equally mythically, are the frequent claims that much of the rest of the world is multilingual.
Based on our research described in detail in later chapters, we argue, to the contrary of the myth of monolingualism, that the United States is home to an increasing number of individuals who are part of family networks that support the acquisition of two or more languages. It is this private and personalized multilingualism and how it is achieved by individual families that inspired the book – one family at a time, the United States is proving to be a multilingual nation. However, one important intention of reporting on the studies included in this book is to make the case for a necessary shift from a frequently piecemeal or fragmented approach to multilingualism to one that highlights an attempt to systematically coordinate the forms of support across the contexts in which multilingualism is being fostered, including arguing for the development of a collectivist outlook amongst families with quite different backgrounds and motivations. While we do not collect data with families and educators outside the United States, we do review the current literature on multilingualism in other countries, and report on how families fare in other parts of the world in comparable circumstances where appropriate throughout the book. Moreover, we examine the parent and educator participants’ perspectives on multilingualism more globally through the comparisons they frequently made to the language-learning contexts in their countries of origin, to the countries of their ancestors, or to the countries in which they once temporarily lived. Indeed, about a third of our participants had acquired their additional languages globally, as they worked, traveled, or studied abroad. The participants fostered new or continued existing global connections through their travels, by their prolonged stays abroad, and by hosting family members and friends from other countries.
Demographic trends in the United States reveal a dramatic increase in the numbers of children who come from families that speak more than one language. The findings of the National Center for Education Statistics (NCES, 2012) indicate that between the years of 1980 and 2009, the percentage of U.S. school-age children (officially children aged 5–17) who spoke a language other than English at home increased from 4.7 to 11.2 million, or from 10% to 21% of children. This trend of growing numbers of children who will learn English as their second or third or more language, has grown exponentially over the past decades. According to Crawford (2002), the population that speaks languages other than English increases by roughly 40% every ten years in the United States. Additionally, the profile of languages spoken by these children is extremely diverse. Goldenberg (2008) reported that 400 various languages make up these children’s linguistic backgrounds.
The U.S. Census Bureau (2011) reports that more than 60.5 million U.S. residents over 5 years of age speak a language other than English at home. In fact 17.9 million, or a quarter of all millennials (young adults aged 18–34), speak a language other than English at home. In California that proportion reaches one in two (U.S. Census Bureau, 2014). In the 2011–2012 school year, the most recent year available, 4.4 million kindergarten (K)-grade 12 U.S. students were identified as English language learners (ELL students) receiving English language support services in public schools (9.1% of the U.S. school-age population) (NCES, 2014). (See also Pandya, McHugh, and Batalova, 2011, for additional demographic trends for ELL students in the United States).
These numbers do not take into consideration the nearly 30 million children under 5 years of age who may be candidates for multilingual education. Current estimates suggest more than 50% of preschool children (i.e., 4-year-olds) come from families who do not speak English at home (Espinosa, 2008). Nor do these numbers include the children whose parents foster multilingualism without being foreign born or without any foreign language skills/background of their own. Indeed, CAL (2011) reports that the fastest growing form of bilingual programming has adopted the TWI model in which English and a partner language are both fostered. This may be capturing an increasing interest among parents of English-dominant backgrounds in the additive aspects of multilingualism. Enrollment may be for reasons related to an instrumental motivation, such as broadening the future career opportunities of their children, or to developing a global orientation, or to instilling a social justice commitment in the education of their children.
These statistics translate into millions of children who enter the U.S. school system with the potential to become bilingual or multilingual participants of the educational process. U.S. schools are already teaching steadily increasing numbers of students, many of whom already speak more than one language. Researchers, the faculty of teacher preparation programs, educators, and our society as a whole must also be ready to greet this new multilingual student population.
The importance and timeliness of turning society’s attention to the topic of multilingualism cannot be underestimated. Despite the rapidly growing numbers of children who speak two or more languages, educational approaches maximizing the positive impact of multilingualism on children’s cognitive and social development are understudied (Bjork-Willen, 2008). On a societal level, multilingual competence can engender more positive attitudes toward other cultures and languages (e.g., Genesee, 2008), and on a personal level, it may hone metalinguistic and executive functioning abilities linked to academic success (e.g., Adesope, Lavin, Thompson, and Ungerleider, 2010; Luk and Bialystok, 2008) and stave off dementia in old age (Baum and Titone, 2014), although there are challenges to the claimed cognitive benefits to which we will return (e.g., de Bruin et al., 2015). It is ironic that while multilingual speakers possibly outnumber English-only speakers (Grosjean, 1982, as cited in Hoff, 2009, although note the number of multilingual individuals is difficult to verify), at many levels of the U.S. educational infrastructure (within preschool, elementary, and secondary school settings) multilingual children are taught in the classrooms of monolingual, English-speaking teachers.
Educating Multilingual Children
While race and ethnicity are not determinants of linguistic background, they have been used as likely proxies of teacher language knowledge. During the 2011–2012 school year, 82% of public school teachers across the nation were non-Hispanic White, 7% were non-Hispanic Black, and 8% were Hispanic (Goldring, Gray, and Bitterman, 2013). Bunch also points out that “Even in states that have more diverse overall populations and with large numbers of ELs [English learners] and other linguistic minority students, the teaching force is predominantly White. In California, for example, 72% of teachers are identified as White, 16% Hispanic, 7% Asian American, 5% African American, 1% American Indian/Alaska Native, and 1% “multiple races” (Commission on Teacher Credentialing, 2008)” (p. 331, 2013).
While the match between student ethnicity and that of their teachers is important in its own right as a predictor of linguistic minority students’ college enrollment (e.g., Gándara et al., 2013), we, nevertheless, feel it is unsatisfactory to rely on teacher ethnicity alone as an indication of their language backgrounds. This cannot reveal much about their potential to meet and effectively support the language needs of multilingual students, especially those students still in the process of acquiring English in order to access the academic content areas taught in English. Absent national surveys of the language backgrounds of teachers, we offer the following demographics from two small-scale surveys of teachers. The teachers were asked to report their knowledge of languages other than English along with responses to questions about their science instruction with English language learners (unpublished data, Evaluating the Validity of English Language Proficiency Assessments project, Bailey, 2011). In one state, the survey was administered to 236 teachers and revealed that 79% did not speak a language in addition to English. Of those who did, most (16%) spoke Spanish in addition to English. One percent of all teachers in the survey spoke Russian and 8% reported speaking different additional languages (most reported that the additional language was German, with at least one respondent each for Italian, French, Korean, Filipino, and Hebrew).
The survey was administered to 153 teachers in a second state with quite different results. Twenty-five percent reported not speaking a language in addition to than English, whereas 65% reported speaking Spanish as well as English. Cantonese and Russian were each spoken by 1% of the teachers and 15% reported speaking different additional languages (most reported French as an additional language, followed by a smattering of Arabic and Polish). The differences between the linguistic acumen of the teachers surveyed in the two states may have its roots in the fact that the second state has historically serviced far greater numbers of ELL students and moreover has a demonstrated commitment to bilingual education by financially supporting it when several states were attempting to reduce the amount of dual-language programming through their various ballot initiatives. These factors have two key repercussions: teachers are given greater preparation in order to teach using at least Spanish and English, and teachers may themselves be the former graduates of the bilingual programs being offered to families in this state. However, even in this scenario, a full quarter of teachers who were charged with teaching science with ELL students in their classrooms reported not speaking their students’ first language.
The discrepancies between both the ethnic and potential linguistic profiles of educators and the students they teach make the endeavor of supporting multilingual development appear almost insurmountable. Much as parents encounter myths about the positive and negative aspects of multilingualism (e.g., multilingualism makes children smarter; learning more than one language confuses children) so too do educators encounter myths about the right and wrong pedagogical approaches to use with multilingual students. They are combating ideas that would suggest teaching two languages will cause confusion and delay in one of the student’s languages, or, for example, that full language immersion is the best way students can successfully acquire an L2 (Espinosa, 2013). At the same time, a number of studies and research syntheses suggest that the task of educating children from diverse ethnic backgrounds with different kinds of linguistic resources is quite possible and manageable (Schwarzer, Haywood, and Lorenzen, 2003; Dixon et al., 2012). In this volume, we present and critique the programs that either explicitly or implicitly foster multilingualism and the accompanying strategies that the educators implement to support the academic and social successes of multilingual children.

The Loss of Linguistic Resources
Instructors’ lack of familiarity with effective ways to support multilingual children and parental concerns that children must master the majority language of their society often have detrimental consequences for children’s multilingual development. Research shows the extreme vulnerability of children’s home languages. Worthy and Rodríguez-Galindo (2006) report that by the time children enter elementary school, their L1 already shows signs of decay. This phenomenon of L1 loss before L2 is developed, known as subtractive bilingualism (Lambert, 1975), can result in a diminished sense of connectedness to one’s roots, including disrupted communication within the family and wider language-minority community. These detrimental effects can then impede the formation of self-concept and self-esteem (Lambert, 1987; Puig, 2010; Wong Fillmore, 2000).
The moment for turning attention to the narratives of families who speak more than one language is ripe: academic, political, and public discourse around multilingualism is changing. As an example of this zeitgeist, a recent policy statement of Head Start, a federally supported preschool program for low-income families, endorsed the creation of effective programs that would promote “continued development of the first language while the acquisition of English is facilitated” (Head Start, 2010). After decades of viewing children’s first languages that differed from English as challenges that needed to be overcome, society is showing signs of now beginning to view these languages as resources to be valued and nurtured. However, how can multilingualism be sustained most effectively? The studies described in this book turn to families and educators to document and better understand potential solutions.

Theoretical Perspectives on Language Development  and Teaching
There are a number of different accounts of the manner in which languages are developed and/or learned by children. They range from nativist arguments at one end of the spectrum (i.e., the rules that govern language are largely innate, highly specialized to the language learning task and require minimal amounts of exposure to trigger acquisition) to general learning principles at the other end (e.g., memory, pattern analysis, analogy) that can apply to a variety of different learning situations, not only language learning (see also Dixon et al., 2012, for a review of contrasting perspectives on L2 acquisition more specifically). We adopt a social interactionist account of language learning, one that is grounded in the support children receive from others they converse with and the predictability of the routines they regularly participate in (i.e., the language structures and vocabulary they will hear and will need to produce). This description of the mechanisms by which we assume language development and learning take place is important for motivating the interview questions we devised for the parents and teachers (see Chapter 4).
The social interactionist account of language development has its roots in Vygotsky’s (1978) view of learning as inherently social. A key concept in Vygotsky’s theory is the Zone of Proximal Development (ZPD) – the distance between independent achievements and what can be achieved with assistance from more expert interactants. Language experiences that take place within the ZPD are thought to be most effective for moving children’s development forward. The social interactionist account can explain how the general learning mechanisms mentioned above are tailored to the child’s task of language learning by the modeling, scaffolding (i.e., graduated assistance), and routinized exchanges with expert others (Bruner, 1985). Parents, caregivers, siblings, educators, and more knowledgeable peers typically engage in these behaviors when they are conversing with a more novice language learner (Bailey, Osipova, and Kelly, 2015).
Within theories of L2 acquisition specifically, a common underlying language proficiency has been posited to account for the interdependence between languages and the transfer of knowledge from L1 to L2 and vice versa (Cummins, 2000; Genesee, Lindholm-Leary, Saunders, and Christian, 2006). Most recently, a view of language learning as a complex adaptive system has gained traction in the field of L2 acquisition (Larsen-Freeman, 2011; Churchill, 2008). Language structures are argued to emerge from experience, social interaction, and cognitive mechanisms to explain both L1 and L2 acquisition (e.g., Ellis and Larsen-Freeman, 2009). Children are seen as learning language by responding to “affordances” (i.e., verbal supports; tailored tasks and activities) emerging from dynamic communicative situations (e.g., van Lier and Walqui, 2012).

The Benefits of Multilingualism to Children
Linguistic and Metalinguistic Competence
Research over the last two decades provides plentiful evidence of the benefits of multilingualism to the individual. Children who speak more than one language demonstrate greater linguistic competence than their monolingual counterparts. This becomes apparent at early stages of language development. Multilingual children exposed to several languages have shown a heightened sensitivity to phonemes in both L1 and L2 (Puig, 2010), which contributes to their ease of acquisition of L2 phonology and native-like pronunciation. Successful and highly flexible word learning abilities are another strength exhibited by multilingual children in the early stages of language development (Yoshida, 2008). Unlike monolingual young children, who often demonstrate difficulty learning adjectives and words with similar meanings, children who are learning more than one language acquire words with overlapping meanings with greater ease. Additionally, young children learning to speak more than one language often demonstrate a rapid mastery of communicative structures (Puig, 2010). These children are capable of carrying on basic minimal conversational exchanges (such as greetings, expression of gratitude, etc.) in more than one language, at the same time as their monolingual peers do so in just one language.
Similarly to the heightened linguistic competence outlined above, multilingual children demonstrate greater metalinguistic awareness, an understanding of how languages are used systematically to convey meaning (Adesope et al., 2010). Mora (2008) suggests that multilingual children’s metalinguistic awareness features a unique ability to compare and contrast the different languages and their subsystems, as well as recognize commonalities and differences between the languages that they speak.
Metalinguistic awareness in multilingual children includes a wide array of skills, including the recognition of sound/letter similarities and differences across their languages, awareness of the differences in sentence structures, and accurate adherence to cultural and linguistic norms which require switching between their languages, if needed. These unique multilingual capabilities fit well within the framework of the interdependence model that suggests the two-way transfer of linguistic/literacy knowledge and skills (Cummins, 1979; 2000).
Superior metalinguistic awareness and its gradual emergence over time in bilingual children were explored by Bialystok, Peets, and Moreno (2014). Their  study examined metalinguistic skills of second- and fifth-grade Canadian students who spoke English at home and attended French immersion programs. The results of the study extend the findings about excellent metalinguistic abilities demonstrated by simultaneous bilinguals and indicate that even a relatively brief period of immersion leads to metalinguistic advantages (i.e., ease of manipulation of linguistic rules). Second graders in the immersion program surpassed their monolingual peers and demonstrated metalinguistic gains comparable to those shown by fully bilingual children. After five years in the immersion program, bilingual children continued to outperform their monolingual counterparts in the domain of metalinguistic awareness and completely caught up with them on verbal fluency tasks. Their performance on English proficiency tasks was sustained despite the fact that French was the language of instruction. Within this context, it is not surprising that several studies have linked keen metalinguistic awareness in bilinguals with greater academic success and literacy acquisition (Bialystok, 2001; Bialystok, Luk, and Kwan, 2005; Luk and Bialystok, 2008; Malakoff and Hakuta, 1991).
Children who speak more than one language frequently tap into their knowledge of L1 for tasks in L2. For example, children who have developed literacy in their home language transfer their literacy awareness skills into new languages. Additionally, in the cases of languages with shared origins children can often rely on cognates (e.g., words with common roots) when speaking L1 and L2. Finally, tapping into the home language can be clearly evidenced by children’s codeswitching between their L1 and L2 in diglossic situations (Vu, Bailey, and Howes, 2010). Diglossia can occur situationally when some activities and events routinely take place in one language (e.g., home life) and other activities and events take place in a different language (e.g., schooling). Another form of diglossia is the parallel use of two languages within one dyad, when a parent may only use Korean, for example, and the child always responds in English, showing at least receptive understanding of Korean. A final behavior connected to metalinguistic awareness is the documented tendency of multilingual children toward linguistic risk taking (Puig, 2010), which includes frequent trial and error application of the rules and the structures of L1 to the child’s L2.

The Contested Impact of Bilingualism on Cognition
Multilingual children have demonstrated overall greater mental flexibility that goes beyond the linguistic and literacy domains to include cognitive functioning as well (Bialystok, Craik, Green, and Gollan, 2009). Mental flexibility developed due to bilingualism is manifested in better problem solving skills, better concept formation, acute pattern recognition, and creativity frequently demonstrated by children who speak more than one language (Bialystok, 1991; Hoff, 2014; Martin-Rhee and Bialystok, 2008; Rodríguez, 2010). A variable that has received a lot of attention recently and is related to academic success is heightened executive functioning (Barkley, 1997; Friedman et al., 2007). Studies have noted that multilingualism positively affects children’s attention, organizational skills, and problem-solving abilities, commonly united under the umbrella of executive functioning (e.g., Bialystok and Peets, 2010; Hoff, 2014; Yoshida, 2008). Children who speak more than one language have demonstrated better ability to inhibit preferred response patterns and show “developmentally advanced executive control” (Yoshida, 2008, p. 27). Despite the large number and seemingly robust studies of cognitive advantages to bilingualism (Kroll, 2009), studies have surfaced that show no bilingual advantage over monolingual speakers on some measures of executive functioning for instance (e.g., Esposito, Baker-Ward, and Mueller, 2013). Moreover, recent criticisms have been leveled at the body of work claiming a bilingual cognitive advantage, including research showing that fewer studies reporting no effects or negative effects of bilingualism are published despite their strong representation amongst conference abstracts (de Bruin et al., 2015). Also, as mentioned, studies that have favorably compared bilingual speakers to monolingual speakers on cognitive functioning have also come under attack for the rigor of the research (Morton, 2014; cf. Kroll, 2009). The controversy over the robustness of study designs and publication biases paints a complex and far from conclusive picture of the impacts of multilingualism on cognition. However, the positive findings from studies of the linguistic and metalinguistic development of multilingual children at least suggest that children’s abilities to speak more than one language can still be a viable resource – a resource that may help enhance their interactions with others and ultimately their academic successes.

Enhanced Socio-affective Development
If the quality of cognitive research with multilingual children is being questioned, there are additional domains of child development that are still thought to benefit from a multilingual start in life. Research that focuses on the social and emotional development of multilingual children has shown promising positive effects of multilingualism on this population. In fact, some studies reveal an interesting link between the socio-affective development of multilingual children and their linguistic abilities. For instance, Puig’s study (2010) indicates that unlike their monolingual peers, children and adolescents who speak more than one language often demonstrate low affective filters, which are characterized by lower anxiety and greater self-confidence when speaking their L2. These low affective filters allow multilingual speakers to engage in more conversational exchanges in L1 and L2, as such speakers tend to be less inhibited by shyness and self-consciousness (Krashen, 1981). Studies of young children’s socio-affective development indicate that children exposed to and learning several languages develop diverse communication styles, form secure attachments with family members and caregivers across languages and cultures, and demonstrate greater positive attitudes and tolerance toward other culture, languages, and/or peers (Dubiner, 2010; Genesee, 2008; Puig, 2010; Bailey, Zwass, and Mistry, 2013). Oh and Fuligni (2010) found that proficiency in L1 may even help immigrant-background Latino and Asian American students better cope with the stresses of adolescence.
Studies of switching back and forth between the languages they speak when they serve as interpreter for family (e.g., being a language broker), or when they codeswitch as part of their discourse repertoire (e.g., to signal affiliation with the listener), show that even very young children can have sophisticated bilinguality (e.g., Martínez, 2010). Moreover, bilinguals must have sociopragmatic sensibilities to successfully participate in these highly interactive social practices (e.g., Orellana, Reynolds, Dorner, and Meza, 2003; Reyes, 2004; Vu et al., 2010). Bailey and Orellana (2015) review this literature and speculate that codeswitching and serving as language brokers for their families may positively affect children’s metacognitive and metalinguistic skill sets. These aspects of multilingualism can be viewed as assets that educators may leverage for language and other types of learning in their classrooms. These practices allow children to hone their pragmatic skills in two languages which can be used in academic tasks, especially those linked to the increased communicative and collaborative demands of the new U.S. college and career ready standards such as the Common Core State Standards (CCSS) (Council of Chief State School Officers [CCSSO], 2010a; 2010b) and the Next Generation Science Standards (NGSS Lead States, 2013; see Bailey and Orellana, 2015, for review).

Effects on Multicultural Awareness
In addition to the enhanced socio-affective development, multilingual children have been shown to demonstrate a finely tuned multicultural awareness. Multilingual and minority language families feature unique cultural characteristics that are often very different from the mainstream family structure of the dominant culture within society. These families have their own idiosyncratic rules and traditions. Many multilingual families greatly value the preservation of family culture, and nurture the sense of belonging to the unique microcosm of one’s family. Language is often seen as the critical medium for participation in the activities, values, beliefs, and dispositions of the cultural group and parents have shown strenuous efforts to maintain the language of the cultural group, for example, by funding heritage-language schools, promoting peer and other social groupings, preserving the language through and for religious practices, and maintaining connections to the parents’ country of origin (Imbens-Bailey, 2000).
Efforts to preserve a minority culture within the macrocosm of the dominant culture can foster a sense of ethnic pride (Worthy and Rodríguez-Galindo, 2006). Moreover, speaking more than one language and frequently serving as interpreters for their families, multilingual children demonstrate an ability to adopt differing cultural norms and communicate within and across the home/dominant cultures (Mushi, 2002; Rodríguez, 2010). Growing up acutely conscious of the differences and similarities between the home culture and wider societal cultures contributes to multilingual children’s heightened awareness of pragmatic nuances and allows them to successfully navigate a host of cultural contexts.


Multilingualism: Global and Local Perspectives
Having discussed the effects of multilingualism on children’s linguistic, cognitive, academic, and socio-affective development, we come to a discussion of the benefits to raising multilingual children within the context of modern society. Multilingualism has never been more crucial a skill, given educational, economic, and cultural globalization.
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