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a b s t r a c t 

Using a nationally representative sample of 3- and 4-year-old Spanish-speaking dual language learners 

(DLLs) attending Head Start ( N = 654), this study examined whether mean levels of and variability in 

peers’ English receptive vocabulary skills were associated with DLLs’ English and Spanish receptive vo- 

cabulary skills in the spring. In addition, I tested whether these associations differed depending on the 

proportion of DLLs in the class. Results showed that DLLs had better English receptive vocabulary growth, 

but weaker Spanish receptive vocabulary growth when their classmates had higher English receptive vo- 

cabulary skills. Variability in peers’ English receptive vocabulary skills was not significantly associated 

with vocabulary growth in English or Spanish. These patterns did not depend on the proportion of DLLs 

in the class, pointing to the utility of understanding peer effects in terms of classmates’ skills and not 

only their characteristics. Findings demonstrate the importance of classmates’ English vocabulary skills 

for English vocabulary development. However, additional supports are needed to maintain DLLs’ vocabu- 

lary development in Spanish. 

© 2021 Elsevier Inc. All rights reserved. 
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Early childhood is a critical period for the acquisition of oral 

anguage skills. Oral language skills like vocabulary not only en- 

ble children to communicate with others but are a precursor to 

eading and long-term academic achievement. Understanding fac- 

ors that can promote early vocabulary development is particu- 

arly important among dual language learners (DLLs) – children 

ho are still learning their first language as they are acquiring 

heir second. Relative to English-speaking monolingual children, 

hildren who speak a language other than English at home are 

ore likely to live in poverty ( Calderón, Slavin, & Sánchez, 2011 )

nd be underserved by educational systems, including preschool 

 Nores, Friedman-Krauss, & Frede, 2018 ). Consequently, despite ev- 

dence that proficiency in two languages holds cognitive and so- 

ioemotional benefits ( Barac & Bialystok, 2012 ; Halle et al., 2014 ; 

an, 2012 ), researchers have documented disparities in academic 

chievement between DLLs and their monolingual peers ( Reardon 

 Galindo, 2009 ). 

Research suggests that early social interactions, including with 

lassmates, are one important factor that facilitates vocabulary de- 

elopment in both English and Spanish ( Huttenlocher, Haight, Bryk, 

eltzer, & Lyons, 1991 ; Palermo & Mikulski, 2013 ; Pearson, Fer- 

andez, Lewedeg, & Oller, 1997 ). Yet, little research has examined 
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ow DLLs’ peers may support DLL preschoolers’ vocabulary devel- 

pment in English or Spanish. The purpose of this study is to ex- 

mine the role of classmates’ receptive vocabulary skills in pre- 

icting English and Spanish receptive vocabulary development be- 

ween the fall and spring of preschool using a sample of DLLs at- 

ending Head Start. 

. Dual language learners in the United States 

Children whose first language is not English represented 5 mil- 

ion students (10.1% of the school population) in the 2017–2018 

chool year ( Hussar et al., 2020 ). The majority of these children 

dentify as Hispanic or Latino and speak Spanish at home. Spanish- 

peaking Latino DLLs commonly come from families with low 

ousehold income and have parents who have relatively few years 

f formal education ( Calderón et al., 2011 ). Head Start is a partic-

larly important early education context for such children living 

n poverty, and DLLs constitute a substantial proportion of Head 

tart attendees – more than a quarter (28%) of children enrolled in 

ead Start spoke a language other than English at home, and most 

f these children (80%) spoke Spanish ( Administration for Children 

 Families [ACF], 2018) . To better support the early development 

f DLLs from low-income families attending Head Start, it is there- 

ore critical to examine how aspects of the classroom environment 

elate to DLLs’ early vocabulary growth in English and Spanish. 

https://doi.org/10.1016/j.ecresq.2021.03.015
http://www.ScienceDirect.com
http://www.elsevier.com/locate/ecresq
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. Dual language learners’ early vocabulary development 

Researchers and practitioners typically regard vocabulary devel- 

pment as a multidimensional system, in which the ability to com- 

rehend words (receptive vocabulary) and the ability to produce 

ords (expressive vocabulary) constitute distinct skills. Recent 

esearch, however, has empirically supported a unidimensional 

odel of language development among preschoolers ( Language 

 Reading Research Consortium [LARCC], 2015; Lonigan & Mil- 

urn, 2017 ; Tomblin & Zhang, 2006 ), in which lower level language 

kills, such as vocabulary, reflect one underlying trait. This research 

uggests that it is unnecessary and misleading to separately assess 

eceptive and expressive vocabulary ( LARCC, 2015 ). Researchers 

ave also identified measurement issues with expressive vocabu- 

ary assessments among DLLs, observing substantial floor effects 

 Zhu & Gonzalez, 2017 ). For these reasons, the current study fo- 

uses on receptive vocabulary skill. 

A critical question for researchers and practitioners is how to 

romote Spanish-speaking DLLs’ English vocabulary skills, while 

upporting their Spanish vocabulary skills. Studies of vocabulary 

evelopment among DLLs from low-income families have docu- 

ented low average vocabulary skills overall in both languages 

 Hoff, 2013 ), particularly upon preschool entry ( Hammer, Lawrence, 

 Miccio, 2008 ). However, there is substantial variability in DLLs’ 

ocabulary skills in English and Spanish ( López & Foster, 2021 ) 

nd development in each language follows unique trajectories 

 Goodrich & Lonigan, 2018 ). Studies have found that DLLs who 

o not attain English proficiency by kindergarten or first grade 

ay continue to lag behind their monolingual peers’ long-term 

cademic skill development ( Halle, Hair, Wandner, McNamara, & 

hien, 2012 ). At the same time, maintaining proficiency in Spanish 

olds notable benefits for children’s cognitive skills ( Barac & Bia- 

ystok, 2012 ; Yow & Li, 2015 ), connections to home communities 

 Wong Fillmore, 1991 ), and later economic success ( Agirdag, 2014 ; 

roctor, August, Carlo, & Barr, 2010 ; Rumbaut, 2014 ). 

. Social interactions and vocabulary development 

This research draws on interactionist and social input theories 

f language development, which posit that language learning oc- 

urs through interactions within social environments ( Lantolf & 

horne, 2006 ; Vygotsky, 1978 ) that facilitate opportunities for lan- 

uage usage ( Tomasello, 20 0 0 ). Accordingly, studies have found 

hat children’s vocabulary development is associated with the lan- 

uage used by social figures, such as parents ( Hurtado, Marchman, 

 Fernald, 2008 ; Pearson et al., 1997 ) and teachers ( Dickinson &

orche, 2011 ; Huttenlocher, Vasilyeva, Cymerman, & Levine, 2002 ). 

hrough being exposed to language and engaging in language-rich 

nteractions with these social figures, children are able to prac- 

ice new words and constructions, thereby building their early vo- 

abulary knowledge ( De Houwer, 2007 ; Hammer et al., 2012 ). As 

hildren spend more time outside the home and in the classroom, 

ocial interactions with classmates become increasingly prevalent. 

eers’ vocabulary skills may thus influence individual preschool- 

ged children’s vocabulary development through providing oppor- 

unities for children to directly interact with their peers, prac- 

ice new words, and engage in sustained conversations ( Chaparro- 

oreno, Justice, Logan, Purtell, & Lin, 2019 ; Gámez, Griskell, So- 

revilla, & Vazquez, 2019 ). Peers’ vocabulary skills may also in- 

irectly influence individual children’s vocabulary development if, 

or example, teachers provide higher quality language instruction 

n classrooms where children have higher vocabulary ability. 

For DLLs, the relations between social interactions and vocab- 

lary development are complex, since development in two lan- 

uages is impacted by input in each language ( Pearson et al., 1997 ).

iven the importance of developing DLLs’ skills in both English and 
181 
panish ( Callahan & Gándara, 2014 ), it is critical to understand how 

eers’ vocabulary skills relate to DLL children’s acquisition of vo- 

abulary skills in both English and Spanish. This question has not 

een examined in the prior literature and is the focus of the cur- 

ent study. 

. Average peer effects and vocabulary development 

Researchers typically estimate peer effects through analyzing 

he association between the average skills in a classroom and 

rowth in individual students’ skills (i.e., Hanushek, Kain, Mark- 

an, & Rivkin, 2003 ; Justice, Petscher, Schatschneider, & Mash- 

urn, 2011 ). Most of the evidence examining links between peer 

bility and children’s learning comes from studies among el- 

mentary and adolescent students’ academic skill development 

 Boucher, Bramoullé, Djebbari, & Fortin, 2014 ; Hoxby, 20 0 0 ; Neidell

 Waldfogel, 2010 ). These studies have found significant, posi- 

ive associations between classmates’ ability levels and children’s 

verage reading and math achievement ( Burke & Sass, 2013 ; 

ottfried, 2014 ; Hanushek et al., 2003 ). 

Among monolingual preschoolers, there is evidence that peers’ 

ocabulary skills are related to vocabulary development ( Chen, Jus- 

ice, Tambyraja, & Sawyer, 2020 ; Henry & Rickman, 2007 ; 

ustice et al., 2011 ; Mashburn, Justice, Downer, & Pianta, 2009 ; 

chechter & Bye, 2007 ). For example, two studies of monolingual 

nglish-speaking preschoolers from a range of socioeconomic back- 

rounds found that sharing classrooms with peers with higher 

ean vocabulary skills uniquely predicted English receptive and 

xpressive vocabulary development, after accounting for initial vo- 

abulary skills and a range of family, teacher, and school charac- 

eristics ( Henry & Rickman, 2007 ; Mashburn et al., 2009 ). A simi-

ar study of low-income monolingual preschoolers found that chil- 

ren’s English language growth was associated with the average 

anguage skills, including receptive and expressive vocabulary, of 

hildren in their classrooms ( Justice et al., 2011 ). 

Among DLLs, there is limited research about associations be- 

ween average vocabulary skills in the classroom and DLLs’ vocab- 

lary development in English and Spanish. Atkins-Burnett et al. 

2017) used a conceptual vocabulary measure – in which chil- 

ren are given credit for answering correctly in English or Span- 

sh – and found that peers’ bilingual expressive vocabulary skill 

ositively predicted DLLs’ total bilingual expressive vocabulary de- 

elopment. Since the conceptual measure combined English and 

panish vocabulary knowledge, however, this study did not exam- 

ne language-specific associations between peers’ vocabulary skill 

nd DLL children’s English and Spanish vocabulary. As a result, 

here is no extant research on the association between classmates’ 

ocabulary skills and DLLs’ unique English and Spanish vocabulary 

evelopment. 

Following research findings with monolingual preschoolers, 

haring classrooms with peers who have stronger English vo- 

abulary skills may promote DLLs’ English vocabulary develop- 

ent. However, in classrooms with such peer groups, DLLs may 

lso have limited opportunities to engage with peers in Spanish 

 Franco et al., 2019 ). Peers’ stronger receptive vocabulary develop- 

ent may therefore come at a cost to DLLs’ Spanish receptive vo- 

abulary development. However, it is unclear from the current lit- 

rature how classmates’ skills may support or undermine the de- 

elopment of DLLs’ Spanish vocabularies. 

Together, findings from the literature on peer effects among 

nglish-speaking monolingual children suggest that children’s 

lassmates are one important avenue for supporting preschoolers’ 

arly academic skills generally, and vocabulary skills specifically, 

ut the extent to which these findings generalize to low-income, 

LL children’s English and Spanish vocabulary development is un- 

lear. 
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. Variability of classmates’ vocabulary ability 

Some researchers have examined peer effects by measuring 

ariability of skill levels within a classroom, or the standard devi- 

tion of classmates’ skill levels (i.e., Atkins-Burnett, Xue, & Aikens, 

017 ; Finch, Garcia, Sulik, & Obradovi ́c, 2019 ). Less variability in a

lassroom’s vocabulary skill may be beneficial for individual stu- 

ents’ vocabulary development, if for example, teachers are better 

ble to target their instruction to that level and support individual 

hildren’s vocabulary development ( Cho, 2012 ; Robinson, 2008 ). 

n the other hand, classrooms with higher variability may be ben- 

ficial for vocabulary skill development, since it may expose chil- 

ren to a range of skills and higher-level vocabulary skills. Such 

xposure may be particularly important for lower-ability children, 

nd for DLLs who enter preschool with little prior exposure to En- 

lish ( Hammer et al., 2008 ). 

Two studies that examined variability in elementary class- 

ates’ academic skills did not find evidence of an association 

ith students’ academic achievement growth ( Burke & Sass, 2013 ; 

anushek et al., 2003 ). One study examined variation in DLL 

reschoolers’ conceptually scored expressive vocabulary skills and 

imilarly found null effects ( Atkins-Burnett et al., 2017 ). However, 

he conceptually scored measure represented DLLs’ total vocab- 

lary knowledge, and the authors were unable to examine the 

ssociation between variability in classmates’ English skills and 

anguage-specific development in DLLs’ English and Spanish vocab- 

laries. Consequently, further studies examining how variability in 

eers’ skills predict DLLs’ English and Spanish receptive vocabulary 

evelopment are warranted. 

. The proportion of DLLs in the classroom 

The association between average vocabulary skills in the class- 

oom and DLLs’ vocabulary development in English or Spanish is 

omplicated by the potential confound of the proportion of DLLs 

n the classroom. Since DLLs tend to enter preschool with lower 

nglish vocabularies, classrooms with more DLLs likely have lower 

verage vocabulary skills. Some studies have found that higher pro- 

ortions of DLLs are negatively associated with vocabulary devel- 

pment among DLL preschoolers ( Ebert et al., 2013; Garcia, 2018 ), 

hereas others reported non-significant associations ( Hindman & 

asik, 2015 ; Willard, Agache, & Leyendecker, 2019 ). Previous stud- 

es, however, have not considered both factors simultaneously. The 

urrent study thus contributes to the literature by holding constant 

he proportion of DLLs in the classroom, allowing an examination 

f whether peers’ vocabulary skills are associated with DLLs’ vo- 

abulary development, independent of the classroom composition 

f DLLs. 

In addition, associations between average levels of or variability 

n classmates’ vocabulary skills and DLLs’ English and Spanish re- 

eptive vocabulary skill development may vary depending on the 

roportion of DLLs in the classroom. In classrooms with higher 

roportions of English-speaking monolingual children, peers’ En- 

lish receptive vocabulary skills may be associated with DLLs’ En- 

lish receptive vocabulary development to a greater extent. At the 

ame time, sharing classrooms with higher proportions of Spanish- 

peaking DLLs may attenuate any negative association between 

eers’ English receptive vocabulary skills and DLLs’ Spanish recep- 

ive vocabulary skills, since DLLs would, in theory, have more op- 

ortunities to engage with their peers in Spanish. However, prior 

esearch has not examined whether classroom-level factors such 

s the proportion of DLLs in the class moderate associations be- 

ween peers’ skills and the vocabulary development of preschool- 

ged DLLs. 
182 
. The current study 

This study examined peer effects on DLLs’ English and Spanish 

eceptive vocabulary development, among a sample of low-income 

hildren attending Head Start. To address three research questions, 

wo measures of peer ability were used: average levels and vari- 

bility. The research questions were as follows: 

1 Do average levels and variability in peers’ English receptive vo- 

cabulary skills predict Hispanic DLLs’ year-end English receptive 

vocabulary skills? 

2 Do average levels and variability of peers’ English receptive vo- 

cabulary skill predict Hispanic DLLs’ year-end Spanish receptive 

vocabulary skills? 

3 Are the associations described in the first two research ques- 

tions moderated by the proportion of DLLs in the classroom? 

. Method 

.1. Data 

Data for this study were drawn from the 2009 cohort of the 

ead Start Family and Child Experiences Survey (FACES). The FACES 

tudy includes a nationally representative sample of 3- and 4-year- 

ld children entering Head Start for the first time in the fall of 

009. Children in the FACES dataset were sampled in four steps. 

irst, Head Start programs were stratified by census region, urban- 

city, percentage of racial/ethnic minority enrollment, percentage 

f DLLs, and the percentage of children with disabilities. Second, 

ead Start centers were stratified by size and selected within pro- 

rams. Third, classrooms were stratified by size and session length 

i.e., full- or half-day), and were selected within centers. Finally, 

hildren were sampled within classrooms with equal probability 

f selection. The study was designed to sample 10 children per 

lassroom, and after obtaining parental consent during a field site 

isit (90% consent rate), researchers obtained data on an average 

f eight children per classroom, ranging from one to 16. Further 

etails on the sampling procedure can be found in the FACES User 

uide ( Malone et al., 2013 ). 

.2. Participants 

The full FACES sample included 3349 students. The focus of 

his study and the main analyses were on Hispanic or Latino DLLs 

ho spoke Spanish at home. However, to measure these DLLs’ 

eer groups, children from DLLs’ entire classrooms were included 

n the peer score, regardless of their home language status. The 

eer group sample was first restricted to include only children who 

ad a valid English receptive vocabulary score in either the fall 

r spring, and second to children in classrooms with at least four 

alid receptive vocabulary scores total. The peer score was calcu- 

ated for children in classrooms that met these criteria (for addi- 

ional details, see the Measures section). The analysis sample was 

hen restricted to: (1) children whose parents reported that they 

ere Hispanic or Latino and spoke Spanish at home, (2) children 

ith a valid Spanish receptive vocabulary score in either the fall 

r spring, and (3) children with non-missing teacher-reported data. 

hese restrictions resulted in an analysis sample of 654 Spanish- 

peaking Hispanic DLLs nested within 182 classes and 75 Head 

tart centers. 

The Spanish-speaking DLL children in the analysis sample were, 

n average, 46.4 months old ( SD = 6.25) at the beginning of the 

chool year. Most families in the analysis sample (72%) had in- 

omes below the federal poverty line and 61% of mothers did not 

ave a high school diploma. Just under half of teachers in the anal- 

sis sample (48%) held a BA or higher and nearly half of programs 

ere full day (48%) as opposed to half-day. 
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.3. Procedure 

This study used data from a single year of Head Start, in the fall

f 2009 and spring of 2010. Highly trained bilingual field asses- 

ors collected child assessment data. Children were administered 

ssessments of receptive vocabulary in the fall and spring, as part 

f a larger battery of academic and social-emotional skills. Chil- 

ren who spoke Spanish in the home (according to parent inter- 

iews) received receptive vocabulary assessments in both English 

nd Spanish. 

In the fall and spring, Head Start lead teachers completed ques- 

ionnaires about their own demographic information, and the char- 

cteristics of children in their classrooms. Parents were also inter- 

iewed in the fall and spring, responding to questions about their 

amily demographics, including languages spoken at home, income, 

nd educational attainment. 

.4. Measures 

.4.1. Vocabulary assessments 

English receptive vocabulary was measured with the Peabody 

icture Vocabulary Test – 4th Edition (PPVT-4; Dunn, Dunn, & 

unn, 2006 ). Spanish receptive vocabulary was measured with the 

panish version of the PPVT, the Test de Vocabulario Imágenes 

eabody (TVIP; Dunn, Padilla, Lugo, & Dunn, 1986 ). Each assess- 

ent was administered in the fall of 2009 and spring of 2010. 

or both assessments, the child was shown a frame of four im- 

ges while the assessor read a word aloud. The child was asked to 

oint to the image that best represented the word. The test began 

ased on the child’s age and proceeded in difficulty until the child 

esponded incorrectly to several items in a set. 

The PPVT-4 is normed on a sample of English-speaking chil- 

ren and adults. The TVIP is normed on a sample of Spanish- 

peaking children in Mexico and Puerto Rico. For each assessment, 

aw scores were converted to standard scores based on the child’s 

ge, with a mean of 100 and a standard deviation of 15. Stan- 

ard scores can thus be interpreted as relative to the child’s same- 

ge peers. Standard scores were used in the present analyses. The 

PVT-4 is widely used and highly reliable, with publisher-reported 

nternal consistency coefficients (alpha) of 0.96 and 0.97, and alter- 

ate form reliabilities ranging from 0.87 to 0.93. The TVIP reports 

n internal consistency coefficient of 0.93. 

.4.2. Peer vocabulary 

Peer English receptive vocabulary was calculated as a leave- 

ut mean and leave-out standard deviation. Leave-out peer scores 

re calculated at the child level rather than classroom level and 

ake into account that a relatively high ability child has a different 

eer group than a relatively low ability child ( Finch et al., 2019 ;

ashburn et al., 2009 ). The leave-out mean and standard devia- 

ion of peer scores were calculated using the English receptive vo- 

abulary scores of each child in the classroom – both DLLs and 

on-DLLs – when there were valid scores for at least four or more 

hildren. This ensured that each child’s peer estimate included no 

ewer than three peers, increasing the reliability of the estimate, 

nd the percentage of the classroom included ( Mashburn et al., 

009 ). The estimates of the mean and standard deviation of re- 

eptive peer ability included, on average, 7.6 children ( SD = 2.6), 

anging from four to 14 children. On average, a little under half 

f children in the classroom, 44.3% ( SD = 0.16) were included in 

he peer measures, ranging from 20% to 93%, which is higher than 

he number of peers that have been included in prior studies of 

eer effects on preschoolers’ vocabulary (e.g., Justice et al., 2011 ; 

ashburn et al., 2009 ). Of children included in the estimate of peer 

bility, on average 3.8 ( SD = 2.6) or 50.8%, ranging from one to 11

hildren, were Latino DLLs. DLLs who spoke languages other than 
183 
panish were included in the peer estimate, but there were few 

f them. Between one and five classrooms included one child each 

ho spoke French, Hmong, or Arabic, and 27 classrooms included 

ne to two children who spoke other languages (not specified in 

he FACES dataset). 

Variables used as covariates included child and family char- 

cteristics and classroom and program characteristics. Parents re- 

orted on the characteristics of their children and families, includ- 

ng their years of educational attainment, and their child’s age and 

ender. Mother’s years of education were dichotomized to repre- 

ent having a high school diploma or less, compared to some col- 

ege or higher. 

Teachers reported on their backgrounds and program character- 

stics, including their educational attainment, the number of chil- 

ren who were identified as DLLs, and the number of 3- and 4- 

ear-olds in the class. Teacher education was dichotomized to rep- 

esent having at least a BA or higher. 

.5. Analysis 

Children in the FACES dataset were nested within classrooms 

nd centers. To account for the complex error structure due to 

esting, all data were analyzed using multilevel models within 

 Hierarchical Linear Modeling (HLM) framework ( Raudenbush & 

ryk, 2002 ). Analyses were conducted using two-level models that 

ncluded a random intercept for the child’s classroom. A two-level 

odel rather than a three-level model was used because 32% of 

enters had only one classroom, and 34% had two classrooms. As 

 result, for many centers, classroom and center variance were 

quivalent. 

Research Questions 1 and 2 use the following general two-level 

odel: 

 i j = β0 + β1 F al l i j + β2 mea n i j + β3 S D i j 

+ β4 P DL L j + δi j + μ j + λ j + ∈ i j 

here y i j represents the spring English or Spanish receptive vo- 

abulary scores for child i in classroom j . The coefficient β1 de- 

otes the fall English or Spanish vocabulary score for child i in 

lassroom j . The main coefficients of interest, β2 and β3 , show 

he association between the mean and standard deviation of peers’ 

eceptive vocabulary skills and children’s spring receptive vocabu- 

ary scores. The coefficient β4 represents the proportion of DLLs 

n the classroom. In Model 1a, peers’ mean vocabulary scores are 

ntered alone; in Model 1b, the standard deviation of peers’ vo- 

abulary scores are entered in addition to the mean to control for 

he overall average vocabulary level in the classroom. Models 2a 

nd 2b are the same as Models 1a and 1b, but predict Spanish re- 

eptive vocabulary development. Note that the mean and standard 

eviation of peer scores are at the individual child level, reflecting 

he leave-out mean and standard deviation. 

The models for research question 3 are the same as those for 

esearch questions 1 and 2, with added interaction terms. Models 

a and 3b, and 4a and 4b included interaction terms between the 

roportion of DLLs ( β4 ) and peers’ mean ( β2 ) and standard devia- 

ion vocabulary ( β3 ) vocabulary scores respectively. 

All models include a vector of child- and family-level co- 

ariates, given by the term δij , and a vector of classroom-level 

ovariates for classroom j , denoted by the term μj . Finally, λj 

enotes the random effect for classrooms. All models also in- 

lude sampling weights (PRA12WT) to account for the child’s 

robability of selection, conditional on classroom and program 

election. 

.5.1. Missing data 

Between 0 and 9.9% of children in the analysis sample were 

issing English or Spanish vocabulary scores in the fall or spring, 
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Table 1 

Descriptive statistics for all study variables. 

N Mean or% SD Min Max 

Vocabulary scores 

Fall English receptive 589 61.74 19.72 20.00 120.00 

Spring English receptive 601 71.15 15.43 27.00 122.00 

Fall Spanish receptive 592 84.57 12.76 55.00 134.00 

Spring Spanish receptive 623 84.49 14.93 55.00 145.00 

Peer mean receptive 654 70.36 13.08 34.86 106.83 

Peer SD receptive 654 19.01 6.61 1.73 44.81 

Child characteristics 

Child age in months 654 46.37 6.25 33.00 59.00 

Mother has some college or higher (%) 636 16.5 

Child is male (%) 654 49.5 

Classroom characteristics 

Teacher has BA or higher (%) 182 48.4 

Proportion of DLLs 182 0.53 0.33 0.05 1.00 

Proportion of 3-year-olds 182 0.39 0.30 0.00 1.00 
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r data on family characteristics ( Table 1 ). Children who were 

issing data differed from children with non-missing data in a few 

ays. Compared to children with complete fall English receptive 

ocabulary scores, children with missing scores had significantly 

ower English receptive vocabulary scores in the spring ( b = −8.45, 

 < 0.001), and significantly lower Spanish receptive vocabulary 

cores in the fall ( b = −5.21, P < 0. 05). Children with missing

pring receptive English vocabulary scores likewise had signifi- 

antly lower fall English receptive vocabulary scores ( b = −14.4, 

 < 0. 001), and they were significantly younger ( b = −2.25, P <

. 01) than children with complete English vocabulary scores in the 

pring. Finally, children missing maternal education data had sig- 

ificantly higher English receptive vocabulary scores in the spring 

 b = 7.22, P < 0. 05). Data were multiply imputed using chained

quations with the mi command in Stata 16, to compute 20 com- 

lete data files ( Kontopantelis, White, Sperrin, & Buchan, 2017 ; 

idaman, 2006 ). 

. Results 

.1. Descriptive statistics and bivariate correlations 

Descriptive statistics for the analysis sample are presented 

n Table 1 . Latino DLL children began the Head Start year 

ith standard English receptive vocabulary scores ( M = 61.7, 

D = 19.7) over two standard deviations below the nationally 

ormed mean, and Spanish receptive vocabulary scores ( M = 84.6, 

D = 12.8) one standard deviation below the nationally normed 

ean. These means are low but consistent with prior stud- 

es of low-income Spanish-speaking DLL children attending Head 

tart ( Hammer, Lawrence, & Miccio, 2007 ), and reflect that many 

LLs are exposed to English for the first time upon entering 

reschool. 

Bivariate correlations ( Table 2 ) show that DLLs’ fall English re- 

eptive vocabulary scores were significantly and positively cor- 

elated with peers’ mean English receptive vocabulary scores 

 r = 0.20, P < 0. 001) and negatively correlated with variabil- 

ty in (standard deviation) of peers’ English receptive vocabulary 

cores ( r = −0.09, P = 0.025). These correlations indicate that chil- 

ren who had higher English receptive vocabulary scores were also 

ore likely to share classrooms with peers who had higher mean 

nglish vocabulary skills, and less variability in English vocabulary 

kills. However, DLLs’ fall Spanish receptive vocabulary scores were 

ot significantly correlated with peers’ mean English receptive vo- 

abulary scores or variability in peers’ English receptive vocabulary 

cores. 
184 
.2. Mean and variability in peers’ English vocabulary skills and 

LLs’ vocabulary growth 

The first research question was whether the mean and variabil- 

ty in English receptive vocabulary skill were associated with DLLs’ 

nglish receptive vocabulary scores in the spring. Model 1a shows 

hat peers’ average English receptive vocabulary skills were signifi- 

antly and positively associated with DLLs’ English receptive vocab- 

lary scores in the spring ( b = 0.101, P = 0. 007), net of children’s

all vocabulary skill, and other family and classroom characteristics 

 Table 3 ). In Model 1b, variability in peers’ vocabulary skill was 

dded to the model with average peer ability. Variability in peers’ 

nglish receptive vocabulary skill did not significantly predict DLLs’ 

nglish vocabulary skill in the spring ( b = 0.034, P = 0. 65). Peers’

verage vocabulary skill, however, persisted in predicting spring 

nglish vocabulary scores with the standard deviation of peers’ 

kills included in the model ( b = 0.107, P = 0. 009). 

Research Question 2 was whether average scores and variability 

n peers’ English receptive vocabulary skills were associated with 

LLs’ Spanish receptive vocabulary scores in the spring. Model 

a ( Table 3 ) shows that peers’ average English receptive vocabu- 

ary ability was significantly and negatively associated with spring 

panish vocabulary scores ( b = −0.111, P = 0. 02). Model 2b shows 

hat variability in peers’ English receptive vocabulary was not sig- 

ificantly associated with DLLs’ Spanish vocabulary scores in the 

pring ( b = −0.003, P = 0. 97). Peers’ average English vocabulary 

kills significantly and negatively predicted DLLs’ spring Spanish 

ocabulary skill in the variability model ( b = −112, P = 0. 02). 

.3. Moderation by the proportion of DLLs in the classroom 

Research Question 3 was whether the association between 

eers’ average levels (Models 3a and 4a) and standard deviation 

Models 3b and 4b) of vocabulary and DLLs’ spring vocabulary 

cores in English and Spanish was moderated by the proportion 

f DLLs in the classroom ( Table 4 ). As shown in Model 3a, the

nteraction between peers’ average English vocabulary skills and 

he proportion of DLLs was not statistically significant for their 

pring English receptive vocabulary skills ( b = −0.102, P = 0. 35). 

s shown in Model 3b, the interaction between the standard devi- 

tion of peers’ English vocabulary skills and the proportion of DLLs 

 b = −0.030, P = 0. 90) was similarly not statistically significant. 

Model 4a shows that the interaction between peers’ average 

nglish vocabulary skills and the proportion of DLLs in the class- 

oom was not statistically significant ( b = −0.047, P = 0. 71) for 

LL’s spring Spanish receptive vocabulary skills. Similarly, Model 

b shows that the interaction between the standard deviation of 
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eers’ English vocabulary skills and the proportion of DLLs, was 

ot statistically significant ( b = −0.229, P = 0. 35). 

0. Discussion 

This study examined the role of classmates’ vocabulary skills 

n predicting low-income DLLs’ English and Spanish receptive vo- 

abulary development during preschool. Classmates’ skill levels are 

 key aspect of children’s classroom experiences when they en- 

er preschool and spend increasingly more time with peers ( Henry 

 Rickman, 2007 ; Justice et al., 2011 ; Mashburn et al., 2009 ). Un-

erstanding predictors of English and Spanish receptive vocabulary 

evelopment is particularly important among low-income DLLs, 

any of whom experience little English exposure prior to entering 

enter-based schooling ( Hammer et al., 2008 ), but who may bene- 

t from maintaining their Spanish language skills ( Agirdag, 2014 ; 

arac & Bialystok, 2012 ). This study’s findings corroborated the 

nly prior study of peer effects among DLL preschoolers ( Atkins- 

urnett et al., 2017 ), as well as the broader peer effects literature 

e.g., Hanushek et al., 2003 ). Results pointed to a tension between 

romoting English vocabulary skills while maintaining Spanish vo- 

abulary: DLLs whose classmates had higher average English re- 

eptive vocabulary skills had higher English receptive vocabulary 

kills, but lower Spanish receptive vocabulary skills in the spring. 

ariability in peers’ English receptive vocabulary scores, however, 

as not associated with DLLs’ spring receptive vocabulary scores 

n English or Spanish. These associations did not depend on the 

roportion of DLLs in the classroom. 

0.1. Peers’ average vocabulary skills and DLLs’ vocabulary growth in 

nglish and Spanish 

The DLLs in the current study had higher English receptive vo- 

abulary skills when their classmates had higher average English 

eceptive vocabulary skills. These findings are consistent with stud- 

es of monolingual, English-speaking preschoolers ( Henry & Rick- 

an, 2007 ; Justice et al., 2011 ; Mashburn et al., 2009 ). On the

ther hand, DLLs whose classmates had better English receptive 

ocabulary skills also had lower Spanish receptive vocabulary skills 

n the spring. Together, these findings suggest that though peers 

ith stronger English skills may be an important resource for pro- 

oting Spanish-speaking DLLs’ English vocabulary skill, such gains 

n English skills may be offset by losses in Spanish skills. 

This pattern is concerning since bilingualism confers a range 

f advantages upon children throughout their development and 

nto adulthood; research shows that “balanced bilinguals” who 

ave maintained their first language skills while acquiring a sec- 

nd language attain better developmental and economic out- 

omes ( Agirdag, 2014 ; Han, 2010 , 2012 ; Yow & Li, 2015 ). For

his reason, guidance from organizations such as the National As- 

ociation for the Education of Young Children (2009) and the 

ational Academies of Sciences (2017) , as well as Head Start’s Pro- 

ram and Performance Standards ( ACF, 2016 ) recommend support- 

ng DLL children’s first language as one way of promoting develop- 

ent in their second language. Consequently, though practitioners 

ay wish to capitalize upon children’s English-speaking peers to 

romote English vocabulary development, care must be taken to 

upport Spanish vocabulary skills at the same time. This could en- 

ail purposeful incorporation of Spanish language interactions into 

lassroom activities, between teachers and DLLs and among DLL 

eers. 

Notably, these associations held while controlling the propor- 

ion of DLLs. Moreover, these patterns did not vary by the pro- 

ortion of DLLs in the classroom, suggesting that having more 

r fewer DLLs with whom to interact does not change the de- 

ree to which peers’ English receptive vocabulary skills are pos- 
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Table 3 

Multilevel regression models predicting English and Spanish receptive vocabulary scores from mean and SD peer English 

receptive vocabulary. 

Spring English receptive vocabulary Spring Spanish receptive vocabulary 

Model 1a: Mean Model 1b: SD Model 2a: Mean Model 2b: SD 

Fixed effects b (SE) b (SE) b (SE) b (SE) 

Mean peer vocabulary 0.10 ∗∗ (0.04) 0.11 ∗∗ (0.04) −0.11 ∗ (0.05) −0.11 ∗ (0.05) 

SD peer vocabulary 0.03 (0.07) −0.00 (0.09) 

Proportion of DLLs −1.40 (1.73) −1.27 (1.77) −0.07 (1.66) −0.09 (1.68) 

Fall English rec. vocabulary 0.55 ∗∗∗ (0.02) 0.55 ∗∗∗ (0.02) 0.67 ∗∗∗ (0.04) 0.67 ∗∗∗ (0.04) 

Age in months 0.01 (0.07) 0.01 (0.07) 0.09 (0.10) 0.09 (0.10) 

Maternal education 0.58 (1.15) 0.54 (1.16) 2.08 (1.31) 2.09 (1.30) 

Male −0.15 (0.81) −0.13 (0.81) −1.73 + (1.04) −1.73 + (1.04) 

Proportion of 3 year-olds −1.64 (1.63) −1.56 (1.63) −2.73 (1.85) −2.73 (1.85) 

Teacher has BA or higher 0.99 (1.02) 0.99 (1.02) 1.79 (1.11) 1.79 (1.11) 

Intercept 29.61 ∗∗∗ (2.97) 28.54 ∗∗∗ (3.95) 35.64 ∗∗∗ (4.78) 35.75 ∗∗∗ (5.64) 

Random effects 

Classroom intercept variance 1.07 ∗∗∗ (0.28) 1.03 ∗∗ (0.33) 0.62 (2.57) 0.64 (1.46) 

Residual variance 2.30 ∗∗∗ (0.04) 2.30 ∗∗∗ (0.04) 2.49 ∗∗∗ (0.04) 2.49 ∗∗∗ (0.04) 

SD = standard deviation. 

Note: N = 654. Standard errors in parentheses. Dependent variables in column headers. All continuous variables are grand 

mean centered. Model includes random intercept on classrooms, and sampling weights to account for the probability of 

selection. Multiply imputed on 20 datasets. 
∗ P < 0.05. 
∗∗ P < 0.01. 
∗∗∗ P < 0.001. 

Table 4 

Multilevel regression models predicting English and Spanish receptive vocabulary scores with mean and SD peer receptive vocabulary interacted with the propor- 

tion of DLLs. 

English receptive vocabulary Spanish receptive vocabulary 

Model 3a: Mean X Prop. DLLs Model 3b: SD X Prop. DLLs Model 4a: Mean X Prop. DLLs Model 4b: SD X Prop. DLLs 

Fixed effects b (SE) b (SE) b (SE) b (SE) 

Mean peer vocabulary 0.10 ∗ (0.04) 0.11 ∗∗ (0.04) −0.11 ∗ (0.05) −0.11 ∗ (0.05) 

SD peer vocabulary 0.03 (0.07) −0.01 (0.08) 

Proportion of DLLs −1.31 (1.71) −1.29 (1.78) −0.07 (1.64) −0.11 (1.71) 

Mean peer X prop. DLLs −0.10 (0.11) −0.05 (0.13) 

SD peer X prop. DLLs −0.03 (0.24) −0.23 (0.25) 

Fall Spanish rec. vocabulary 0.55 ∗∗∗ (0.02) 0.55 ∗∗∗ (0.02) 0.67 ∗∗∗ (0.04) 0.67 ∗∗∗ (0.04) 

Age in months 0.01 (0.07) 0.01 (0.07) 0.09 (0.10) 0.10 (0.10) 

Maternal education 0.62 (1.15) 0.53 (1.15) 2.11 (1.30) 2.02 (1.29) 

Male −0.18 (0.81) −0.12 (0.80) −1.74 + (1.04) −1.67 (1.04) 

Proportion of 3-year-olds −1.35 (1.65) −1.58 (1.63) −2.60 (1.90) −2.89 (1.88) 

Teacher has BA or higher 0.94 (1.03) 1.00 (1.00) 1.76 (1.11) 1.86 + (1.11) 

Intercept 29.84 ∗∗∗ (2.98) 28.51 ∗∗∗ (3.97) 35.77 ∗∗∗ (4.77) 35.35 ∗∗∗ (5.69) 

Random effects 

Classroom intercept variance 1.08 ∗∗∗ (0.28) 1.03 ∗∗ (0.33) 0.04 (6.37) 0.69 (0.95) 

Residual variance 2.30 ∗∗∗ (0.04) 2.30 ∗∗∗ (0.04) 2.49 ∗∗∗ (0.04) 2.49 ∗∗∗ (0.04) 

Prop = proportion; SD = standard deviation. 

Note: N = 654. Standard errors in parentheses. Dependent variables in column headers. All continuous variables are grand mean centered. Model includes random 

intercept on classrooms, and sampling weights to account for the probability of selection. Multiply imputed on 20 datasets. 
∗ P < 0.05. 
∗∗ P < 0.01. 
∗∗∗ P < 0.001. 
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tively and negatively associated with DLLs’ English and Spanish 

eceptive vocabulary skills respectively. Other studies have found 

hat classroom composition of language background and age are 

mportant predictors of children’s outcomes, including vocabulary 

 Ansari, Purtell, & Gershoff, 2016; Cho, 2012; Garcia, 2018 ) . The 

urrent findings point to the utility of understanding the role of 

lassmates’ English skill levels, beyond the concentration of stu- 

ents’ characteristics. 

0.2. Understanding associations between classmates’ average English 

ocabulary skills and DLLs’ vocabulary growth 

This study was not able to examine the mechanisms driving 

hese associations between classmates’ average English receptive 

ocabulary skills and DLLs’ receptive vocabulary growth in En- 

lish and Spanish. The findings may reflect direct interactions be- 
186 
ween students, teachers’ instructional practices, or a combination 

f these factors. Below, I discuss these potential mechanisms. Few 

tudies have examined these factors and they would be fruitful ar- 

as for future research. 

0.2.1. Student interactions 

First, peer effects on DLLs’ English and Spanish receptive vocab- 

lary skills may operate through direct interactions between stu- 

ents. Having classmates with stronger English receptive vocabu- 

ary skills may have promoted DLLs’ English receptive vocabulary 

evelopment because children with higher vocabulary skills acted 

s peer mentors to children with weaker vocabulary skills. One re- 

ent study directly tested this mechanism and found that engag- 

ng in more intensive language-rich interactions with peers was re- 

ated to language growth for children with disabilities ( Chen et al., 

020 ). Other studies have found that DLL children’s English vo- 
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abularies benefit from directly engaging with their peers in En- 

lish ( Palermo & Mikulski, 2013 ). In addition, one intervention 

tudy found that elementary-aged DLL children’s receptive vocab- 

lary development increased as a result of participating in cross- 

ge peer interactions in which older and more skilled peers helped 

caffold younger children’s vocabulary knowledge during play and 

roup work ( Silverman et al., 2017 ). 

The negative association between peers’ English receptive vo- 

abulary skills and DLLs’ Spanish receptive vocabulary develop- 

ent may have occurred because there were fewer opportuni- 

ies for DLLs to speak Spanish with their peers. In classrooms 

ith higher average English vocabulary skills, DLLs may prefer to 

peak English, limiting opportunities for DLLs to hear and prac- 

ice Spanish vocabulary with their peers. Supporting this interpre- 

ation, studies examining DLL preschoolers’ linguistic interactions 

ave found that children engage in very few Spanish language in- 

eractions with their DLL peers ( Franco et al., 2019 ; Sawyer et al.,

018 ). 

0.2.2. Teachers’ instructional practices 

Second, the associations found in the current study may be 

riven indirectly by teachers’ practices, including the language of 

nstruction. In classes with stronger average English vocabulary 

kills, teachers may have used English only with children instead 

f Spanish in addition to English. Prior research has found that us- 

ng both English and Spanish in preschool classrooms is associated 

ith maintaining or developing DLLs’ Spanish receptive vocabulary 

kills ( Durán, Roseth, Hoffman, & Robertshaw, 2013; Garcia, 2018; 

aikes et al., 2019 ). However, studies have also found that even in 

lassrooms with at least one Spanish-speaking teacher serving pri- 

arily DLLs, children were exposed to very little Spanish language 

rom teachers, and most of that language was focused on routines 

r behavioral corrections ( Franco et al., 2019 ). It is possible that 

his pattern is true to a greater extent in classrooms where stu- 

ents have higher average English vocabulary skills, which would 

eave children in such classrooms with scarce opportunities to hear 

ovel and more complex words in Spanish. Given the robust re- 

earch evidence on the importance of Spanish instruction, as well 

s guidance from Head Start and other professional communities, 

t is critical for teachers to purposefully integrate Spanish language 

nteractions into their classroom practice with DLLs regardless of 

he average English vocabulary skills of DLLs in the class. 

Finally, it is possible that when teachers have children in their 

lassrooms with higher average English vocabulary skills, they may 

ncrease the academic level of their English instruction, provid- 

ng DLLs with more opportunities to engage with complex words. 

his could result in greater exposure to higher-level words in 

nglish, which has been shown to predict preschoolers’ recep- 

ive vocabulary development ( Dickinson & Porche, 2011 ). At the 

ame time, if teachers used higher-level English vocabulary words 

ore frequently, they perhaps did not supplement this practice 

ith the use of “academic” Spanish words. However, one study 

ound that peer effects on preschoolers’ language development 

ere not mediated by teachers’ instructional practices ( Yeomans- 

aldonado, Justice, & Logan, 2017 ), suggesting that teachers do not 

lter their instruction in response to the language skill level of the 

lassroom. Nevertheless, in addition to purposefully engaging with 

LLs in more high-quality, Spanish language interactions, teachers 

hould provide resources such as small group supports and trans- 

ated materials to ensure that DLLs receive high quality of instruc- 

ion in Spanish in addition to English. 

0.3. Variability in peers’ English receptive vocabulary skills 

Variability in classmates’ English receptive vocabulary skill was 

ot significantly associated with DLLs’ overall English or Spanish 
187 
eceptive vocabulary growth. This finding is consistent with prior 

tudies that have also found null effects associated with the stan- 

ard deviation of classroom skill levels ( Atkins-Burnett et al., 2017 ; 

anushek et al., 2003 ). 

This consistent lack of an association between variability in 

eers’ skills and individual children’s growth may be explained by 

ow overall variability in classmates’ skills. Tracking students by 

bility level is commonplace across the elementary, middle, and 

igh school grades ( Betts, 2011 ), and even in preschool, subsidized 

enters like Head Start de-facto track students from low-income 

amilies who, on average, have lower academic abilities together 

 Justice et al., 2011 ). Therefore, even in preschool classrooms with 

elatively greater variability, low overall variability may limit chil- 

ren’s opportunities to engage with peers with a range of vocabu- 

ary skill levels. 

Sustained interactions between peers are hypothesized to be 

ne way in which children’s classmates’ skill levels may influ- 

nce individual children’s language skill development ( Chaparro- 

oreno et al., 2019 ; Chen et al., 2020 ; Franco et al., 2019 ). It is pos-

ible that the low overall variability in classmates’ skills precluded 

hese interactions from occurring ( Sawyer et al., 2018 ). More de- 

ailed observational studies that examine children’s interactions 

ith peers of different skill levels are needed to better understand 

his issue. 

It is also possible that teachers do not implement instruc- 

ional practices that are responsive to different degrees of vari- 

bility in children’s skills and that could relate to children’s vo- 

abulary development. Instructional practices could include, for ex- 

mple, mixed-ability groupings, and of relatively low-ability stu- 

ents working with more advanced peers ( Burris, Heubert, & Levin, 

006 ; Park & Lee, 2015 ; Schechter & Bye, 2007 ). Intentionally im- 

lementing such instructional strategies could result in stronger 

ocabulary development for DLLs whose classmates’ vocabulary 

kills vary more widely. 

0.4. Implications for preschools and teachers 

This study has important implications for how DLL children 

rom low-income families are distributed among preschool cen- 

ers and in classrooms. For practitioners, the findings point to a 

hallenging tension of creating classroom peer environments that 

romote DLLs’ English development while supporting the mainte- 

ance of their home language. The current findings suggest that 

LLs need access to peers with higher average levels of English 

eceptive vocabulary skills, as well as additional supports to main- 

ain their Spanish vocabulary skills. However, the optimal balance 

f DLLs and ability levels within a classroom is not clear from the 

iterature, nor is it easy to accomplish. Nevertheless, the current 

tudy’s findings demonstrate that it is important for policy-makers 

nd preschool administrators working with linguistically diverse 

ommunities to carefully and intentionally consider how to con- 

gure classroom assignment of children so that children from low- 

ncome families can have access to peers who can help support 

heir English and Spanish vocabulary development. 

Furthermore, teachers could work to incorporate small group 

ork that facilitates peer interactions. Small group work with 

eers may be beneficial in and of itself ( Gillies, 2003 ), and chil-

ren with low vocabularies in small mixed-ability groups in partic- 

lar might experience significant learning gains ( Park & Lee, 2015 ). 

hese kinds of small-group interactions may allow DLLs to prac- 

ice Spanish or other home languages with one another, and for 

eachers to incorporate Spanish-language instruction. Teachers and 

ther staff working in preschool classrooms should provide addi- 

ional Spanish language resources like books, posters, and signs 

 Goldenberg, Hicks, & Lit, 2013 ) to help DLLs learn Spanish vocab- 

lary along with English vocabulary. 
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0.5. Strengths, limitations, and future directions 

A strength of this study is its relatively large, nationally rep- 

esentative sample of preschool-aged DLLs attending Head Start. 

he primary limitation of this study is that it is observational and 

herefore cannot be used to infer that the peer effects observed 

re causal. In addition, findings that children in the analytic sam- 

le with missing data differed on some characteristics limit this 

tudy’s ability to generalize to other samples of low-income DLLs 

ttending Head Start. 

Another strength of the study is that it included a relatively 

arge proportion of the students in classrooms to estimate peer 

bility. However, in most cases the peer vocabulary measure did 

ot include the full classroom. Although exclusion criteria were 

ntended to increase the reliability of the estimates of peer abil- 

ty, research that includes data on the entire classroom is neces- 

ary to gain a better estimate of peer effects. In addition, there 

ere not enough Spanish-speaking DLLs to estimate a measure of 

eers’ Spanish vocabulary. One interesting future direction would 

e to examine whether peers’ Spanish abilities contribute to DLLs’ 

panish language development; studies examining language in- 

eractions among DLLs, their peers, and teachers in both English 

nd Spanish would be particularly informative. Further, this study 

xamined English and Spanish receptive vocabulary development 

eparately, but future research should consider DLLs’ bilingual pro- 

les, characterizing how the two languages develop in concert. Re- 

ent studies have implemented latent profile analysis to under- 

tand the balance of DLLs’ skills in the first and second languages 

 López & Foster, 2021 ). An important extension of this work is 

o examine how associations between classroom factors, such as 

eers’ skill levels, and DLLs’ vocabulary skills depend on the bal- 

nce of DLLs’ language skills in their first and second languages. 

imilarly, there is scant research that examines variability within 

LLs’ experiences, including how the home and classroom lan- 

uage environments together relate to DLLs’ language develop- 

ent. Research that takes the interplay between both settings into 

ccount is needed. 

Finally, while this study focused on a key developmental mile- 

tone for DLL preschoolers in two languages, vocabulary is only 

ne dimension of children’s language development. Studies among 

reschoolers examining other elements of language and pre- 

iteracy skills are scarce ( Justice et al., 2011 ), and future research 

hould examine how peers’ language abilities are related to other 

imensions of children’s language development. 

1. Conclusions 

The current study demonstrates that sharing classrooms with 

eers who have relatively strong English vocabularies can promote 

reschool-aged DLLs’ English receptive vocabulary skill. However, 

eers’ higher average English vocabulary skills may come at a cost 

o DLLs’ Spanish vocabulary development. These patterns were not 

xplained by nor were they moderated by having peers who were 

nglish monolingual or DLLs. These findings indicate that teach- 

rs and preschool administrators could leverage variation in chil- 

ren’s ability levels through creating mixed-language-ability class- 

ooms, and opportunities for peer-to-peer interactions to help sup- 

ort children’s vocabulary knowledge; these opportunities should 

nclude enhanced supports for Spanish vocabulary. 
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