Some immigrant students have had many years of school in their home country and may
arrive with excellent first language and academic skills. Their cognitive skills may be mature,
and they often have an informed world perspective. Because of their previous education, these
students are well equipped to focus on learning English, and they are able to use their well-
developed skills to do so. Other immigrant students may have had little schooling in their home
country and may need to develop their general academic skills at the same time that they are

learning English.

JAE-Young: An Immigrant Undergraduate Student

Jae-Young emigrated from South Korea to Los Angeles with her family at the age of 14. The
family settled in the largely Korean mid-central area of the city and purchased a dry cleaning
business. When Jae-Young entered middle school, she was placed into an ESL class.
However,

by high school she had been mainstreamed into regular classes. Because she and her family
placed a high value on higer education, she enrolled in Advnaced Placement English in her
senior year. Her overall GPA upon graduating from high school was 3.8. Jae-Young applied to
and was accepted to the University of California. In the spring of her senior year of high
school, she took the UC subject A exam. On the basis of this exam, she was identified as
needing ESL instruction and was required to take an ESL placement examination at the campus
she would attend. The score received on this examination required her to take two quarters of
ESL classes before enrolling in the university’s freshman composition class. She received a B
in the first ESL course, a C in the second course, and a C- in the freshman composition course,
which wh subsequently repeated with a grade of C+. Now a biology major in her third year of
study, Jae-Young hopes to apply to medical school. Throughout her high school and college
years, Jae-Young worked up to 30 hours a week in the family’s dry cleaning business.

Case History #2

REFUGEES

Refugees are a subcategory of immigrants. They typically come to live in the U.S.
permanently, but they are different in that they are fleeing their home country, and unlike most
other immigrants, have not necessarily planned to come to the U.S. Arrival here may not mark
the fulfillment of a dream, but in fact mark a sad occasion of leaving behind family, friends,

status, and wealth.
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Like most immigrants, refugees may have had varying degrees of education in their home
countries, depending on how old they were when they came to the United States and whether
their education was interrupted by war or other catastrophic experiences. Once here, they often
have to work to support themselves and sometimes their families while attending school, and
since they have often had little prior instruction in English, they must acquire English at the
same time that they are attempting to function in academic classes. Because some of these
refugee students have little if any literacy in their first language, they cannot transfer academic
skills acquired in a first language to the tasks they are required to perform in English once they
enter this country's schools. As the case histories of Olga and Dat illustrate, refugees bring a

range of experiences to the language learning situation.

OLGA: A Refugee

Olga is dominant in her first language, Russian, which remains her language of choice, even
though she now lives in California and is fairly fluent in English. She and her family came to
California from Uzbekistan, an eastern republic which was formerly part of the USSR. They fled
their country because they were persecuted for their Baptist faith. Before coming to California,
Olga had received all of her education in Tashkent, where she developed excellent academic skills.
Because she initially knew very little English, Olga was placed into a low-intermediate ESL class
when she first enrolled at a CSU campus. Since that time, however, Olga has made rapid progress,
completing her ESL and other college courses, as well as passing the junior level writing exam.
Her written English is fluent and expressive, although strongly "accented," and her reading is
sophisticated.

Case History #3
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DAT: A Refugee
Dat is a refugee from Vietnam. He fled his country by boat with his family in 1979. After a
perilous journey at sea, the family arrived at a refugee camp in Hong Kong. From there they
came to the United States. Dat began his education here in fourth grade, when he was placed in a
newcomer school. After a year in the school's program, he advanced to a regular fifth grade class,
although he continued to be placed in pull-out ESL classes for another two years. At the end of
this time, school officials categorized Dat as "Fluent English Proficient" (FEP). As a result, he
received no further ESL instruction until he reached community college, where, after taking the
required test for enrolling in English courses, he was advised to enter the ESL program. Dat
resisted becoming an ESL student again, however. He decided instead to take a basic skills
English course intended for native speakers. Assisted by a great amount of tutoring, Dat was able
to pass both the basic skills course and freshman composition, each with a grade of C-. He then
transferred to a nearby CSU to pursue a degree in engineering. After failing the junior level
writing exam twice, however, he was again counseled to take ESL courses. He did so, and after
two more semesters of ESL instruction, Dat passed the junior level writing exam and graduated
from the university.

Case History #4

EMERGING ENGLISH-DOMINANT L2 LEARNERS

Another large and growing group of California L2 learners may be called "emerging English-
dominant." As the children of immigrants, they have lived in the United States for most of their
lives and had most or all of their education here. They typically use their first language at home
and in their community, but may lack literacy in that language. They often have oral
competency in English and the cultural references of native speakers, speaking with little if any
accent; however, because of their second language background, they may lack competency in
reading and writing English. Often referred to as "bilingual students," they may have English
as their dominant language, that is, the language they use most, especially in school; however,
like some more recent immigrants, they too have often not acquired sufficient academic English
to succeed in school without additional support. Far too often, in fact, the conversational fluency
of emerging English-dominant individuals may mask their very real need for the type of

instruction designed for L2 learners.
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ALEJANDRO: An English-Dominant Immigrant

Alejandro has lived in the United States for eighteen years, having attended only the first
two years of school in his native Mexico. After coming to this country, he participated in a
pull-out ESL program in elementary school, but had the rest of his instruction in English.
Because Alejandro's parents were field workers, he moved from school to school while his
family followed the crops. In some places he was in special programs for the children of
migrant workers; at other times, he was simply in regular classes, although he was never
redesignated as FEP. After graduating from high school, Alejandro attended a community
college and fulfilled his freshman composition requirement in a class for native English
speakers. After two years at the community college, he transferred to a state university.
Alejandro does not read or write Spanish; nevertheless, it remains the language that he uses
most in speaking. He continues to have English language-related problems and cannot pass
the junior level writing exam for graduation from his university.

Case History #5

INTERNATIONAL STUDENTS

A third group of L2 learners is composed of international students, that is, those who have F-
1 or other visas and come to this country for educational purposes. Most international students
are enrolled in four-year universities; however, a growing number attend community colleges,
and a few attend high schools. Because international students have come to the United States to
pursue their education, they generally plan to remain only long enough to complete their goals
before returning to their home country. Most of these students are supported financially either
by their families or by their home governments. They have usually had all their previous
education in their home country and often have excellent academic skills in their first language.
They may possess advanced degrees and have professional careers in their home countries.
While most of these students come to this country on their own, a relatively small group comes

to the U.S. through exchange programs, usually for a year.
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Because the educational needs of international students are not intended to be supported by
U.S. tax-payers, most institutions of higher education in this country require that they have a
fairly high level of English proficiency in order to be admitted to their campuses. A minimum
score on the Test of English as a Foreign Language (TOEFL), a test given in most countries, is
required. Fabiana's academic preparation, educational goals, and financial situation represent

those of a typical undergraduate international student.

FABIANA: An International Undergraduate

Fabiana is an international student from Brazil. She completed high school in Brazil at an elite
private school and reads and writes Portuguese fluently. Wanting to prepare herself for an
international career, she decided to come to the United States to continue her education.
Fabiana had studied English in Brazil; however, upon arriving in California she enrolled in an
intensive English program in a private language institute to improve her English. Fabiana
needed a score of 510 on the TOEFL to be admitted to the state university that she had
selected. After six months of English instruction, she took the TOEFL and scored 512.
Fabiana enrolled in the university and pursued a bachelor's degree in communication studies.
In her first semester she took the English Placement Test (EPT), as well as the campus ESL
placement test. Placed at the high intermediate level by the results of these tests, she was
required to take two ESL classes, with the second class satisfying the university's freshman
composition requirement. Fabiana also took an optional tutorial in oral skills. Living with an
American family, she made rapid progress in English. When Fabiana took the junior level
writing exam required by the university for graduation, she passed it on her first attempt.
After graduating, Fabiana returned to Sdo Paulo, where she found a job working for a travel
magazine.

Case History #6

In the UC system, international students often serve as graduate teaching assistants. These
International Teaching Assistants (ITAs) may be required to demonstrate oral language

proficiency through a test such as the Test of Spoken English (TSE) to ensure that they are able
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to meet the spoken language demands of university classrooms. They may also be required to
take classes designed to help them develop skills in oral presentation before they are allowed to

begin teaching.

ZHOU: An International Graduate Student

Zhou is a Chinese international graduate student who arrived with his wife and child in the
United States just one week before beginning his UC graduate studies in electrical engineering.
He and his wife live in the university's married student housing. Zhou interacts primarily with
his family and other Chinese speakers, either those in the married student complex or in his
department. Upon applying to the Electrical Engineering Department, Zhou was promised a
teaching assistantship; however, when he entered the university, he was required to take the ESL
examination, in addition to the Test of Spoken English (TSE) to qualify for the assistantship.
Zhou's ESL examination score required him to take one quarter of ESL; the TSE score required
him to complete an ESL oral communication course. Zhou enrolled in the graduate student
section of the ESL course, which focused primarily on academic essay writing skills. In the
following quarter, he enrolled in the required oral communication course. Zhou is currently
serving as a teaching
assistant for the university's engineering department and doing well in his graduate studies.

Case History #7
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SECOND LANGUAGE ACQUISITION

Although the second language acquisition process is studied and understood by linguists and
teachers of English as a Second Language as part of their academic training, not all of those
responsible for the education of L2 learners fully understand how a second language is acquired.

The following discussion is intended to explain second language acquisition and some of the

educational difficulties faced by L2 learners.

Learners acquire English (or any other language) by taking in language that they understand,
by producing language that is understood by others, and by doing both in the context of
interaction that promotes language learning. In the process of participating in communication,
L2 learners begin consciously, as well as unconsciously, to structure a representation of the
particular target language, a task the human brain is uniquely qualified to do. As the learner
engages in communicative interaction, the representation of the target language can be refined
and rules generated. This gradually developing linguistic system is called an interlanguage; it
rests somewhere on a continuum between the speaker's first language and the language that he or
she is learning.

The Second Language Acquisition Process

INTERLANGUAGE

FIRST LANGUAGE SECOND LANGUAGE
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On this continuum, different aspects of the language may develop at different rates; thus the
learner’s syntax, for example, may be further from the target language than his or her
pronunciation. The L2 traits that characterize this interlanguage are the result of the learner’s
less than perfect representation of the target language. They are often the result of incorrect
guesses on the part of the learner about how to say something in English. These faulty
hypotheses, however, are a crucial part of the L2 learning process. Feedback, either formally
from a teacher or informally from other speakers, can cause the learner to revise these
hypotheses; over a long period of time these revisions can help the learner approach mastery of
the language. Unfortunately, if L2 learners function for long in a language without getting
adequate feedback, they may not fully develop their control of the language. In fact, their

language development may stop before they have acquired all the features of the language.
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THE CHALLENGE OF ACADEMIC LANGUAGE
Acquiring the kind of language required in academic settings is a far more challenging task

than learning a language for merely conversational purposes and takes much longer. L2 learners
are often at a disadvantage because they are faced with the task of acquiring and using English at
the same time they are trying to learn academic subjects. Classroom lectures in, say, biology or
history are given in English; a report for an anthropology course must be written in English; and
assignments in mathematics courses often require both sophisticated reading and writing skills in
English for the student to offer a solution to a problem. Thus, in instances where their English-
speaking peers have only to accomplish one task, L2 learners have to confront two types of

learning tasks--one in acquiring a new language and the other in gaining content mastery.

In classrooms in which the language of instruction is English, much of what many L2
learners who lack college-level English skills hear and even more of what they are assigned to
read may be ultimately incomprehensible to them. Students are often asked to read texts that are
far beyond their language capacity to understand. They can derive meaning from such tasks only
when specifically designed activities accompany the assignment to make texts comprehensible.
For example, teachers can preview the material and attempt to activate students’ background
knowledge of a subject. Teachers can also assess where students lack background knowledge
and help to fill in the gaps by explaining and defining words and helping students understand
concepts. Further, teachers can also help students monitor their listening and reading and teach
them to ask for help when they do not understand what is presented in class or in a textbook.
Without this kind of assistance, L2 learners, even when surrounded by spoken and written
English, will “tune out” of learning, and their exposure to English will contribute little or nothing

to their language development.

TIME AND PROFICIENCY FACTORS
Two important issues in language acquisition are the length of time it takes to acquire
proficiency in a second language and how proficiency is defined. Recent research conducted in

four states on thousands of secondary school students representing over 100 primary languages
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supports the claim that on average it takes five to seven years for students in the most effective
programs to reach the norm on nationally standardized achievement tests such as the
Comprehensive Tests of Basic Skills or the lowa Test of Basic Skills. Education in the first
language reduces the amount of time required and improves ultimate second language
proficiency: students with no schooling in their first language take an average of seven to ten
years and sometimes more to reach the norm, while in that same period students with the greatest
amount of academic language development in Li (i.e., first language) achieve, on average, above
the national norm set for native English speaking students. So much time is required for fully
acquiring a second language, in fact, that university level L2 learners in the UC and CSU who

have been in the United States for ten years sometimes still need ESL instruction.

Understanding the length of time required to attain proficiency in a second language is
important for all educational professionals because of a tendency to allow L2 learners to move
too quickly through a school’s language continuum. Students often feel social or parental
pressure to complete their studies, especially in English, quickly. At the same time, schools often
feel hesitant to hold L2 learners back until they attain adequate proficiency in English to succeed
in the next level. Failure to provide enough time, however, has too often proved ultimately

detrimental to the L2 learner.

Of course, many variables influence the process of language acquisition, including the
amount and quality of instruction learners receive, their opportunities to communicate in the
language, their age, their personality and learning styles, their first language, and their
motivation and attitude towards the new language and culture. Even at advanced levels, L2
learners may not demonstrate the proficiency of an educated native speaker of English. They will
probably speak with an accent and write with the written equivalent of an accent, still exhibiting
second language traits, although they will be able to perform academic tasks alongside their

native-English-speaking peers, often with great distinction.

California high schools, community colleges, and universities must be prepared to serve L2
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learners wherever they fall on the language acquisition continuum and must respond with
flexibility to the varying backgrounds and needs of this constantly evolving population of
students. Thus, whether an L2 learner will be best served in ESL classes or in mainstream classes
should be determined by an individual institution in consultation with the student, ESL teachers,
and at the secondary level, parents. Whether or not the student is recommended to enroll in ESL
courses will depend upon the institution and the level of English language skills needed to

succeed at that institution only.

Unfortunately, this parochial view of the students’ needs can mean that the effect of
continual reassessment on the L2 learner or consideration of his or her language needs beyond an
institution’s programs is ignored. At the secondary level, for example, the state of California
requires that L2 learners be classified as FEP (Fluent English Proficient) or as LEP (Limited
English Proficient). Once designated FEP, however, students are no longer eligible for LEP
services. Then, upon entering a community college or four-year university, they may be
reidentified as ESL because of the greater linguistic demands of college-level work. After they
complete the ESL program in community college and take freshman composition, they may
again be placed in ESL classes in order to meet their upper division writing requirement and the

other linguistic demands of upper division courses when they transfer to a four-year university.

Time and proficiency, of course, are not the only factors influencing second language
acquisition. The more teachers, counselors, and administrators understand the elements that
promote acquisition, the better equipped they will be to evaluate and help meet L2 learners’

needs.
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FACTORS PROMOTING ACQUISITION OF A SECOND LANGUAGE
* Young age (0-14 years)
* QOpportunities for interaction in English
* Literacy in the first language
* Several years of education in the first language
* Language instruction in English
* Feedback and instruction on errors
* Content instruction that contributes to language development
* Employment in an English-speaking environment

* Willingness to experiment and takes risks in using English

STUDENT ISSUES
Although the life of every L2 learner is unique, common themes recur. Because they are strangers

in a new country, because they are new to the English language, and because L2 learners must
often begin their lives in the U.S. at an economic disadvantage, they frequently face some of the

same challenges in their lives at home and at school.

FAMILY ISSUES
Family responsibilities often impact the educational pathways of immigrant students to a far

greater degree than they affect those of native speakers of English. For example, parents of L2
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learners often speak little or no English, leaving their children to negotiate the intricacies of the
school system on their own. Some L2 learners have a major responsibility for caring for their
siblings, which reduces the amount of time they have available for study and sometimes even
keeps them out of school. As the best or perhaps only English speaker in the family, L2 learner!
may have to represent their families in dealing with the English-speaking community,
responsibilities which also often take them away from their studies or out of school entirely at
times and cast them in roles that may seem to family and others as inappropriate to their

traditional place in the family.

Another problem centered in family issues is that the demands of school and a new culture
often conflict with traditional family values. For instance, in some immigrant cultures girls in
particular are discouraged from pursuing higher education or participating in educational
activities or any activity that takes them out of the house. Additionally, undergraduate and
graduate L2 learners, just as their native-English-speaking counterparts, may have children and
spouses, with the result that child-care and family management issues also complicate their
pursuit of education These issues, however, are further complicated by language and culture. It is
very difficult to arrange acceptable child care for individuals who are strangers to the concept of
non-family members taking care of their children, who have different views on child rearing, and

who do not speak the language well enough to express their concerns to potential caretakers.

Unlike most immigrant L2 learners, international students, on the other hand, are often
impacted by the lack of family presence. They may have come from close-knit, traditional
families where they were sheltered and cared for, but suddenly find themselves alone, homesick,
and forced to fend for themselves in a completely unfamiliar environment. Older international
students may have left not only parents and siblings behind, but also a spouse and children, as
well. International students who have brought their families with them may have to worry not
only about themselves, but also about their families’ welfare in a new land. The emotional

impact of these and other concerns upon such students can be intense.
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ACCULTURATION

Both immigrant and international students face tremendous challenges presented by
acculturation to their new environment. The more they live and go to school in California, the
more such students tend to adopt American ways, specifically the ways of American youth. The
process of acculturation is frequently fraught with conflict as parents try to maintain their
traditional authority and prevent their children from becoming Americanized, while at the same
time wanting their children to be successful in their new culture, but not to the extent that doing
so undermines their home culture. Tastes in music, food, clothing, hair style, manners of
speaking to elders or to other family members, even a preference for using English--all these
changes and others often challenge L2 parents’ traditional values and create conflict at home as
well as at school for L2 learners. L2 learners may feel guilt and anxiety about losing their ties to
their home culture at the same time that they are powerfully attracted to the new ways of
American life. Over time, L2 learners may successfully achieve biculturalism, crossing back and
forth comfortably between their home culture and their adopted one, but such biculturalism is

seldom achieved without a struggle.

International students often face their greatest conflict when they return home after several
years in the U.S. To their surprise, they often find they have changed and cannot easily resume
their lives where they left off. For example, female students may have become comfortable with
their increased independence while in the U.S. Others may find that they have grown to take
certain material goods that are scarce in their own country for granted. Many international

students readapt over time, but many others return to the U. S. permanently.

FINANCIAL DEMANDS

In addition to struggling with a new culture, many immigrant students also face financial difficulties
that make their educational pathway even more difficult. Most students have to work to support themselves,
and many also contribute—to an extent greater than in traditional American society--to the support of their

families. Often they work long hours in family businesses for little or no pay or at other low-
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paying jobs where, because of their lack of language skills or simply due to their immigrant
status, they may be exploited. As anyone familiar with this population knows, it is not
uncommon for an L2 learner at the college or university level to be enrolled in 18 units of classes
while also working forty hours a week. Such students are often exhausted when they are in
classes and have little time to do homework when they are not. They frequently do not
participate in sports and,

because they have little time for extra-curricular activities or campus life, generally have little

interaction with English speakers.

International students face financial pressures which differ from those faced by immigrant
L2 learners. Because international students often come from well-to-do families, money may not
always be an immediate serious issue; however, many students have few personal funds left after
they pay non-resident tuition. Their visa status prevents international students from holding jobs
except on campus, so their opportunities for earning money are severely limited. At the same
time, such students are often under great pressure from their parents or government agencies to
finish their course work as rapidly as possible. They may try to take too many courses each
semester, all the while avoiding ESL classes because such courses do not contribute directly to
their degree and because taking them would only increase the number of units they would have to
pay for. Unfortunately, the avoidance of ESL courses by international students often means that
they may lack the English skills needed to benefit from their major courses and that they may be

unable to meet graduation writing requirements.

Financial pressures exert other forms of academic risk-taking among L2 learners, as well. For
example, in areas where community colleges and CSU campuses are located near each other,
some L2 learners, spurred by financial need, may enroll in six courses at a CSU (where a full load
is four) and then add one or two additional courses at a neighboring community college.
Although such students may be marginally successful in their classes, they often sacrifice real

learning along with their mental and physical well-being.
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COMMUNITY ISSUES

Immigrant students often live in ethnic communities composed of others from their home
country. Such communities provide a haven in the midst of a foreign land. Immigrants can find
the food, sights, and sounds of their homeland; most comfortingly, they can find a community of
people who speak their language and think the way they think, a place where they fit in
effortlessly. This environment enhances L2 learners’ cognitive development through cultural
interaction and intellectual growth in their first language. However, life in such a community
provides few opportunities to interact with English speakers. As a result, the primary opportunity
for interaction in English for many L2 learners occurs in school. But even there they may
converse primarily with other L2 learners who speak either their own language or a non-standard

variety of English.

Likewise, international students often live with roommates or families who speak their own
language, and they therefore receive little exposure to English outside of the classroom.
Ironically, they might be exposed to more English in an intensive language school in their home

country than they are while living in multilingual California.

In all such cases, L2 learners who lack consistent exposure to standard English acquire the

language much more slowly and less effectively than others.

Other factors which may impede the L2 learners’ success in school are not unique to this
population but are still devastating in their effects. For example, immigrant communities are
often heavily impacted by crime and violence in general, particularly gang-related violence.
Gambling and drugs also take their toll. Some immigrant youth, suffering from poverty and the
breakdown of their traditional culture, may also join gangs and become the agents of violence

against their own community.

PSYCHOLOGICAL AND HEALTH-RELATED ISSUES

L2 learners may experience either psychological or physical problems because of the stresses
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of their experiences in this country and in the period before they came. Refugees frequently
come to the U.S. from war-torn nations. They come from the killing fields of Cambodia and
from the massacres of Rwanda, having lost families and endured horrors. They may have been
peasants or nomads or hunter-gatherers living in traditional societies little changed for centuries.
Once here, they must make their way in a post-industrial, information-age western country. They
may also be confronted with racism, anti-immigrant feelings, or plain prejudice against anyone
who cannot use English fluently. They may lack self-esteem because they lack the language
skills to succeed in school, all the while being subjected to parental pressures to succeed in
academic majors or in professions for which they may not qualify or which they do not desire.
Recently arrived L2 learners, either immigrants or international students, may suffer culture
shock. These and other stresses can manifest themselves in either psychological or physical
ailments, any of which can interfere with an L2 learner’s ability to perform in school.
Unfortunately, the assistance such students need is often beyond their reach. Cultural
prohibitions, lack of services in their first language, or the sheer cost of getting needed medical
or psychological help conspire to keep them at a disadvantage in several areas of their new lives

in this country.
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FACTORS IMPEDING ENROLLMENT IN ESL COURSES

Although studying and thereby learning English effectively for their educational needs may
be at least a partial solution to many of the problems that confront L2 learners, they may be
reluctant to take ESL classes and often view them as a barrier. Some L2 learners avoid ESL
instruction for fear of being stigmatized by it. At a time when L2 learners are particularly
anxious to fit in culturally, they may believe that their peers will ridicule them for taking ESL
classes. Additionally, many students are concerned about the number of ESL classes they may
need to take before completing their English requirement, as well as the corresponding extra
time and economic cost ESL classes represent. In the community colleges, some L2 learners
choose to go directly into English basic skills courses intended for native speakers by opting for
the native-speaker placement test. They do not realize that basic skills English courses assume
native-speaker intuition about English language structure, and so may not meet their language
development needs, or they believe that they no longer need ESL because they were at one time

redesignated as FEP by their high school.

Academic credit is also an issue for L2 learners who may need ESL instruction. In all
segments, L.2 learners are concerned about the value of the credit they receive for ESL classes.
Secondary L2 learners planning to attend colleges and universities worry that ESL classes or
classes taught using Specially-Designed Academic Instruction in English (SDAIE classes) will
not meet the entrance requirements of colleges and universities. Many believe that these classes
are not sufficiently academically rigorous and may not prepare them for the demands of post-
secondary educational settings. Community college and university students are concerned about
being placed in ESL classes because they think such classes are less rigorous than the equivalent

courses designed for native English speakers.

Many L2 learners avoid ESL classes in favor of classes bearing transferable credit and meeting
general education requirements. Some community college, CSU, and UC campuses have
recognized that ESL instruction merits college credit because of its academic rigor and analogy to

foreign language instruction. Other campuses, however, view ESL as remediation and do not

28



grant credit, thus discouraging L2 learners from taking the course work they need to succeed

academically and be prepared for the demands of the workplace upon graduation.

L2 learners are also confused by placement standards which are different from segment to
segment and therefore seem inconsistent. Having exited the ESL program in one segment, they
may again be placed in ESL classes when they advance to the next higher segment. Initially, at
least, they often fail to recognize that the language demands at that higher segment may also be
more challenging. The change in status often frustrates students to the point that they refuse to

admit to its necessity and either avoid ESL instruction or return to it with resentment.

While it is regrettable that many students avoid taking the ESL classes they need, it is also a
sad reality that, great as the numbers of L2 learners are, there are often too few ESL sections
offered to meet the demand. Many L2 learners who wish to improve their language skills find that
ESL courses are so scarce at their own campuses that completing such courses in sequence and in

a timely fashion is not possible.

L2 LEARNERS AS A RESOURCE

The challenges that face L2 learners are clearly daunting and complex, but it is also obvious
that these individuals are astonishingly persistent and resilient. They have established their
communities and rebuilt their lives. Immigrants value the opportunities that California offers
them, and they succeed in spite of the many obstacles in their way. They also contribute to their
new homeland in many different ways, both economically and socially. They possess strong
family values, excel in educational achievement, provide a willing and dependable labor force,
invest in or begin many new businesses, and even assume leadership roles in city, county, and
state government. They have made California the richly diverse society that it is and have
internationalized our state and our campuses. Speaking over a hundred languages, these L2
learners can provide the linguistic expertise as well as the intellectual and cultural energy to enable

California to reach out to, understand, and communicate with the rest of the world.
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California’s L2 learners are a rich and wonderful resource. Ensuring productive, meaningful
pathways to education for this population is a great gift to California and to the future generations of

this nation.
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II. CURRENT PRACTICES
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INSTITUTIONAL ACCESS

Access is a measure of the availability of entrance into high schools, colleges, and universities.

It includes mission, outreach, and admissions.

MISSION

An institution ‘s mission derives from its particular educational mandate. Public institutions of
education in California have as part of their charge the obligation to serve a geographic area by

admitting a representative proportion of the total community population.

All segments of California’s public educational institutions have as a primary and essential
mission the guarantee of access to representative members of the state’s population, including its
language minority population. According to The Master Plan for Higher Education, secondary
schools are responsible for academic and general vocational instruction for all children,
including L2 learners, through the twelfth grade. This includes preparation for post-secondary
instruction and general and academic preparation for students’ participation in California’s

economy and society.

The California community colleges are charged with offering vocational and lower division
academic instruction leading to transfer to four-year universities, the Associate of Arts degree,
and a variety of vocational and occupational certificates and licenses. Instruction is designed for
both younger and older students, including those returning to school. The community colleges
are also required to provide instruction in basic skills and English as a second language, and
along with the public school systems, some offer adult non-credit instruction and fee-supported
community service courses. The community colleges share the responsibility for vocational and

other types of education with programs in the adult schools through explicit local agreements.

Under the guidelines of California’s Master Plan, both the CSU and UC systems offer
academic as well as professional education to students from culturally, racially, geographically,

and socio-economically diverse backgrounds. The California State University offers
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undergraduate and graduate instruction through the Master’s degree in the liberal arts and sciences
and professional education, including teacher education. A few campuses also jointly award
doctoral degrees as part of cooperative agreements with the University of California and private
universities. The University of California offers undergraduate and graduate instruction and
professional education through the doctoral degree. It is also the primary state-supported
academic agency for research. Both systems require undergraduate students to complete a bas

program of general education courses as a condition for graduating.

Meaningful access for language minority students to all of California’s public educational
institutions implies not only that these students are admitted into the system, but that they
receive the English language support and other support services they need to complete
graduation requirements. If such students are admitted but do not graduate, then they lack true,

meaningful access.

EFFECTIVE PRACTICES for fulfillment of the mission of California’s public educational

institution:

« establishing systematic guidelines to ensure that students are being representatively admitted.
* systematically monitoring student persistence according to language background and ethnicity.
+ conducting institutional research to track persistence and graduation rates according to the

above categories and making follow-up recommendations to improve access.

OUTREACH

Outreach is an institution ‘s response to its mission to serve a geographic area by admitting a
representative proportion of the total community population. It is the means by which schools
colleges, and universities contact parents, students, and potential students to encourage their

participation in their programs.

In response to changes in state demographics, current institutional outreach programs are

evolving to attract, include, and graduate a population representative of California’s great
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diversity, thereby increasing the access to education for underrepresented students. This includes
outreach programs designed to target specific student groups. Outreach to the general L2 learner

population varies greatly among school districts, colleges, and universities.

High school outreach programs provide general information to parents and students about
school policies and programs. High schools are charged with involving parents of all students
and include specific options for parent involvement. Outreach programs also target at-risk
students. In cases where students are at risk, high school outreach emphasizes the importance of
a high school diploma. Since L2 learners and their parents may not know about compulsory
attendance requirements, these and similar policies affecting student persistence need to be
explained as often and as fully as possible. To ensure that L2 parents have an opportunity to
express their needs and concerns, high schools with 21 or more LEP students are mandated to
establish bilingual parent advisory committees which serve to advise the school regarding school
bilingual programs and budgets. These committees often serve to disseminate information to

parents in appropriate languages.

Community colleges are mandated by the state to include outreach activities among their efforts
to provide greater access to all students. To these ends, the colleges are also required to publish
essential information and enrollment policies in both English and languages appropriate to their
individual L2 population. In most cases, these other languages are Spanish and Vietnamese, but
Korean, Armenian, and others are used at colleges where they are appropriate. Other outreach efforts
at the community colleges include making assessment tests for English, mathematics, and ESL
available to potential students at their own high school campuses, and actively recruiting L2 learners

for programs especially aimed at supporting them in college, such as the Puente Project.
Although outreach efforts differ from campus to campus in the CSU and UC systems, all

campuses recruit through on-site presentations at the high schools and community colleges. In

addition, they make special efforts to recruit underrepresented minority and economically
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disadvantaged students as part of their effort to increase diversity and more closely match their
population with that of California schools in general. While L2 learners may not be specifically
targeted for outreach efforts, they are often recruited as members of an underrepresented minority or
targeted for programs that provide extra academic and co-curricular support. For example, one CSU
campus program targets the children of migrant workers, while a UC campus program administers
the Subject A Examination to eleventh grade L2 learners, thus encouraging these students to

recognize that they have the potential to go on to college.

While most of these current outreach efforts are effective, problems nonetheless persist
throughout the system. At all levels, outreach efforts are hampered by the limitations of shrinking
budgets. Special efforts are often funded by grants which may terminate. The proposed change in
state affirmative action policies may prevent campuses from targeting underrepresented group of
students through special outreach programs. In addition, L2 learners, their parents, and teachers
may underestimate the opportunities available in higher education, mistakenly believing that this
avenue is not available to students for whom English is a second language. For this reason, post-
secondary outreach must work toward ensuring that L2 learners go as far in higher education as
they desire and that they are fully informed about the support services and opportunities available

for them in the community colleges and the CSU and UC systems.

EFFECTIVE PRACTICES for successful outreach to L2 learners:

* making information on admissions and other policies available in the home languages of
parents and students.

* using interpreters to provide information during parent outreach meetings.

» establishing high school Bilingual Advisory Committees to recommend policies and to assist
in disseminating information to L2 parents.

» using L2 learners as presenters, recruiters, and mentors.

» providing on-site presentations by representatives of the various segments of higher education

+ facilitating presentations to L2 learners by community, professional, and higher education

student organizations.
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» recruiting targeted L2 learners for special retention and academic preparation programs.
» administering college ESL assessment instruments in the high schools.

* monitoring and updating intersegmental articulation agreements.

ADMISSIONS
Admissions includes the processes by which eligible individuals are admitted to an institution.
Admission processes typically involve, at a minimum, completion of an application or other

personal information form.

Whereas California high schools admit all applicants under the age of 18 in an open
admissions policy, community colleges admit all applicants over the age of 17 who hold a high
school diploma or equivalent, or who can prove their ability to benefit from college instruction.
In the case of international applicants, the community colleges, CSU, and UC require a

qualifying Test of English as a Foreign Language (TOEFL) score for entrance.

Admissions requirements for the CSU and UC campuses are generally the same system-wide.
The top one-third and one-eighth of all California high school graduates are accepted to these
institutions respectively. Entering first-time freshmen must be high school graduates who have
completed a range of college preparatory courses and have a combined high school GPA and
Scholastic Aptitude Test (SAT) or American College Testing (ACT) score to give them a
sufficiently high “eligibility index” for admission. Students who have satisfactorily completed 56
transferable units in community college and met certain GPA and course requirements are eligible

for admission to the CSU and UC as transfer students.

L2 learners enter the CSU and UC systems through the admissions processes described above.
The CSU requires that all undergraduate applicants attend schools at the secondary level or higher
where English is the principal language of instruction full-time for at least three years. Students
who have not met this requirement must present a score of 500 or above on the TOEFL. Some

campuses require a score higher than 500. Entering freshmen are required to take the EPT in the
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CSU and the Subject A examination in the UC (as well as the TOEFL for international
applicants). The TOEFL is generally required only of international applicants to the UC system;
in the CSU this requirement applies to students who have not completed three or more years of
study at an institution where English is the medium of instruction. Both the EPT and the Subject
A examination are English placement tests, not admissions tests, so L2 learners with a range of
proficiency levels still have access to the CSU and the UC systems. The CSU and UC also admit
some L2 learners who do not meet regular admission requirements but show promise. At the
graduate level, L2 learners must present evidence of having completed undergraduate studies in
the U.S. and be otherwise eligible. If such students are applying from abroad, they must present
Graduate Record Exam (GRE) and TOEFL scores which meet campus or department eligibility
requirements. While each segment must respond to requirements which correspond to its
particular mission and functions, at no level is second language status a barrier to admission in

and of itself, although proficiency level seriously affects student success.

L2 learners are included in the general populations of students admitted to all segments of
California schools. The only additional requirements for L2 learners at some higher
education segments is that they demonstrate English language proficiency (e.g., via the TOEFL
transfer course credit). For students from some linguistic or cultural backgrounds, true
representation has not yet been achieved; however, this appears to be rooted more in their prior
academic training than in admissions policies. The admissions process appears to be essentially

fair and just for L2 learners at all segments.

EFFECTIVE PRACTICES for admissions of L2 learners:

* not excluding students on the basis of their L2 background, their nation of origin, or their
immigration documentation status.
» where appropriate, providing reasonable means for L2 learners to demonstrate a level of

linguistic proficiency appropriate for success within the given segment.
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IDENTIFICATION OF SECOND LANGUAGE LEARNERS

Identification refers to the process of determining who the L2 learners are at a given institution.
Accurate identification allows an institution to refer appropriate students to specially designed

L2 services and/or courses.

The accurate and early identification of L2 learners is of utmost importance because their
identification determines which set of services, which set of assessment measures, and which
types of courses, ESL or native-English, will best meet such learners’ needs. Schools need to
make every effort to correctly identify L2 learners in the earliest possible stages of the admission
process and to guard against misleading or unfair practices. For example, it is inappropriate to

identify students as L2 learners on the basis of their names or appearances.

Consistently considering a student’s first language experience will prevent misidentification
of L2 learners on the basis of inaccurate indicators of their language skills. For example, a student’s
previous enrollment in courses or programs intended for native English speakers is not a
dependable indication of a student’s familiarity with or abilities in English. Similarly, because
some students do not understand the term “ESL” or are reluctant to self-identify as L2 learners,
advisors and others consistently need to consider first language experience as a primary indication
of whether or not such individuals may be correctly identified as students best aided by second

language services and assessment.

Incorrect identification of ESL students may occur when advisors and others misjudge an L2
speaker’s identity or abilities based upon the proficiency in a single skill, such as fluency in
spoken English, which may mask the absence of other, equally important skills such as reading

or writing in English.

In California public K-12 schools, all parents must complete a Home Language Survey upon
enrolling a child in a new district. This form consists of at least four questions which determine if
the child is an L2 learner:

1. Which language did your son or daughter learn when he or she first
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began to talk?
2. What language does your son/daughter most frequently use at home?
3. What language do you use most frequently to speak to your
son/daughter?

4. Name the language most often spoken by the adults at home.

A response other than “English” to the first three questions triggers the assessment process which
determines if the child is Limited English Proficient (LEP) or Fluent English Proficient (FEP). If
the response to number 4 is a language other than English, assessment is optional. A child
designated FEP becomes permanently ineligible for Specially-Designed Academic Instruction in

English (SDAIE), ESL, or primary language instruction.

In community colleges, while first-time students are asked to indicate on their application
whether or not English is their primary language, this information is at best used only infrequent]
to identify students for referral to appropriate placement tailored to L2 learners’ linguistic needs
Instead, students are left to choose between assessment processes designed for and normed on
native English speakers and those designed for and normed on L2 learners. Since L2 learners
often follow the native English speaker process for assessment, they are frequently and
mistakenly placed in low-level English basic skills courses. While this self-identification
practice seems fair and reasonable on the surface, it often results in discouraging students or

wasting their time in inappropriate courses.

Within the CSU, there is no uniform means of identifying ESL students. The admissions
application, which is identical for all CSU campuses, does not ask for information regarding a
student’s language background. As a result, a range of tools for identifying L2 learners who
would benefit from ESL instruction is used. These include the results of the English Placement
Test (EPT), a test taken by all students; other test scores; classroom observation; advising; self-
reporting; and transcript evaluation. On some CSU campuses, no identification procedure is in

place and no designated ESL classes are offered.
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In the UC, L2 learners are identified through the campus admissions office based on
biographical data provided by students in their application for admissions. If they enter as first-
year students and are California residents, students take the UC Subject A Examination along
with all other entering freshman students. If identified as potentially in need of ESL instruction by
the readers of this examination (a set of trained ESL readers serves the function of double
checking this identification), they are referred to the appropriate campus unit. On most campuses

there is no identification procedure for transfer students.

Some CSU and UC campuses seem to identify freshmen students through reasonable methods;
however, the lack of consistency among the various campuses and the lack of screening

for transfer students does not assist students to meet their educational goals.

EFFECTIVE PRACTICES for identifving 1.2 learners:

* identifying L2 learners on the basis of first language experience.

» atthe CSU and UC, identifying L2 transfers as well as freshmen.

» asking for primary language as well as related demographic information such as age of
arrival in the U.S. and years of schooling in the U.S. on higher education admissions
applications.

* identifying L2 learners early in the admissions process to allow time for appropriate
placement.

+ referring students identified as L2 learners both to ESL professionals who can then assess
whether ESL course work is appropriate, and to specialized services such as bilingual

counseling or, at the four-year universities, Educational Opportunity Programs.

ASSESSMENT OF LANGUAGE NEEDS

Assessment (in this document) refers to a process through which L2 learners are evaluated and
directed into appropriate courses. Assessment practices usually include testing, but may also
take into account other factors thought to affect successful language acquisition (e.g., academic

record hours employed, years out of school).
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Accurate assessment and subsequent placement into appropriate language courses are essential
for L2 learners to succeed, to be retained, and to progress through the educational
system in California. Although each educational segment has devised placement processes and
instruments to accomplish the task of correctly placing L2 learners in ESL classes or in English
courses designed for native speakers, these efforts at placement do not work as well as they

should.

At the secondary level, students whose Home Language Survey indicates they are proficient in a
language other than English must be assessed in English comprehension and speaking
proficiency using a state-designated instrument. These instruments designate students as LEP or
FEP. Students must also be assessed in their primary language, providing valuable information
regarding potentially transferable academic skills. Additional information on the student’s skills in
reading and writing English is necessary to place the student in the appropriate level of ESL, but it
is not consistently derived. Since there are no state-designated reading or writing instruments,
high schools determine this information locally, by either formal or informal means.
Consequently, high school students are sometimes placed in mainstream content classes on the
basis of oral language proficiency, a practice which does not reveal the student’s proficiency in

academic reading and writing.

Community colleges must provide pre-enrollment assessment in English, mathematics, and ESL
to all entering students. The results of assessment are used to place or advise students in the
selection of English, mathematics, ESL, and other academic courses. Placement into these
courses may be advisory or mandatory, depending upon individual college practices. In all cases,
assessment instruments themselves must be approved for use by the Chancellor’s Office, must be
used in conjunction with measures other than tests, and must match the individual college’s
curriculum. Approval is based on the test’s criterion-referenced and content validity, reliability,
lack of bias, and fairness to underrepresented groups. At this time, only one ESL test, the

Combined English Language Skills Assessment in a Reading Context (CELSA), has been
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approved for system-wide use, although several others have been approved for use on local
campuses on a college-by-college basis. In the case of L2 learners, colleges may provide special
accommodations or alternative measurement processes if such are necessary for accurate

assessment. A process by which students may appeal any mandatory placement is also required.

The CSU system requires all entering freshmen to take the EPT, which is composed of an
essay and two machine-scored sections. The EPT is used primarily to determine which students
are eligible to begin freshman composition courses. Unfortunately, the test has proved difficult
for ESL faculty to use as an appropriate placement instrument for their courses. Although L2
learners self-identify when they take the test, no background information is gathered or used for
either identifying or placing them. Most campuses which offer ESL-designated courses
supplement the EPT with a local test designed to identify and place L2 learners. (See Appendix
C for EPT requirements on different CSU campuses.) L2 transfer students at the CSU do not take
the EPT and are typically not assessed when they enter the system. However, they may end up in

ESL classes after being unable to fulfill writing competency requirements.

Assessment and placement at the CSU are hindered by the lack of a system-wide means of
identifying L2 learners. In addition, the EPT is inappropriate and impractical as an assessment
instrument for ESL classes since the test is not designed for L2 learners and results are not

correlated with language background information.

On most UC campuses, ESL faculty re-read the Subject A examinations which previous readers
have identified as having sufficient second language features to indicate that the student
may need ESL instruction. Students are then placed according to the system on that campus.
The practices at UCLA, with the largest ESL program in the system, differ from those of most
other campuses. A student identified with an “E” designation on the Subject A examination is
required to take the UCLA English as a Second Language Placement Examination (ESLPE),
which either places the student into a suite of required ESL courses, allows exemption from the

ESL requirement by examination, or retracks the student into the UCLA Writing Programs unit.
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Students who transfer to UC are also dealt with differently from campus to campus. Some
campuses test transfer students. UCLA, for example, holds any transfer student to the ESLPE
who has not completed English 3 and 4 or the equivalent courses at the transfer institution with
grade of “B” or better in both courses. Students must then take the specified number of ESL
courses to graduate and are held to this requirement through the university’s computerized
Academic Information System. At other UC campuses, however, no assessment of transfer

students may occur.

At some CSU campuses, transfer students are tested for their English skills, a practice
motivated by the students’ need to ultimately pass the Graduation Writing Assessment
Requirement (GWAR). This early testing allows students sufficient time take necessary ESL

courses and to improve their skills before taking the writing examination.

Although some UC and CSU campuses appear to be effectively placing students, large
numbers of transfer L2 learners who still need ESL instruction are admitted, only to be greatly
hindered--even ultimately defeated—in their academic progress because of unfilled language needs

(e.g., see the case history of DAT, p. 14, or ALEJANDRO, p. 16, of this document).

Depending upon the community college, CSU, or UC campus, international students may I
required to take the TOEFL to be admitted to a college or university. They may also have to
the Test of Written English (TWE), which is given along with the TOEFL and provides a direct
measure of writing skills. Individual campuses set their own requirements for scores on these

exams, with requirements for graduate students often being higher than those for undergraduates.

EFFECTIVE PRACTICES for second language assessment and placement:

» using assessment and placement procedures which include all of the following characteristics:
1. direct language assessment measures (e.g., a writing sample or oral interview), with
raters trained to assess the language proficiency of L2 learners.

2. indirect language assessment measures (e.g., reading or grammar tests) which have
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been designed for and validated on L2 learners.

3. background information pertaining to education and language exposure (e.g., age of
arrival in the U.S., years of schooling, and home language use).

4. instruments that not only place students in needed ESL or SDAIE courses, but are
also capable of placing L2 learners whose skills show they no longer require ESL
instruction in appropriate English courses designed for native speakers.

» developing an intersegmental battery of instruments in the four skill areas of listening,

speaking, reading, and writing.

SUPPORT PRACTICES

Support practices include any of the means by which a school or institution provides direct
assistance to students. These include such practices as orientation and counseling and advising,
as well as other support practices and resources such as tutorial services, specially-designed
programs and course progress reports (early alerts), reading and writing labs, learning

resource centers, and mentoring opportunities.

ORIENTATION

Orientation processes offer new students information about an individual high school,

community college, or university and its academic programs and services.

Segments and campuses differ in their orientation practices, but most orientations introduce
students to the individual campuses and inform them about diploma or degree requirements,
vocational programs, student services, policies and procedures, and special programs. Procedures
about which students are informed might include assessment practices, course exemption criteria,
and class scheduling, for example. Special programs include such services as tutorials, ESL
programs, counseling, financial aid, health services, and disabled student services. (Unlike other
institutions, community colleges are required by law to provide orientations for most of their
students.) Orientations may follow assessment sessions and are often used for interpreting test

results.
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Orientations are important in assisting L2 learners to develop a sense of membership in the
educational community they are entering. Many L2 learners are entering an educational system
which may differ greatly in underlying assumptions and in practices from ones which they have
participated in previously. Charging fees for orientation, a practice in some institutions, deters

students from participating in this helpful process.

EFFECTIVE PRACTICES for providing orientation to L2 learners:
» providing handbooks, videos, and audio tapes in students’ first languages.

» conducting special orientations with interpreters present.

» pairing L2 learners with a “buddy” who speaks the same language.

* including parents in orientations.

COUNSELING AND ADVISING
Counseling gives students guidance in dealing with academic and personal issues that arise
during their education. Advising helps students in selecting courses and fulfilling academic

requirements in order to achieve their academic goals in a productive and timely fashion.

Counseling opportunities for L2 learners vary from segment to segment. In high school districts
which have counselors who both counsel and advise students, caseloads may be as high
as 1,000 students for each counselor. Thus, students typically receive no more than a single
appointment during their high school years in order to plan for their graduation and for their

future employment and higher education.

Community colleges, as part of the state-mandated Matriculation process, require that entering
students meet with a counselor as early as possible during their first semester of
enrollment. These meetings are devoted to completing students’ educational plans, reviewing the
college’s assessment and placement requirements for English, mathematics, and ESL, and

recommending special services appropriate to the students’ needs.
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CSU and UC campuses offer a variety of counseling services. These include academic, career,
and personal counseling. These services are offered by different campus organizations such as
academic departments and counseling and career centers. Counseling and advising may be carried

out by departmental administrators or faculty, professional counselors, or peer counselors.

Thoughtfully planned, continuous, and informed ESL counseling and advising practices are
essential to the success of L2 learners at every stage of their education. Ongoing institutional
efforts must be made at every level to address the special needs of L2 learners, while at the same
time ensuring that they receive the same information as other students throughout their school’s

regular counseling and advising processes.

A key component of counseling and advising is appropriate course planning for L2 learners.
Such planning should be based on an understanding of the processes and time required for second
language acquisition and on the L2 learner’s total language skill as determined by the institution’s
assessment process. Because L2 learners’ language skills may develop at different rates,
counselors and advisors should not mistake an apparent high level of ability in one skill as
indicating the same level of proficiency in another. A student who speaks English fluently, for
example, may not read or write at the same level. Likewise, a student who demonstrates good
understanding of conversational English may not exhibit the same level of understanding when

listening to an academic lecture.

An effective counseling and advising program also takes into account the language demands of
various courses. As they guide L2 learners, counselors and advisors should have a firm
knowledge of the English skills required for different content area courses. At all levels of
education, for example, lecture and laboratory classes, discussion-based courses, and large
lecture-hall classes each require different kinds of listening and note-taking abilities. Some
science courses may require little writing, but excellent listening skills, while composition skills
may be essential for success in a history or social ecology course. In advising L2 learners about

such courses, counselors or advisors should suggest that they plan their enrollment in content area
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courses to coincide with their progress in mastering English. Unfortunately, it is common for
both L2 learners and non-ESL professionals to underestimate the time required for an L2 learner

to reach parity with a native speaker of English. It is not surprising that L2 learners often attempt

classes beyond their level of linguistic readiness.

Not only must counseling and advising services be available and readily accessible to
students, but students must also be encouraged to seek them out. For a variety of reasons, L2
learners may avoid these services, which they do not always view as crucial to their success. In
fact, the concept of counseling or advising may be an entirely new one to the L2 learner.
Especially when this type of service did not exist in the student’s previous school environment,
the student may not fully understand or appreciate the function which counseling can play in his
or her academic success. The close link between use of counseling or advising facilities and
student retention and academic success, if pointed out, can be an encouraging factor in

prompting L2 learners to seek out such services.

Unfortunately, many institutions are currently responding to the decreased state budget by
cutting back such services to students and increasing the student to counselor ratio at schools.
This practice is not in the interest of students and may decrease the number who go to or persist

in college, especially in the case of L2 learners.

EFFECTIVE PRACTICES for counseling and advising L2 learners:

» selecting a counseling and advising staff that is culturally and linguistically diverse,
representing the student body being counseled.

» giving counselors and advisors special training in the needs of L2 learners, including their
understanding of the benefits of ESL programs.

» familiarizing counselors and advisors with the explicit as well as the implicit language
requirements for all courses and programs at their institution in order to direct students in the
earlier stages of the L2 process to courses where the language demands are less intense.

* making current information available to counselors and advisors on ESL-related entrance

requirements at the next higher educational unit.
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» offering L2-oriented counseling and advising that addresses personal, as well as academic
issues.
* devising mechanisms for reviewing outcomes of counseling and advising L2 students.

» providing services for the special needs of international students (e.g., visas, work permits).

OTHER SUPPORT PRACTICES AND RESOURCES
Other support practices include peer and staff tutoring in ESL and content areas, specially

designed programs (bridge programs, cluster models, Puente Programs, EOPS), reading and
writing labs, learning resource centers, mentoring, and course progress reports (i.e., early

alerts).

All segments generally provide additional support services which are available to all students
and in some cases may be specifically designed for the L2 population. For example, tutoring
services provide students with out-of-classroom support for specific classes and needs. Many
institutions have tutorial centers that are available on either a drop-in or appointment basis.

These centers employ peers or staff tutors to work with students individually or in small groups.

Additional support practices available are the various specially-designed programs which
address academic readiness and assist students in the transition from one segment to the next.
Though differing in design, these programs share common features such as offering curricula
tailored to specific learner populations, adjusting the intensity of instruction, providing cross-
curricular focuses, and monitoring the degree of tutorial and counseling services provided. Some
examples of these programs are the Humanitas or “cluster” models at the high school level, the
Puente Project at the community colleges, the Intensive Learning Experience and Learning
English for Academic Purposes (Project LEAP) models currently in place in the CSU system,
and bridge or adjunct model and writing intensive courses employed in the UC system.
Supplementing these curricular practices are other “early alert” instructional practices which exist
to improve student success in courses. At the high school level, these practices take the form of
course progress reports (i.e., early alerts) issued to students at specified points in the instructional

process. At community colleges students having difficulty in their courses may be referred to
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assistance services mid-semester through a state-required follow-up procedure. In the CSU and
UC systems, mid-term notifications may also be used to alert students that their work is below

standard.

Other support includes reading and writing labs and learning resource centers such as
language laboratories and video resource facilities. In these centers, students can listen to or
view audio or video tapes of ESL instructional materials. There may also be archives of
videotaped content lectures which students can use for review purposes. Such centers assist

students in improving both language and content-area performance.

Another component of some programs is faculty, community, or peer mentoring in which L2
learners are linked with an appropriate individual who shares experiences and provides academic
and occupational guidance. The mentor may also provide an important link with the community

and reinforce counseling and advising services.

Though the above support practices and services are critical for the success of L2 learners,
they are not uniformly available across the segments. Several reasons exist for this condition.
First, availability of such services and practices is impacted by funding cuts. Second,
institutional priorities also play a role in both the scope and funds allocated, so that support is
available only when it is recognized as a need or mandated by policy. Even when such programs
exist, they may not have been designed with the L2 learner in mind, and the personnel involved
in the delivery of these services may not have experience, expertise, or training in working with
second language populations. In addition, as materials and resources used in these support

services may not have been designed with L2 learners in mind, they may be inappropriate.

EFFECTIVE PRACTICES for support services for L2 learners:

» providing readily available and accessible services.
* informing and encouraging students, on an ongoing basis, to seek out services.
» selecting peer tutors and counselors who reflect the ethnic and linguistic diversity of the

student populations.
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» selecting peer and staff tutors who are trained in effective tutoring methods, including those
which help students become more independent learners, and in linguistic issues that affect
student learning.

» providing in-service training to relevant personnel in the language acquisition process and in
issues involving cross-cultural sensitivity, as well as in techniques designed to make
communication with L2 learners more comprehensible, including ways to check for

comprehension.

FACULTY ISSUES
Faculty issues refers to the qualifications and policies pertaining to part-time and full-time

faculty who provide instruction for L2 learners.

QUALIFICATIONS FOR ESL FACULTY
In order for faculty to best serve the needs of L2 learners, they must be appropriately
educated in the discipline of Teaching English as a Second Language (TESL). Minimum

qualifications for hiring ESL faculty have recently been established in most segments.

At the high school level, in addition to having a secondary teaching credential, high
school ESL teachers must have a Language Development Specialist Certificate (LDS), a
Bilingual/Bicultural Certificate of Competence (BCC), a Cross-cultural, Language, and
Academic Development Certificate (CLAD), a bilingual CLAD (BCLAD), or an ESL
Supplemental Certificate. However, teachers may sometimes sign a teacher-in-training document
while completing a certificate, or they may obtain an emergency waiver if they have a
baccalaureate degree and have passed the California Basic Education Skills Test (CBEST),

permitting them to teach while they are enrolled in a teacher credentialing program.
Qualifications vary somewhat in the higher education segments, though a M.A. in TESL

generally serves as a minimum qualification. In 1987, the California Community College

Credential was replaced by the requirement that all instructors hold a master’s degree ESL
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teenagers Similarly, peer pressure from friends is another source of pressure that most teenagers
have to encounter in growing up. Friends can be a great influences, and not all influences are
positive. For example, some friends would ask their peers to smoke, steal, or do drugs.
Unfortunately, many teenagers conform to their requests due to their ignorance. By the time they
realize their errors, it is probably too late in the sense that they might have already committed
some serious crimes. I have a cousin named Eric who used to hang out with his nonchalant
friends that are not so motiviated. Eric had been a good school boy before he met his friends.
After couple months of being with his Street friends, Eric became a juvenile deliquent, and he

was arrested several times for his stealing and robbery.

Evidently pressures from school, parents, and friends can be a tremendous difficulty that

teenagers encounter in the process of growing up.

Commentary:

The writer has produced a competent essay that communicates clearly; it makes the most of
its five paragraph structure by limiting the topic to the difficulties caused by pressure. The thesis
defines the territory the essay will cover pressure from school, parents, and friends. The writer
proceeds to support each with one specific example developed with effective detail. The discussion
of the writer’s failure to satisfy his parents despite ever higher test scores is memorable. The

writer’s vocabulary is quite precise; he talks about his friend’s inability to cope with school work

and the invisible pressure applied by parents; as he stretches his vocabulary some words are used

less precisely such as nonchalant to describe Eric’s friends. Sentence structures are varied and

correct, the few grammatical errors are not serious, for example, I have not yet succeed.

Sample #9 Advanced Superior

The most crucial years in one’s life is when one makes the transition from childhood to adulthood. For
most people, these are the years of experiencing new things and testing one’s limit. These are the
teenage years where everyone’s opinion mattered except for you own. Teenagers have to deal with
many problems put forth by society, parents, and even the teenager himself. Teenagers cannot avoid
these problems they can either let these problems linger and multiply or be responsible and solve them.
All teenagers have problems, and the kind of adult they will be depends on how the teenager deals with

these problems.
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One of the things teenagers have to deal with are parents. During one’s childhood, usually
everything is done for you. Parents smother their children when they are young. But when it comes
to the point where the child is becoming too old, the parent has to make a decision on how much
responsibility should be given to the teenager. Some parents give too much responsibility, others
give to little. It is rare when the parent gives just enough. The way teenagers handle this
responsibility depends mainly on how they are brought up. Teenagers run into a problem when they
do not measure up to their parents expectations. It is hard for a teenager to deal with his parent’s
disappointment. Often teenagers become rebelious because they think that their parents do not care
about them. Parents play a huge role in a teenagers life, whether they want to believe it or not.
Another thing teenagers have to deal with is society. The teenage years are full of doubt and longing
to be accepted. Teenagers are insecure, and therefore, need assurance that they are okay as people.
Teenagers think that they need this assurance from their peers. Teenagers have this desire to be a
part of the popular crowd. It doesn’t matter whether or not they like the people in the popular crowd.
They just want to be included. This desire usually overcomes their sense of better judgement,
leading them into trouble. A society thrives on getting individuals to conform, and a teenager’s
desire to conform is what causes problems.

The teenage years is a tender time for an individual. That is the time when you are insecure,
so you look to others to assure you. The responsibility or lack of responsibility you gain from these
years fortells what kind of adult you will be like in the future. This why the teenage years are so

crucial.

Commentary:
This writer has produced a rhetorically effective text that though fully explores the teenage

years as a period of transition from childhood to adulthood looking at problems that teenagers

experience at home with parents and outside in society. The writer focuses throughout on the problems
faced by teenagers. While not using specific examples of teenagers who have faced problems, the
writer nevertheless gives examples of different kinds of problems that parents inflict on children and
problems raised by society’s pressure for conformity. The writer uses sophisticated vocabulary, for

example problems linger and multiply and parents smother their children. Sentence structures are

rhetorically effective including sentences such as, Teenagers cannot avoid these problems they can

either let these problems linger and multiply or be responsible and solve them. The essay is almost

error free but contains two subject-verb errors and a verb tense error (mattered for matters).

Punctuation is not only competent but used for stylistic effect, spelling is highly accurate.
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This writer has produced a rhetorically effective text that thoughtfully explores the teenage
vears as a period of A transition from childhood to adulthood,(@ looking at problems that teenagers
experience at home with parents and outside in society. The writer focuses throughout on the
problems faced by teenagers. While not using specific examples of teenagers who have faced

problems, the writer nevertheless gives examples of different kinds of problems that parents inflict

on children and problems.
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DISTINGUISHED SAMPLE
Sample #10 Distinguished

Teenage Problems

Adolescence is defined in the dictionary as the period of life between childhood and

maturity, yet in many people’s minds, it is a romantic phase of life. Several older people reiterate

the phrase, I wish I were young again! They are referring to the years when they were young,

daring and carefree, even to the point of irresponsibility. However, they are forgetting that what
in retrospect seems attractive was not a true state of affairs. In fact, the teenage years are fraught
with difficulties and unresolved issues that affect every person’s life.

The first and most basic problem is biological. As a person develops physically, body image
might pose psychological hurdles. Questions that often bother teenagers are simple ones like the
following: am I too short or too tall, too fat or too skinny. Moreover, at this time, some people
develop acne or other kinds of adolescent ailments, some of which do not respond to any kind of
medical treatment. Even freckles become a threat to a person’s good looks. In other words, accepting
the changes occurring in a person’s body presents a major challenge. Besides, this is the time for
hormonal changes to take place and again this poses severe adjustments in certain cases and/or
difficulties that make a teenager’s life miserable at times. This is when teenagers feel life cannot
contain them. They might develop mood swings and feel that nobody understands what they are
going through. In other words, changes that affect teenagers’ health are issues that affect their well
being.

The second problem teenagers face is that of self esteem. Adolescence is the time when boys
and girls are at the threshold of adulthood striving to find their place in the world. They have issues
with authority, which is one reason why they always seem to be rebelling. In essence, their sense of
individuality is at stake and in order to grow up, they need to separate themselves from their parents
or other authority figures. Hence, the teenage years might occasionally become a miserable stage for
both the children and their parents or even teachers because what is true at home is also true at
school. Actually, individuals start testing the power and ability to be their own person by setting
personal limits. Therefore, whether the teenager is behind the wheel of a car driving at 80 mile per
hour, staying late at a party and disregarding the parents’ curfew hours, or missing class and/or not
doing homework, the message is the same: I am free to do what I want when [ want it. Thus, the
more accepting teenagers are of themselves and affirming of their self-image, the more harmonious
their life will be; conversely, the lower the self-esteem, the more numerous the problems they will
have, something which may have far-flung negative implications on the future of these young

people.
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The final and most important difficulty teenagers face relates to peer pressure. Tell me

whom you talk to and Il tell you who you are is a popular proverb in my culture. This is why

parents are concerned about whom their children befriend and hang out with. Peer pressure causes
severe problems, one of which is drug abuse. It is a fact that the teenage years are a time of
experimentation and using drugs is a big attraction. A related problem is alcohol abuse. Fraternity
house infractions are cases in point. Teenage parties are likewise famous for the consumption of
both booze and drugs, so a teenager has to be very strong to withstand the influence of his/her
friends. The same is true of sexual promiscuity. In many instances, teenagers feel that they have to
bow to expected norms of behavior in order to be accepted by their peers although these are not
always in sync with what they have been taught at home. A good example of that is the TV serial

“Dawson’s Creek,” which portrays the lives of several teenagers and how they agonize over what

they should or should not do. In brief, the basic problem is whether teenagers should go against the
value system ingrained in them by their parents and sometimes religion or whether they should
embrace the new values put across by their peer group. Peer pressure, thus, becomes a fundamental
issue in the lives of many teenagers, causing grief and pain in so many cases.

In conclusion, teenagers face several difficulties in their formative years. Chief among them
are the issues of health, self esteem, and peer pressure. Surely, people who reminisce about the

wonders of being a teenager must have forgotten the anguish involved in the growing up process.

Commentary
The writer has clearly and effectively communicated with her audience, she has a distinct

voice and a clear point of view. The essay provides a thorough and thought-provoking analysis of
the problems teenagers face related to biological changes, self esteem, and peer pressure.
Although her essay falls into the five paragraph format, she has used the structure in a
rhetorically effective way so it does not appear to follow a formula. Her examples are detailed

and compelling. She writes that even freckles become a threat to a person’s good looks and cites

Dawson’s Creek as an example of how peer pressure drives teenagers to agonize over what they

should or should not do.

Her vocabulary is nuanced and precise: she refers to body image psychological hurdles and

severe adiustments. Teenagers are striving to find their place and disregarding varents curfew hours.

She displays sophisticated control of grammar and mechanics, her essay is polished and error free.
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V. SECOND LANGUAGE PROFICIENCY DESCRIPTORS
ORIGINAL OVERVIEW

The Second Language Proficiency Descriptors describe language proficiency levels in the separate skill
areas: listening, speaking, reading, and writing. The Descriptors have application both within and across
the segments of California education from high schools through the California Community College,
California State University, and University of California systems. The Descriptors give those who work
with second language (L2) learners a common language to approach the following areas:
* discussing the continuum of L2 proficiency levels
* developing or revising ESL curricula.
* evaluating tests.

* interpreting courses within and across segments.

The Descriptors were developed by looking at a variety of existing scales, ultimately including features
that seemed, in the opinion of project members, to describe the academic English language proficiency of

students within all four segments. They function in these ways:

* describing learners’ observable language performance.

* representing at a given level in a particular skill area, a composite view of a student’s
proficiency. Every trait listed may not match a student’s proficiency.

* identifying the beginning point for a level with the assumption that the skills below it have been

acquired.

The following issues are outside the scope of the Descriptors:

* They do not assume literacy in a student’s first language (L1). Literacy in the L1 is an important
factor affecting acquisition of reading and writing skills in English, but the degree of L1 literacy does
not need to be measured to apply these descriptors.

» They do not correspond to program levels--a single course may have to serve students at several
levels in some programs.

* They do not attempt to define whether a course merits credit or not.

* They do not replace institutional grading scales or rubrics.

As reflected in the preceding sections of California Pathways, some underlying assumptions about .2

learners should inform those who use the Descriptors:

JUNE 1995
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* Students in a particular program may reflect only a portion of the range.

* The time it takes a student to move from level to level may vary. Acquisition of academic English
can be an especially lengthy process. Although students may be able to carry on everyday, informal
communication much earlier, they may require ten years or longer to be able to function in an
academic setting. Progress tends to be much faster at the lower levels.

* Students acquire English at different rates. Acquisition rate is influenced by various factors
including first language background, motivation, age, and quality of schooling.

* A student may have uneven language skills. For example, a student may demonstrate advanced
speaking skills but only intermediate writing skills.

* A student may demonstrate different proficiency levels in a given skill depending upon task
required. For example, a student may demonstrate advanced proficiency on a narrative writing
assignment but only intermediate proficiency on an analytical writing assignment.

* Even at the advanced and superior levels, L2 users of English may retain some “accent” both in

speaking and writing that distinguishes them from educated native speakers.

These Descriptors provide a portrait of California’s L2 learners and as such represent an important first

step on the path leading to effective measurement practices.

JUNE 1995
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SECOND LANGUAGE PROFICIENCY DESCRIPTORS
LISTENING

NOVICE-LOW

has little or no ability to understand spoken English
sometimes recognizes isolated words and learned phrases

NOVICE-MID

understands some words and common social phrases

understands some short, previously learned words or phrases, particularly when the situation strongly
supports understanding

understands short phrases or sentences about topics that refer to basic personal information or the
immediate physical setting

can rarely keep pace with the ongoing message

usually requires repetition or careful speech

NOVICE-HIGH

understands words and phrases in familiar situations

understands personal interactions when the situation is familiar and strongly supportive
usually misunderstands the central message in extended speech

can sometimes keep pace with the ongoing message

often requires repetition or careful speech

INTERMEDIATE-LOW

L]

L]

understands familiar information in interactions that fulfill immediate personal needs
sometimes understands new information when the situation is strongly supportive

often misunderstands when information is unfamiliar or when cultural knowledge is required
can sometimes identify subjects and details when listening to extended speech, but often
misunderstands the central message

has uneven understanding of natural speech and often requires repetition or rephrasing

INTERMEDIATE-MID

often understands new information in brief personal interactions

has understanding that is uneven and generally affected by length, topic familiarity, and cultural
knowledge

can often identify subjects and details when listening to extended speech, but sometimes
misunderstands the central message

usually understands natural speech when the situation is familiar or fulfills immediate needs

INTERMEDIATE-HIGH

often understands new information in sustained personal interactions

sometimes understands speech on abstract or academic topics, especially if there is support

has understanding that is often affected by length, topic familiarity, and cultural knowledge

can usually identify subjects and details when listening to extended speech and rarely misunderstands
the central message

sometimes understands implications beyond the surface meaning

ADVANCED

often understands the central idea of speech related to professional or academic topics
often cannot sustain understanding of conceptually or linguistically complex speech
has understanding that is sometimes affected by length, topic familiarity, and cultural knowledge
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» often understands implications beyond the surface meaning

ADVANCED-HIGH

» usually understands the central idea and most details of speech related to professional and academic
topics

» usually sustains understanding of conceptually or linguistically complex speech

* has understanding that is rarely affected by length, topic familiarity, and cultural knowledge

» usually understands implications beyond the surface meaning

SUPERIOR

» understands technical or professional presentations and discussions in a field of specialization
* sustains understanding of conceptually and linguistically complex speech

» usually understands rapid, accented, dialectal, or regional speech

* understands implications beyond the surface meaning

* recognizes but may not always understand idioms, colloquialisms, and language nuances

DISTINGUISHED

» understands highly technical or professional presentations and discussions in a field of specialization
» understands rapid, accented, dialectal, or regional speech

* understands idioms, colloquialisms, and language nuances

* has listening skills essentially indistinguishable from those of an educated native speaker of English
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SECOND LANGUAGE PROFICIENCY DESCRIPTORS

SPEAKING
NOVICE-LOW
» can sometimes produce isolated words and a few frequently occurring phrases but may not use them
accurately

* demonstrates little or no functional communicative ability
* is usually misunderstood even by attentive listeners

NOVICE-MID

* uses vocabulary and short, learned phrases sufficient for meeting simple needs and for expressing
basic courtesies

» frequently pauses and may repeat the listener’s words

* speaks with some accuracy when relying on learned phrases

* speaks with limited accuracy when new vocabulary and structures are required

* is often misunderstood even by attentive listeners

NOVICE-HIGH

* uses concrete vocabulary that relates to familiar topics

* can ask and answer simple questions and initiate and respond to simple statements

* can participate in a brief face-to-face conversation on a familiar topic

* sometimes recombines learned material in original ways with limited grammatical accuracy
» often uses language that is not situationally or culturally appropriate

* is sometimes misunderstood even by attentive listeners

INTERMEDIATE-LOW

* uses basic concrete and abstract vocabulary

» uses a limited range of grammatical structures correctly

* can maintain a face-to-face conversation on a familiar topic

* occasionally expresses original ideas with limited grammatically accuracy
* sometimes uses language that is not situationally or culturally appropriate
* is occasionally misunderstood even by attentive listeners

INTERMEDIATE-MID

» can perform basic communication tasks in many social situations

» often demonstrates awareness of target culture by choosing language appropriate to context

* begins and participates in simple conversations on topics of interest

» can provide added detail or rephrase message to facilitate conversation

» over relies on familiar grammatical structures and vocabulary to communicate message

* has a basic functional vocabulary; attempts to use more academic vocabulary may result in
inappropriate word choice and awkward phrasing

» can usually be understood by most attentive listeners

INTERMEDIATE-HIGH

* uses a variety of concrete and abstract vocabulary, sometimes inappropriately
* has control over many basic and complex grammatical structures

* can communicate in most social situations, though not always accurately

» can provide added detail or rephrase message to facilitate conversation

* usually uses language that is situationally and culturally appropriate

» can usually be understood by attentive listeners
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