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PREFACE

A geries of reports has been prepared to describe the methods, findings

- and recommendations of this Study. A technical reporc for each of the three
phases of the Study--Phase I: Mail Survey of Service Providers; Phase II:
Program Site Visits and Community Surveys; Phase III: Loagitudinal Study of
English Acquisition—as well as thix final summary report {(the Public Report)
aze available through the Educational Resource and Information Clearinghouse

(ERIC) and through the Refugse Materials Center, U.S. Department of Education,

Region VII, 324§ Ellvnneh Street, Ninth rlnor, Kansas City, stsou:z 64106.

This Study was cacried out as a team effort by the Literacy and Language

Progras at the Northwest Regional Educational Laboratory. Rey staff included:
b

Stephen Reder, Pro & Ri

Lead role in the overall design of the Study, in developing the
methodology for Phase II, the methodology for Phase III and analysis
of Community Survey data. Assisted with program visits and analysis .
of classroom observation and Longitudinal Study data.

Mary Cohn, Phase II Ceordinator

Laaé role in planning, conducting, analyzing and writing up the
program visits and classroom observations. Assisted with
interpretation of Phase I and IlI data.

Judith Arter, Phage III Coordinator

i.ead role in planning, conducting, analyzing and writing up the Phase
III Longitudinal Study and analyszing the Phase I data. Assisted with

Phase :pr:ngram visits.

Steven Nelson, Phase I Coordinator

Lead role in planning, implementing, and writing up the Phase I Mail
Suzvey. Assisted with program visits in Phase II.

Randy Ng;san

Conducted data analysis of the Phase II classroolr observation data.

" Rilliam Hadley

Assisted with conducting the Phase III Longitudinal Study and with
the write-up of Phase Il.

Rogalind Hamar, Lucinda Wong and Raren Green

Assisted with program visits in Phase II.
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Susie Barfield - s 3

Responsgiblie £n§-support services and material production as well as
assisting with project management.

The staff would like to acknowledge the many individuxls and pécgrans R
wvhose cooperaticn and assistance were invaluable to the Study. Pirst are ¥
several groups which are s¢ large that we cannot naxe all of their members:

o the bhundreds of program adai..istrators who took precious hours away .
fron alresady pressing schedules to coumplete the mail survey -
questionnaires; ' :

o the four hundred faniiie: who allowed us to come into their homes to
complete the community surveys in the Minneapolis/St. Paul, Denver,
Stockton, and Ssattle a:t;s;

o the teachers and students in the 120 classrooms who allowed us to
come in and observe their classes on several occasions;

o the hunnraus refugees who participated in the standardized testing
- during the Longitudinal Study in Portland, Deaver, San Diego and
Cklahoma City:;

o the many part-time bilingual staff who assisted us in conducting the
program visits and community survevs in Seattle, Stockton, San Diego,
Denver, New Orleans, Kinneapolis/St. Pzul, Oklahoma City and
Arlington County, Virginia.

In addition to these many important but unnamed individuals, a number of
individuals and organizations who played an important role in this Study must
be added. They are:

W

Phase I

hdviso:z Boaré Members:

Jerry Burns
Thomas Dieterich
Thokas Gilligan
Jim Pullen
Joyce Wilsen

Phase II
Consultants:

Jamnes Nattinger
Joyce Wilson ;

vi




Pield Test sttegz

Kathy Ali, BEET/ESL Program
Committes of Spanish Speaking People of Oregon, Portland, Oregon

Nancy Bennani, Refugee ESL
Portland Community Cezzcgq. Portland, Cregon

Tou Meksavanh, Refugee ESL
Mt. Hood Community Coilege, Portlang, ategon

Carrie willon. Women's Program
Indochinese Cultural and Service Center, Portland, Cregon

Joyce Wiison
Chemeketa Community College, Salem, Oregon

L

Study Sites:

Donn Callaway
Griffin Business Ccllege, Seattle, Washington

Rachel Hidska & Duang Dunning
Seattle Central Community Coliege, Seattl c, Washingtan

Joyce Kruithof
Edmonds Community College, Lynnwood, Washington

Delight Willing & Sara Hogan
Renton Vocational/Technical Institute, Renton, Washington

Faith Boucher & Joy Doraan
Stocikton Catholic Charities, Stockteon, California

Mary Ann Cox, Martha Rice, & Jane Casserley
San Joaquin Delta College, Stockton, California

FBarbara Douglass
Indochinese Orientation and Euployment Program
Centre City Adult School, San Diego, California

Autumn Keltner, Leann Howard & Gretchen Bitterlin
San Diego Community College, San Disgo, California

Janet Guumoe

Adult Bducation Tutorial Program & Southeast Metro Board of Cocperative

Services, Denver, Colorado

Arvin Lankanau
Aurors Public School District, Aurcra, Colorado

vii

s . . L e - N o R S oy S s
e AV e am v omm A a Ay e aTiem e B TV ST T L T i t'd .

>



Marilyn Weir
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Ron Handley & Diane Pecoraro
Minneapolis ?m;c Schneh. Lehman Center, Minneapolis, Minnesota

Pat Hattaberg, Adnlt Homemakers Progran
St. Paul TVI, St. Paul, Minnesota

Vvang Sing, Bducational Coordinator

Lao Family Cosmunity Association, St. Paul, Minnesota
. \ \

Ken Truitner & Janise Rowecaxp

International Institute of Minneswta, St. Paul, Minnesota

Nguyen Dinh Thu & Charles Muzny
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Elaine Baush, Helen Range & Xenneth Plum
Fairfax County, Adult Bagic Education, Falls Church, Virginia
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Montgomery County Public Sehools, Silver Spring, Maryland
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Takosa Pack School, Takoma /Pm:. Maryland
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Parkland Junior High, Rockville, Maryland
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District of Columbia Refugee Service Center, Asscciated Catholic
Charities, Washington, 2.C.
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Arlington County Public Schools, Adult and Career Education, Arlington,
Virginia
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Catholic Resettliemsnt Office, Denver, Colorado

Nguyen Dink Thu
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-

And finally, Allan Gall of the U.S., Office of kefugee Resettlement, who

provided continual advice,

Study.

|

To all of those who helped Qhe Study, thank you very much.

this help, errors were no doubt nadc.
the authors alone.

:uppﬁrt and encouragexment to staff throughout the

Despite all of

If so, they ace tho responsibility of

we hope that future refugees who come to the anitcd States will saaehew
benefit froam these efforts aa thcy go about learning English.
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INTRODUCTION

h E:ﬂ ,I,,v;.i‘,«’,? ;?4 L

Eégggrgmg&
In recent years, rsfugee ressttlement poliicy has conkidered English

oy w A g

S ‘Z‘i o

proficiency to be a crucially important componsnt of effective refugee
resettlenmsnt. Rassttlement agencies and refugees xiike also identify lack aﬂi

Baglish as a major barrier to successful resettlement. The ngld Ear re£ﬁéees

!
K ”m R

arriving in the U.S. to use Znglish iz pervasive and imnediaﬁu.'tcachinq'into
!
every aspect of ressttiemsnt from social adjustasnt to emplcoyment: Problems
a

in learning Enylish have become a3 metaphor for the myriad difficulties

[

refugees face in the United States, =0 such so that refugess commonly say that :
| L ’ i
the largest obstacle they face in the United States iz "English.” As an clder- _

refugee put it, “Other people, English speakers, see¢ the wiole world. I only

see half of it. I am like a blind man learning to see."

o
e - P
A ‘,4 AP PN
BT NPy PR S

The puzpose of this project has been to investigate the language learning

tug e T

experience of recently arrived Scutheast Asian adult refugees, pagticularly

2ot

those with little previous education or ixpu;u:n to Western culture, and to
Jetermine the factors which contribute most to their successful Englisa
acquisition. Although the project has £ocus§d pziaa:ilchn the effectivensss
of English language training programs funded $y the Office of Refuges n;%
Resettlement (ORR}, the study also looked at the context of\i:nguagc A
acquisition, considering the pre-~entry and eurrénﬁ\;ctettlcncnt sxperiences of ~:L‘
refugees. Because refugees bring a wi&o range of 135- and language
experiences with them to the classroom, a broader lanjuagye acquisiticn context
provides a more meaningful perspective from which to view the extent, nature,

and effectivensss of English language training programs throughout the count:yQ




Betwean 1875 ~.mm‘i the end cf 1981, over half a million Southeast Asian
refugees had entered the t‘:ni_ud States in the aftermath of the Vistnimese war;
& large proportion of these relugees have subsequenuy pazticipated'ia Englis;:

language training programs. Over 300 English language training programs for

. sefugess vere funded by ORR in FY 1981 and 1382. These Prograns were located

]

in all but one state of the nation. The rapid influx of Southeast Asian

- refugees during mn years has msant that existing English training programs

have had to adapt Quickly to the increased demands of numerous new students,
and in some cases, ptéé:m were crested espccm;y for smthc_ast Asian
refugees. Nany utﬁgns who a:rived in 1979 and 1980 had little previcus
education, literacy skills, or exposure to Western society; these refugees
presented new challanges to English programs previocusly geared toward training
the more educated, urbanized refugee and imzigrant gtudent.

Changes continue to take éhcc in the mmh‘u'and.ty;p‘es of new students
entering programs. For example, more students than in p:gvinus years
participate in English language training in camps before .t.hcy enter the United

States. Ther2 are fewer new arrivals ww tnan 'bnfa:n. . The present study is

ORR's first attempt to cbtain a couprehensive picture of the English Imguagé '

training programs supported under the refugee resettlezent prograz. Although
this report presents only a snapshot in time of English language training for
refugees, particularly for those with little educational background, it is
hoped that the results of the project will cla:ify some on-going issues in
English language training for adult refugeex and migrant groups, and inform

future policy regarding English training for :ctugecs.

e
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T~ .Project Methodology
The Study of Refugee English Language Training (SRELT) project was

conducted in tk:ec distinct parts or phases. Several approaches were used in

" the various phases to pxévidn both a cnnpzchensivn overview of refugue English

language t:azning throughaut the nation and wore ;n-dcpth inforaation on the

context of :efugac English language traioing acqnisx:ion. The varied types of

data collected in the phases offer divn::q but gqnﬁ:ally conve:;igg
perspectives on the cagple# issues of refugee English acquisition.

. In Phase ;. af;ail survey gathered comprehensive program, state ané
:egiengl-data on the adniﬂistz#ticn, extent, cost and outcomes of refugee

English language tr~ining. In Phasge II.fgn-site progran and ¢classrocs visits

'p:ovided detailed information on the workings of a sample of programs, as well

as perspectives on English language training from students, teachers and
aéninxst:atozs. Phase II household surveys collected self-report data on
individual rctugecs' Bnglish language acquisition, program, participation and

dcnngraphic characteristics. In Phase III, & longitudinal study was

. conducted. A standardized testing instrument was used to measure English
. . : 3

lanquage proficisncy gains of a selected ca&a:t‘af-:ccentlyéarrivid refugees
over a six-wonth period. ‘ ‘

The Study of Refugee Ehglish Language Training project was conducted over
a'pe:icd from October 1981 to June 1983._ The smethodcology is suuna?ize& below

in short descriptions 6£ each of the phases of the project.

i~

Phase I: Mail Survey of Service Providers

Phase I conducted & com..ehensive mail survey of local ORR-funded English
language training service providers. The purpose of the survey was to gather

dnnc:iptivu and qualitative information regarding the extent, nature and cost

3 14
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of ORR-funded English language training programs across the nation and toc

..;'4:;1 o .f’l’ R

identify factors perceived to be related to successful English language

training. Since this ph&sc of the study was concerned with the extent of

i

services in the nation,'a c-n:us-:athc:‘chap a saple approach was ﬁse&. Two
. hundred tnirty-twb or 7;% of the 327 1°=¢1 ;erviqc providers funded by ORR

returned survey questionnaires. rhe.qwcrall :ctu:n‘:;:c.fat the £ifteen

statci having the largest refugee populations was 70%, :ctlneting'é relatively

substantial representation for these sites; findings from the survey san be

TR RS S

consido:ed‘épite geyrescntativn af"éofugee English language training prograns.

.
3
%

« .
e

»

-~
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T

Phase II: Program Site Visits and Community Suzvevs _ S - 3

Phase II consisted of two major components: intensive on-site visits of

.;}x- E

22 selected prag:aaslin eight metropolitan areas, and infhnnn su:veys-of
¢ approximately 400 refugee hausoholds«iﬁ four of the eit$e: in which programs

- were visited..~ The purpose of the site visits, conducﬁnd in the Spring of
1982, was to learn about the nature and quality of Engiish language training
currently availahli to newly arriving. Southeast Asian refugegs. These on-gite

| obssrvations were éssigned tc review a sample §£ English training programu
representing dittefent resettlemsent contexts gnd a range of institutional
types and‘app:aachcs to teaching English. |

Program site visits. Project staff visited pragr#ns in Northern

'Virginia/Wasbington DC, New Orleans, Gklahoma City, Minneapolis/St. Paul,
Denver, San Biego, Stockton and Seattle. These areas were chosen to represent
a wide range of resettlement contexts, including varying degrees oﬁ/rcfugee
impact on the area, employment rates, public assistance policies gnd types of

programs available.

15
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The program visits consisted of extensive élnsg:cem observations and
discussions with administrators, teachers, and s;;dentsngron each p:eg:#m.
Staff talked to 32 adninistzato:s. over 100 teachers, and over 400 studen#&.
gathering their vinw;\ep in.cg§vc Engiish language training for refugees, |
:ﬁasqns for participation ané'nén—pa:ticipation..énd strategies for learning
and tnachins English.

The classroom obsezvations, however, were the uin' focx_x:- of the site
visits; Since the primary target of the SRELT project was recently arrived

Southeast Asian refugees, in particular those with little educational

 background, we visited the twc'iéﬂnst lavels of the program, and the gecon& to

highest level. Vocational programs and academic programs are the:efard
purposely unde::ep:cigntoé in this phase. In most prog.ams, two separate
sections for each level were observed, making a total of six cla#ses per
program. Each class was_ehstrvud for one hour on three separate days, using a

highly structured observation instrument which recorded in detail teacher

- approaches and techniques and student response.

Community nurvevs, In designihg the ovérall SRELT atudy, :t became .clear
that isscssinévthe inpac:-of Eagiish language training requires infotn#ticn
about -both prograu par*icipants and non-participants; contzolled canpgtisans
of tbe English proficiency of English language training recipients and
non-recipients were needed ta assess the inpact of programs. Surveys of
Southeast Asian househclds were thp:nfa:c conducted in four of. the éight'

cities in unich Englinh language training (ELT) programs were visxged. i

Minneapolis/St. Paul, Denver, Stockton and Ssattle. These su:vnﬁ}‘were

!
designad to: /
: f
(1) provide backgrounn demographic information about the refugee

communities being served by English language training programs;

16



(2} gather information about English language training service
utilization in these communities; and

{3} xeasure dlvclcpugnt aflrefugees' English language proficiency.
anourcé constraints ncccilitaénd a ssall, relatively simple survey; no more
than about 400 households could be nurvekede apgraxinately 100 :n-eaéh city.
Because of this li=~iied asample size, all Southcaée Asi&n refugee groups could

Th:ec graups of refugeas were thﬂ:efazc selected:

|“(:

*bni:nd States less than three years. These residence

requirements were inposed to fequn the survey on adults most likely to have

been served by current English language training programs for refugees.

of English Acguigition

Phage ZIl: ilongitudipal St

The pucpose of this phase of the project was toc measure
language acquisition by Southeast Asian refugees under different resettiement

the differences in

contexts; results were amalyzed to illuminate hnw‘individual background
characteristics, work experience and participation in Bnglish language

training in the United States combine to foster acquisition of English.
Phase III was designed to ;nvestig;te the relative *fficiency of English

language t:aining and employment in promoting Raglish skills for new .

Conducted between October 1882 and May 1983, Phase III was 2

arrivals.
for tland ’

longitudinal study of a total of 400 refugees in four cities:
Stﬁdy participants wera chosen

Oregon; San Diego; Denver; and Oklahoma City.

through local voluntary agencies (Volags) and were all recent arrivals, having

£

been placed by the Volags in the United States bDetween January and March 1982

°17
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or between June and August 1982. ?nreicip;ncs were given thclsasic English
Skills Test (B.E.S.T.), a languasclyzofieigncy test dcsigncd by the Canter for
Applied Linguis:i&t especially Sa; use with adult refugee language learners.

Six months after the first test was administered, participants were called

back to take a post-test, again the B.E.S.T. PFor each participant,

[ R A

inforaation on p:iot‘aducatiennl and languago cxporicnctk as well as
ressttlement experiences was collected, including information related to the
major variables beaing cx;-inndé 8nglish language pa:ticﬁpa;ion and
cnplexgcnt. Of the original 400 tested, 308 in&i§iduals rctg:ncd for the "

- \

N‘t-tﬂsto | ‘.\

\
NN _ Organization of Report

The SRELT Public Report which follows synthesizes the nost'inpertaut
findings of the three ph#scs of the préject outlined above. The report is !
organized by issue or topic rather than by study phase. Wherever possib%:.
the d‘t; on which conclusions are based are referenced so that interested
readers may tcgst to these documents for further details.

Chapter II discusses program avai@ability and student yarticipgtian. It’
focuses-fi:st on the range and extent of sc:vicis available for refugcesg thol
types of programs and the costs and :asou#cnq of'pzagtas'oyczaticn. The
second part of this chapter explores the refugee participation in English
language training, briefly presenting data on English training tifugccs have
had in their native countries and in refugee camps, then looking in greater
depth at participation in refugee English language training pgnqrams in the

United States. This chapter, as well as the following chapter, should be of

particular interest to those involved in refugee resettiement policy planning,

718




as well as those directly involved in English language training program
planning. | | }

Chapter 1III pgcscnts pzaject'fin&;ngs relating to refugee English langugge
'acquisition; in the firﬁt part of this chai-tet, we 1look at the overall aduit
refugee language acquisiﬁien. with particular attention to the background and
resettlement contcae\facta:s which are related to acqu;tzng English. In the
second part of the eh*ptor, the impact of refugee English language training an
Engxilh acquisitien il&éil@nS‘ld and coupared with the apparent effact of
eapioyment on acquisitinn. - | : - :\

Chapter IV tecuscs on inst:uction. Ii:st desc:ibiag the inst:uctional
features of programs which participated ;n,the Study of Snfugee'Englxsh\\v
Language Training, then discussing some aspects of el ctive English lanéqege
training for refugees. Both program ad-inisezaeezs and ?efug-e Bnglish . ‘
language teachers shauld ‘be interested in this section of the report. |

The final ehapte: of this report sunnazizas the msjor conclusions of tne
project, discussing iaglicaeians and aaking reconmendations for resettlement
policy at the £edn:al_in§ local level, for program planning and for |

instructors.
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PROGRAM AVAILABILITY AND PARTICIPATION

_ - Ranyge of Programs and Services

An initial é@lk of tae project wasAtn compile a cosprehensive list of
axnsfundnd providers 02 Bngliih language training to adult refugees. Based on
the infarnatipnvpravidad‘to us $y State Refugee Coordinators, there were 327
| service providers :Qcciving Qaa.funéi who otfcrcd.ﬁngliih,lnnguagn training to
adult refugees during ¥Y 1981 or FY 1982. Tnis study focuses p:inarily on
these ORR-funded programs, which make up the najbrity of programs providing
English language training t¢ aduit refugees. ‘fhere are, of couzrse, many other
public and private efforts ranging from large =§nnupity colleges to local
volunteer prograss which alsoc provide English languégc ::ain;ng to refugeas.

Extrapolasting enrollsent figures from Phasé I Survey respondents, we
estimate that xcs.asu.:efugees ig:e enrolled in ORR-funded Engiiah laﬁguagg-'
training during PY 1982; during that same year 97,355 refugees éntered the
U.S. Local pzograns cn:c;leé a median of 190 refugees in FY 1981 and 177
refugees in PY 1982. /This slight drop in encrollment is not reflected in a
cogparison of median attendancs reportdd‘in the Phase I Kail Survey:
attendance remained :clatiénly stable over the two years.

The survey of local service providers indicates that institutions which
offer English language training vary widely in‘typn and size. About one-half
afxtnn p:og:ais are part gf secondacry school adult education prograss or
ccn@nnity colleges; the remainder arc‘bauscd within many different types of
puhiic and private non—prnfit.c:ganizations. About twn—thirdg,ofithc
a:gadizations providing Bnglish language training to adult tefugeaé had

provided ELT to other groups before the arrival of large numbers of refugees.
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Table II-1 shows other major services p:ovédcd to :ctuqucs in ORR-funded
BLT programs. Programs have proveqéguite £lexible in meeting the language
training damands ot'large numbers of refugees. In fact, EOSt programs pxoviée\
a range of luﬁp@:t acrvicds to idult refugeses in a&ditinn to language
training. Table II-l illustrates the breadtih of multi-service provi;ion. For
SXAmpie, 40.2% of the ELT programs aiso provide transportation, 68.3% provide

v career counseling, stce.

~ Table Ii~1

OTEER SERVICES PROVIDED BY PROGRANS OFFERING
ENGLISH LANGUAGE TRAINING IN FY 82

{€cqm Phase I Mail Survey)

ns= 224

+,
y
|

Service \ Percent of Rggggggggta

i

Orientation 75.0

Intake and assesszent 72.8

Career counseling : . 68.5
Prevocational training 63.4

' Translation/interpretation , 62.9

Job placement : 59.8

Socsial adjustment 58.5
Outreach/referral S8.0
Heglth care provision or referral 54.0
Vocational training 45.1
Transportation : 40.2

- Hfome management ~ 37.9
HBousing referzal , 34.8

Child care ‘ 24.6

T , Nental health counseling 24.1
4 Sponsor training ' 21.4
Legal assistance 13.8

Other services 25.4

i0 21

B S P i RN L

i b il T e G e i

GoL T gkl el



Cogts and Resources P

According to the Phase I Sﬁ:vuy.‘nnre than 98% of the fiscal resources for
refugee English langusge training programs came from the Office ©of Refugee
ncscttlc-nné. Since the survey included only programs receiving gome ORR
funding, programs which may have besen training refugess without any ORR
support were not cepresented. Adult Basic Bducation (ABE) funds. were the most
CORBROD suu:;i of additienal funds £or Saglish language training, with about
half of th‘ service providers :iceiying.hss funds. Overall, the ORR funding
per program had a median value of $56,110 in'?¥ 1581 and $45,621 ia FY 82. It
is estimated that $29,201,062 in ORR funds were expended in FY 82 for ELT.
This means that cboutvcai of the FY 82 ORR social service doilars
{$67,571,000) were directly applied to refugee English;language training.

Median reported cost per student instructional hour was $2.00 in PY 81 and

- $2.31 in FY %2. Thpuéh the qhsolutc'cnat has increased somewhat over the two

years, the increuse is :ciativalg sna&l‘aftn: the high general inflation of
that period 5- considered. In soxe éms an increase in costs may be . ‘
asésciated with increase in instructional costs, such as teacher salaries or &
decrease in class size. Table II-2 shovs the distribution of cost per student
instructional hour in PY 1982. Although there is & wido range of reported

costs, nearly 60% of tne programs reported costs under $3 per student hour.

\ |
Classroom observations conducted in Phase II indicate that official enrcllment

and actual attendance tend to differ, with actual attendance substantially
lowsr than enrollment. Administrators should be aware that this discrepancy
say distort calculations of costs per instructional hour based on enrollment
rather thun attendance figures. |
Program administrators interviewed during on-site visits to 22 selected

prograns identified the uncertainty and unpredictability of federal funding as

i1l
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a major obstacle to effective program planning. Short-ters funding cycles,
they said, make it difficult to retain expert teachers and to make long~ters
1}
1
planning decisions. Nevertheless, most prograns reported in the Mail Survey

that ORR funding has enhanced the overall guality of their t:aining-

Table II-2

. NORNATIVE DISTRIBUTION OF THE COST PER
RKREFUGEE STUDENT INSTRUCTIONAL HOUR IN PY 82

(ftas Phage I survay)

n = 150
Cost Per Student Instructional
Hour 4 ~ Bercent of Programs Cumulative Percegnt

Less than $1.00 10 : 10

$1.00 to $1.99 27 ' 37-

$2.00 to $2.99 22 - s9

$3.00 to $3.98 S 68 ‘
$4.00 to $4.99 7 75 ,
$5.00 to $5.99 2 77 ‘
$6.00 to $6.99 1 78

$7.00 to $7.99 2 79

$6.00 or more ' 33 100

&

Programs have exhibited much flexibility in responding ga'thc vicigsitudes
in program funding. - Discussions with progras adliﬁistratorl indicate that
programs are constantly seeking ways to make the best use of available funds
and to lessen the impact of short funding cycles and funding cuts. For
exanple, mAny prograns Save forlld consortia with other local programs to
avoid éuﬁlieaﬁiaﬁ of sa;v;cas: some have cut class hours but retained the same
class size; others have opted to offer fewer and larger classes but tc keep
the sawe number of class hours. A few institutions have actively expanded the

volunteer component of their programs, using VISTA volunteers or students from

i2
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1¢cal universities to aupplement their pcid“ttaehinq staﬁf. Others have

cosbined funding scurces to assure continued traxnan for staécnts vhose

‘eligiblity for ORR-Zunced ‘training has lapsed.

T b4 13 I fdual R race sistxes

In all phases of the study, ind;viéuax background ehgzaatczisticz wes 2
found to exart a.powurtul infiucncc on Englizh language training and
acquisition. Throughout this report, the effects of variables such as age}
sex, education in the native céuntry; 1£ec=acy..¢nd bilingualism will be
considered. Southeast Asian :c:ugces are natl; ha;ageneous group,
historically or culturally. The refugees entering this country differ widely
in previocus education, literacy skills, &nd prev;eu: English language
training. ¥or exasple, both the Community Survey and the Phage 111 Gata
indicate that at all ages, wen have had considerably more education than their
fenale pesrs: Men average 6.4 years of education whereas women average 3.7
years. Younger people have had léro education in their native countries than
their older counterparts, reflecting the recency of populiar education in the
countries of origin. Varicus population groups have also differed in their

access to education and literacy training: For exaaple, the Comsunity Survey

- found an average of 1.3 years of prcvious education for Huong adults coapared

with 7.9 years for Vietnamese adults. Other characheristics are distributed

differently. For exanple, the Hmong show the highest rates of bilingualism in

languaces other than Baglish.
Rsfugess® background characteristics emerge as important predictors of
their participation in English language training p:agrans.lclasszaan behavior,

and English proficiency levels. Care has bsen taken in the analyses of the
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Southeast Asian refugees have had any ELT in their native countries: 178 of

\ ¥

various data sets to isolaté the effects of each variable, since SO many ”f
background characteristics are themselves highly intercorrelated. Details of ;
these analyses will be discussed in the £eli¢wing sectioné. and further i
information is available in the technical reports. 3
Previous Engiish Language Training ' F

in Country of Origin and Refugee Camps :

English language proficiency at the time of U.S. sntry turns out to be an -

important predictor of proficiency levels attained later and perhaps of
refugees' eventual economic adjustment as well. Analyses of both the Phase II

Community Survey data and the Phase III data indicate that, not surprisingly,

- ELT prior to U.S. entry is the sajor determipant of proficiency levels at

entry.
Thers have been two sources of pre-entry ELT: in the country of origin

(usually as part of schooling) and in the refugee caumps. Relatively :cw

the Community Survey sample and 24% of the Phase III cobort. ‘GThe higher
tiguxe for the Phase III group is due to their higher level of education.)
Those who did receive scos ELr.in their native country tended to be the
educated, the young, and, disproportionately, zen. BLT in thc‘naeive

countries was generally substantiazl: Those who received some training

caported receiving an average of over 500 hours.

Until fairly cecently, access to BLT in refuges canps was a;so quite
jimited im much the same way. Among Comsunity Survey participants, wio we
recall had entered the United States between mid-1979 and mid-1881, only 108
received any ELT in refugee camps. Those fev individuals who did receive ELT

in camps tended to be the same individuals who had already had BLT in their

16 |
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countries of origin--the educated, the young and thc'ynn. During this period;
then, pre—-entry ELT tended very strongly to be an extension of Southeast Asian
- schooling. | | ‘

As the camp programs funded by the U.S. Department of Stace moved :nto‘
high gear, access to ZLT drasatically widened. Over three-quarters (768} of
_ the Phase III cobort, which had entered the United States during the firsk
Balf of 1962, Rad received some ELT in the caxps. Thus, in a short pericd of
tinn._acccss to pre-entry ELT had changed from an extensiun of training in
Southeast Asia to'a precursor of post-entry ELT in the U.S.

These :gccnt increasss in pre-entry English language training have
planning implications for programs which have previously been serving refugess
who had very little previous Banglish training. xnercgsgd'caip t:aining '
particularly impscts the lowest levels of inst:uction.'iPrquan teachers

interviewed on~site uften commentec that students in entry l.vel classea

appear better prepared now than students who arrived in previous years.

Participation in English Lanquage Txgxn gg Progran
in_the Uniteﬁ States )

Findings from both the Comsunity Survey and the Phase IiII ncnsigudinal
Study show that a very large majority of the adult refugee population takes
parct in Bng;&;h language training in the United States. Nsarly th::n—qvaréiré
of the Community Survey population (the group which had been in the United
States between one and three years) have utilized English language training.
Those who participated in post-entry ﬁraininq'tcpertné receiving an average o
slightly less than 700 instructional hours in éhcls.s. In tﬁo Comnunity
Survey, there is little overall difference among either the four cities

surveyed or among the three population groups studied in the percentage served
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or the oimber of hours of English language training received in the United

States.

“Refugee cnatgctoéist‘g and P gggg Participation
nﬁtcrmu in English language training pa:txeipatien in the United

Stnt:u esecge with respect to age, ‘sex, and educationsl background. There is
little apparent change in utilization °£. language training dervices among
mxvi&mu u; to the age ci 50.' Among t.hose 3¢ oz older, tniniag‘
utili:zation deciines npidlyj pa:ticululy aftc: 60. In .12.1 age groups, sen

. utilin English language tninmg mnore than woisen da. Overall, 81% of men vs.
678 of women have attended. This gender dxffumge is partipularly striking
among the older groups. Table II-3 illustrates utilization by age and sex,

based on the Community Survey data.

Table II-3
ENGLISE LANGUAGE TRAINING IN THE UNITED STATES

By Age and Sex
(Prox Phase II Coxmunity Survey}

Per Capita Instructional BHours LSe:ved
Age Homen  Men = AlL Komen  Mem ALl
20-29 411 714 573 70 86 73
30-39 £96 630 567 78 . 85 82
40-49 431 672 558 72 -84 78
56~59 195 421 303 47 74 61
60+ 44 125 83 10 26 18
ALL 390 622 512 67 81 74
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Community Survey dats also show di:tg:onccn in utilization by edu;at;onal
status: ~Annng those individuals who have taken gome Engiish.language training
in the United States, :hose.with~§ane previcus education received an average
of 38% more hours of inatruction than those with nc previocus education.
Individuals with previous schooling are laruilikely ﬁa pazticipgtc in Bnglisk

language training, and also stay in programs longer. This may indicate that

Frograms arcre béttck suited to the needs of nducttcé'(et literate) :linntnlc:.

this possibility will be further expiained in subsequent sections of the

report.

Time in the United States
Rnsnlts from all three phases of the study dugggst that refugees enroll in

English language training programs soon after their arrival. Pa:ticipants in
the Phase III ygngitudinal Study show a've:y high rate of participation in
English language training witbin even their £irzst three months in the U.S.
The Phase I Mail Survey indicates that more than half‘of refuges students
enrolled in local programs had arrived within the past tun;vc months, and |
nearly one-third of the . udents had enrolled within six months after their
arrival in the United States. Of the more than 600 randomly selected students
from the classes observed in Phase II, 60% indicated that they had beén in the
United States a year or less; 80% had been here i8 months or less.

Despite these clear patterns in participation, multivariate analyses of
Canuhity Survey datg are able to account for only 14% of the variance in
individuals® participation in terms of thuia variables. The strongest
predictor of utilization i{s time in the United States. The longer & refugee
has been here, the more likely he or she is to have participated in ELT.

Lower age and greator literacy ability are also predicga:s. indicating that

P o
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older ané nonliterate students are utilizing ELT less than their ycuaggg»and

S

literate peers. Similarly, even after effects of other variables are held

| constant, analyses show-thae more men attend ELT than women. As we will see
below, situational variables not measured, such as the availability of chila
care, the compatibility of class schuﬁules with working hours, etc., are

-

likely to be intlucncinq BLT utilization.

Profile of Student Chagacterigtigs

The pfcching gsection has considered some of the ﬁactafq affecting progras
participation. Before éiaéulsing issues of program effcgtivnncas.‘sk may be
helpful to profile the students aétu;;ly attindiﬁg‘g:cg:ans at the tinme oﬁ the
study. Table II-4 displays the characteristics of students en:elled_in t;u

232 programs responding to the Phase I Mail Survey, a picture which agrees

with the profile, also shown, of the characteristics of the students in the 22

programs in which Phase 11 classréan oﬁée:vatiana were conducted. As thel

table shows, the large majority of students are bcewncn‘z& and 44, and
slightly more men than women attend gtqgranx.(-sthnic gfcups are rqp:esented
in about their proportion to the refugee popglatian as a whole. Frograms are
serving many students with limited cducatienai_backgraund-ﬁill over half have
had six years or less of previous schooling. Finally, the table shows that
most participants have been in the U.S. torlle:t than 18 months.

Theic results are generally consistent with_the gervice utilization
profile of refugees from the Community Survey. Although there is 3 greater
apparent dikpc:ity between men's and women's utilization rates (81% vs. 67%)
in those data than are evident here, the present data (especially the ?ha:e II

students) are weighted towards the lower instructional leveils.

i8
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lish vage Praini Participation and Eaplovment |

The results of all project Phases suggest that working and going to

Bnglish class during the same time pcxiod tend to be mutually exclusive for
In the Phase IIl Longitudinal Study group, which had been in
' i

Bost refugees.
the United States for 12 months or less, there was a moderately negative

relationship between the number of hours worked and the number of hours of

English language training taken. That is, more work is associsted with less [
|

02 ths group, 16% both worked and attended ELT du:ing the . f” :

ELT and vice versa.
tine pc:ied -nasurcé. 708 either only worked or only went teo Rnglish language
Those who work while taking Eaglish ianguage

t:aining. and 148 did neither.
training work slightly fewer hours than those who work but do not attend
« ’ . ‘ \\\ . “‘J

classes. _
Some other factors also appear to affect the relaticnship between English
Phase III participants who had

language training utiixsatxcn and enplaynant
been in the country lange: tended eiths: to both take Bnglxsh language

training agd work or to do neither, whereas the more :angﬁly arrived
participants tended to take English language training only. HKen
simultanecuszly worked and took ELT more than women, whereas women did neither

\
{

more ocften than men did neither.
Although these Longitudinal Study (Phase III) partici{pants were all

relatively recent ar;ivals. similar results emerged from the Community Survey,
whose respondents had been in the U.S. between one ané three years. Few

refugees work and take English language training at the same time as
In cities where relatively large numbers cf’rc!ugep:

resettlenent pProgressas:
are currently emploved, relatively few refugees participate in English

language training, whereas in cities where relatively few refugees are

working, many more are participating in Bnglish language training.
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Bthnicity

Previous
- Education

Literats
in Some
lLanguage

Length of
Residence
iﬂ u.s.

2¢hlc il-4

PROPILE OF REFUGEE STUDENTS

National Profi’e from o R
. FPhase I Kail Survey Phase II Students o
’ _ : R R
246 or under 31.0% . | 29.18 | o
25-34 . 35.08 ' 37.68 ¢ i
45 and over . 11.0¢ 15.2% .
Male - 58.08% | 5¢.1% “
Female | €2.08 . 45.9% .
. J
Vietnanese " 36.48% > 36.58% .
Khmer 15.68 : i9.9% ’ ’
‘Lao 18.8% | 16.88% 3
HEmong 10.5% ' 15.3% .
- Misn 2.4% ' - 418
Ethnic Chinrse 13.2% 748 ;
‘Othar £€.0% Q.0% g i
0 years 15.28 | "30.5% .
1-3 years " 19.6% ~ 9.8% | o
7-12 years 31.5% , 35.9%
13+ years d.28% - 2488
81.2%  80.48
0=-6 months ‘ 30.5 0. 2%
7=12 months 27.1% 40.2%
13~18 months . 15.18 : 18.18 .
19~2¢ months . 16.68% , 8.7%
25-3¢ months 5.3 ~ ~ 5.58%
31-36 months 2.78% 4.2%
36+ months N 2.5% 2.1%
® 31
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Program Exit

Although analysis of the available data sets has idgntified igportant
factors affecting refugees' overall participation and nonparticipation in
language training p:cq:m; l_ittlc information is ava_imie about
participants® exit from programs. In the cpinion of respondents to the
Phase I adail Survey, who were p:im'a:i}.,y progzas administrators, most students
leave prog. 3 for reasons considered to be desirable outcomes. Those
respondents reported that 318 of the st.udentq who leave the prograns do so for
reasons of employment; 258 brcause they have coxpleted the pzogz.in: 12% to
enroll in vgétticnal traininﬁ: and 8% to enrcll in an academic program. .Thc
validity of such estimates is 'unccrtain because few programs follow up on
program leavers. Little information from students thm?lvcs is available to
examine for the possible effects of other taétou such as state-mandated hour
limitations, discouragement with iouning English, scheduling conflicts, etc.

réi g & P ipatijc

Judging from the high paj:ticipstiaﬁ, rates of SQuthcast- Asian refugee
adults, pi:agrm han' succeeded in nking English instruction available to
most refugees. Daspite these high zates of overall u:ilization. it appea:s’
that cc:nin ugmn_ts of the refugee populctian; particularly the elderly,
wvamen, nonliterate and qp}.oytd adults, may m:ticipgte jess. And stuedy
findings in&ic&te a small but significant fnctien\of'thn adult refugee
population does not participate in ELT programs &t all. On the whole, such
nonparticipptidn does not seem related to lale programs having & waiting list
for program entry. Long waits to enter prograss are not common. Only
one-fourth of the proggm reported having waiting lists to enter their

programs; this is more common for the larger programs in highly impacted

¢
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areas. Even whece uiting- lists exist, refugees on :hq list wait an average
of only 5-1/2 weeks toc enter the Ptégrm.

Thus tig;o:s ét.hn: than p:og:ni accissibiliey per_se are responsible for a
nim:ity of refugees' nonparticipation. Do these individuals simply choose
nnt. to attnnd Englun hnguago tramng at all; are they effectively prevented
from attending because of tuuctuul m:hu- oz do programs not n:vc their

needs? Discussions with students indicate that a variety of factozs play 8

_ pact in 6:&_1::5.35.::9 whether refugees attend English language t:ai:‘i?ng.

although programs appear broadly accessible to most refugees, some b;:r:iers to

’pasticipaticn can be readily identified. N

Sociceconomic Barriers
Lack of child care is very often identified as a substantial barrier to
participation, especially by women. One refugee woaman, not attending Eﬁgliﬁh
classes, asked through an interpnn:.
" Can you find scmeons to take care of my ehudun? If only somecne

would take care of my children, I would study all the time. I want
to learn English so much. :

- @f the 22 programs visited during this study, only two provide child cars.

Many programs, however, ofﬁ: both daytime and evening sessions so that child
care can be shared within or among families. ‘An adzinistrator of & program
which provides caunty-fundcd chf.ld care in the same building as English
classes said, "This progras would bc decimated if we didn't have child care.
Only about one-half of the students who come would still be able to attend.”
Discussions with over 400 students suggest that f:hcy generally choose to
attend a particular program either on the :mndation of a helping agency
or friend or because it is conveniently located. That location is important.

to wreicipacien is Surther evidenced by the fact that three-quarters of the

- #2033 -
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students said theyWalk or take public transportation to class. The Phase I
Mail Survey ané the discussioﬁg with teachers and administrators in Phase II
reveal that if prograns azellecdeod far t:a;‘studcnes' residence, inadeguate
t:anxpat:atian bcca-cl & real btrtici Lo 9a:ticiyaticn. <§:cg:an: have

7 attcnpted to make inst:uetionﬁhnge cnnveniont and accnsszble in vaxious ways,
especially by estab&ishinq special 'branches‘ of their inntitutinns in
neighborhoods of high refugee iupact. even within housing projects. Other
programs have provided bus pcisc: o£ van transportation to students without

private vehicles or the means to pay for public transportation.

Affective Pacéa:s

Teachers, .students, and administrators also identified factors such as _;y
trauma, depression, and mental and physical health p:ébla-s- | ~
many apparently the result of cxperxcnceu as refugees--as reasons some adults
do not participate in programs. Although these problems are not within the
direct control of gnglitgﬂ;;nguaqe training prograns, many programs are
‘cperat¢4 by muitiservice agencies, some of which ptovién mental health
services.> English language training programs often employ bilingual aides
who offer inforaal cqunsnling to students with emoticnal or resettlement
problems; such assistancu appears to facilitate students' general
acculturation and adjustaent. One bilingna% aide described the different
tasks she is called upon to gcgtcrnz

I take attendance, do clerical work, operate AV eguipment, translate,

help students in class yhen they don't understand a lesson. help them

deal with their welfare workers, help them £ill out applications,
counsel them on go:sagal problams.

iofeen such servicass as counseling are provided by bilingual para-
professionals.
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in fact, many bilingual aides and administrators with whom we spoke suggested
that English language training prograzs in this way provide the most important
| assistance many refugees have for'gvozeming adjustxment and personal ‘
problems. An administrator of one large program aptly described the social - |
functions English language training programs often serve:

The progran £ills out a social need that the community can*t fulfill

in other ways. English class is a good use of time; it is part of

the culture of transition. Students get a Jot of group support in

class—they don‘t fesl so alone. They get a sense of community, and

that's very important. - Kany students have adjustment problems——
classes are very good for them. ' ‘

“ 35
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/REFUGEES' ACQUISITION OF ENGLISH

Southeast Asian adult :ltugccs caning to thl United States face nany of
the sane chnllengcs in learning a new language that prcviaus g:aups of adult
imxigrants have faced. If histoéy is any guide, the cxtqnt to which these
adult tefugucs will leara anlith will vary wiﬁexy. and :all adults,
pa:uiculaxly the eldarly, may never develop even -a:g;nal p:aticicncy in
English. A second important histo:;cal lesson is th;e some adnlts will
acquire English as & second languago withnue any £ernn1 1anguago training at

- all. 1Im gonc:al. it seems that acqussxtzcn of Engl;ﬁh :csults ;:an.vax;ed |
coabinations of contacts with the languagc‘-taking x&r: cennunicatxan on thn
job; contacts with English speaking tricnds e:posuzc to- the aedia, otc.

Thus, to assess the impact of ELT on adult :quslcs‘ Engliln acquisition,
it must be viewed against the wider hackdzop of thc population's overall
acquisition of the language. E:aniniag ELT in sha:y zelief against the
ca~going acquisition of Baglish in the adult population will help to (1) more
accurately msasure progras ixpace, a c:itica;,stcp Eér justifying ELT costs in
an era of tightening federal budgets; (2) determine the extent to which |

- existing prograns are effectively serving va:iou: scg-ncs of thu_éargce ‘
pogula:xan (@.G., the cldnrly. the unnlitezat-}. (3} facilitate prograr dcsign‘
for the various scgnnnt:: and (4) where necessary, help identify service
priorities cn a naeional}husis; | ' _

This chaptc:”thuzeto:n begin ‘*» findings about Southeast Asian adult
refugeas’ overall acquisition of English in the Unit "4 States., One major

finding is that previcus educational expsrience is the most important factor

in learning English in the United Statcs. Persons with higher levels of
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general education Sctﬁ‘gggggg in :ktlﬁni;cd States with higher levels of
English p:ofﬁeidnﬂy\anq :uhseqnently,ggsgig,highe: levels of English
proficiency as well, at least for the time period (up to 3 years) studied
bere. The data also lﬂg?.ltzthtt both literacy anguptcvinul knowledge of a
second language {other t%an Eaglish) enbance Bnglish language ;qgui:ition;
although these effects afc not as strong a8 those of previous education.

In general, men duva;op ié:e proficiency in English than women do.
However, nost of tht:’&itfc:cncc'dis4ppca:s when cducational_hackgrouné is
taken intc accouant; in both the countries of origin and in the camps, women
have had less educastion than men. Although much of the gendes éi::czcncc-in’3
linguistic status is attributable to thesge differences in cducatienaxf
background, further analysis indicates that qven among previcusly uneducated
adults, men attain somewhat higher levels of Bnglish proficiency. These.
residual effects of gender -;y be due to a'va:inty of variables not asasured
in the study, such as differential txpeeentions placad on women, éifﬁc:entiti
opportunities for contact with Engiish speakers; etc.

Age is also related to language acquisiticn; younger refugees tcn&kto
acquire English more quickly and to resch higher proficiency levels than older
persons. Although younger adults generally have had more previous sducation
than their clder counterparts, evsn among persons of equivalent educational
background, younger people still experience greater success in learning
English.

Following a more detailed diacusgian of the ottuct; of background
chazacteristics and affective variabies on English scquisiticon, the influence
of Eﬁr will be considered. Results from all phases of the project show that
participation in English language training does imxleed contribute

significantly to refugees' English acguisition. When effects of demographic

2 37



204 background, charactsristics are contzolied, thoss who take scoe ELT become
aore proficient in English than those who do not participate in formal
language training. These findipgi are important evidence of the overall
effectiveness of the ELT progras in refuges écscttlenant..

Pinally, the tcintiv: effects of employment on Engziéh acquisition will be
considered. Although ELT seems to facilitate scquisition of a vide range of
coagetencies, eapioymsent in the United States appca:s to facilitate

acguisition only for :etuqccs who have aiready attained high:: lsvels of

English proficiency. Judging from these data, it appears tha: during the

initial smonths of zcscgtxs-cnt.'wa:k PRz se does not contribute to increased

English ability as much as does participation in English language training.

Refugges!® Acquisition of Engliigh:
Effget £ 1 Chararteristic

Several kinds of information point to the effects of rofugees' background
characteristics and pre-entry experiences on their Bnglish acquisition. The
composition of the classrooms observed during the site visitairetlects the
apparent effects of background characteristics: Beginning Level classes
contain dispr@peztioﬁgto nusbers of nonliterates, women and elderly students;
bigher level classes contain relatively more men, younger pe:-sons and
literates.

Program staff are well aware of how backgzround characteristics affect \
students' progress. TO tap relevant local program sxperience the Phase I Mail
Survey asked program sdministrators to estimste the nuabe: of Bours it would
take esach of four prototypic refugee students to reach difierent coupetency
levels: survival English, sismple conversational English, and English
sufficient to look for & job. Their estizates and the corresponding

instructional cost per student tc attain the given campetencies (which we

27

, 38

. . .
B e T R



calculated from their :apéttoé cost per student hour) are presented in

Table III-I. These estimates are presented as pgdian rather than sean values
because som? respondents indicated that certain students might never attain
the higher proficiency 1&v¢&s'(:¢ga:§1|ls of hnw&nuca instruction was
available). For example, thirty percent of the local providers :epozteé that

refugee (a) would never achieve a level of English proficiency sufficient for

independent job search. 7The rasifications of this ace profound. About 11l% of

the United States refugee population falls in the age range of this prototypic
refugee. Although the extent of neglitcta:y for this group a8 a whole is
unknown, & substantial p:opo:tian;ot older Southeast Asian refugees entering
the United States is not litezate. |

There ace thus many indications that refugees' characteristics profoundly
influence their leazning of English, their participation in programs nndkﬁho
costs of serviang them sffectively. A;ggssing the impact of sexvice thus
requires a careful analysis of how these demographic variables and background
sxperiences affect overall acquisition of English (by both gtudents and
nonstudents) . ) .

Progresas in English acqnisitian was measyred by self-ratiungs of
proficiency in the Phase II Community Survey and by both standardized tests
and self-ratipigs in the Phase III Longitudinal Study. Community Survey
respondents #d their language proficiency on a five-point scile, for both
their first month in the u.s.'tnd ;ho time of the survey. They also rated
their competence at performing each of several specific language tasks. The
validity of such self-ratings, routinely used in survey research measuring
linguistic status, has generaily been uncertain. Their validity for Phase III
participants vas examined gh:aaqh the cbaerved correlation between the

B.E.S.T. test scores and the self-ratings. Self-~ratings of overail

¢
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proficisicy correlate fairly well with test scores (r = 0.66), indicating that
individuals do tend to rate their language chilitiea accurately and that such
self-perceptions can yrovidn‘a useful picture of language acquisition in the
co-nunity. B

In both the Phase II Community Survey and the Phase III Longitudinal
Study . languaqc proficiency data were collected for two points in time; in |
each data set, soae refugees had ;nd som had'net participated in English
language training programs between the two time points. An#ly:ns of these
deta identified a variety of variables affecting adult :ciugeaif English
a:quisi;ign. in all analyses, thther Qéing standardized test scores or

self-ratings, individuals' demographic characteristics and pre-entry

experiences are highly predictive of the levels of English subsequently

attained.
English Proficiency at Entry

English proficiency at U. S5. entry is strongly affected by individials'
demographic characteristics and experien.es in Southeast Asia. Previous
education exerts a particularly strong influence on the amount of Engligh
which refugees initi;llg,acquiré.'-in.the Longiﬁudinal Study cohort, over 56&
of tne vgxianceﬂi; scores on the initial test of BEnglish proficiency was

accounted for by previou educational level alone. Among Community Survey

' respondents, analysls of English ability in the firat month similarly shows

that previcus education is the most potent predictor of proficiency ratings.
Bilingualiam (involving a language cother than English) is alsc a

significant predictor of Bnglish proficiency during the first month after

arrival. Age and sex do not predict firet ngg;h proficiencies once the

effects of education are held constant. That initial skill level is so
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strongly related to education is not surprising, since the most common way to
learn English in the native countries was in schools rather than through

pre-entry contacts with native EZnglish speakers.

Gain Sn E ish Prof

Both. the self~ratings of Community Survey respondents at the\tinn eﬁ,ehej_
survey, one to three gnc:s'attez entzy, ;nd the Phase ;xz post-test scores
show thntAprovious education continues to exert & strong infiuence on 1§n§uagg"
learning after a:rivalAin the U.S. Among those respendents with.lz or unée
years of education, 88% reported having reached "survival® levels of English
by the time of the survey, whereas only §4% of those with no previous
education attaincd‘this proficiency. The effects of education are even more
apparent as the criterion tncteasgss Cf those with 12 or more years of
education, 77% reported they had sufficient Eaglish akillé to look for a job
on their own at the time of the survey, whereas only 6% of those who had had
no previous education ;gpoftod they could do so.

The strongest predictor of the score on the post-test administered in
Phase 1III is the individuals' pre-test score. If pre-tsat scores are not
considered, the post-test scores are p:cdicted»by education, age, gender,
and the number of languages spoken besides English. Among this cohort, -
variables accounting for most of the gain in English proficiency_include
education, previous literacy, and gender.

Using the longer acquisition period measured in the Community Survey,
discriminant analyses were conducted to predict which individuals actually
learned a 1ptc££ied English proficiency (among those who reported not having

the proficiency at the first time point). Once again, education and age
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emerge as the strongest predictors of gain. Literacy ability and time in the
United ;tatcs i:e wpake: predictors, having approximately cqgui potency.

Refugees themselves are aware of how their pre-entry experiences affect
their ability to leacn sngiﬂth. Kany see Engzishulanguage training as a neans
of assistance. A 23~year-old woman with ne prior education described the
difficulties of learning English without prior education:

Everything is hard. I just started to go to school in this'caune:y .

80 it iz very hard. If there is an easier way to learn, I don't know

it. I want to know English, so0 I come to school. -

Se-c of the relationships between English proficiencies and individual
characteristics discussed above can be seen in h::akdeun# of Engli#h

proficiency by varicus characteristics of refugees. Table III-2 displays

breakdowns of self-reported snglilh‘preticieacy by varicus characte:istics of

Community Survey respondents. Respondents indicated whcthc: they were able to
perform each of four calpctoncics in English and also ratcd their overall

proficierncy on a 1 (no English at 311) to 5 (very good) proficiency scale.

The specific competencies used cocrrespond with those for which program

- administrators responding to the ~hase I Mail Survey estimated the number

hours of instruction needed for refugees to attain. ®"Survival® was defined as
being able tc take public *ransportation, lqkojchangn. and get help in an
cnd:gcncy.’ The table shows clearly how the proficiency ratings anﬁ competency
levels increase regularly as previous education increases. The strong effects
of lite:;cy and age are also clear. The weaker effects of bilingualism can

alsc be seen.
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ENGLISE PROPICIENCIES AT TIME OF COMMUNITY SQS#EY ‘

Table III~-2

/’/,
Y,

By Selected (Pcﬁulnticn cnt:acteriseic/i

.‘ - % Baving Specifii tencies
Proficiency ‘ *Talk with “Talk with “Look

Previous

Rating (L5) 4®Survival® Priends® Stzangers” for Job"

/ s - i
. . * "
|

Bducation - :
None . 44.3 298.5 20.7 6.3
1=3 yrs 2.24 58.3 55.0 ‘ 47.7 - 23.9
4-6 yrs 2.46 70.9 65.5 _ 58.4 35.7
7=11 yrs 3.15 - 82.6 87.8 84,6 69.2
12+ yrs 3.78 87.6 50.6 81.9 77.3

Speak a. Second {

Language (excluding ‘

Epglish)

No © 2.38 57.4 55.6 45.8 "35.3
Ye8 2.68 75.2 66.5 61.9 - 46.5

Literate in Scme

Language (excluding

English}

No 1.96 66.0 3é.3 28.6 15.8
Yes 2.92 8i.1 78.9 75.0 83.7

Age
20=29 2.86 74.5 74.5 68.0 45.2
30-38 2.60 68.7 62.8 58.1 40.3
40-49 ‘2.21 6d.7 48.9 41.9 298.0
50~59 1.79 46.4 38.6 346.3 ’ il.4
60+ 1.39 2l.8 14.3 10.7 7.3

Hours of ELT

in the U.S.

Rone 2014 £3.2 41.6 38.0 7.1

S00-999 2.69 80.6 73.7 . 54.0 43.2

1000-1499 2.71 79.4 75.8 68.7 46.3

1500~198% 2.96 78.3 7%.2 - 7S8.2 54.2

2000+ 3.36 75.9 83.3 83.3 54.8
33
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The table also indisatn:'éhat as hours of Bnglish language training
i#c:cas;. proficiency levels increase as well, though not as markedly as with
| iécroasing yeary of prior education. This suggests, of course, a conclusion
‘ t% be examined no:e»clcscly below--that ELT {ndeed haz an'imﬁact on Engiish
acguisﬂtion. |

i

The Influence of Affecti

j Discussions with teachers and students reveal that affsctive factors play
a role in refugees® acquiiitien of English. These tacto:slgannot be
guantified eho‘:ann way as prior -experiences such as ytctslez-nducatinn or
dcnbg:aphic variables such as agt.’but they appear tc contribute to progress
in leazning English and to ELT participation. ' .- @
Rumerous ttndcnt: described difficulties they have in learning English

because o: dcpreaaian. trauma, or social adjustaent pzoblnns. A 47-year-old

woman explained: N , S

P

I am too worzied to learn English. -After my husband died and I was

separated from ny chtxdrpn, I think about it all the time and I can't

learn. .\, \\_ \ |
| When teachers were asked what factors they fnlt contributed most to
success in learning Rnglish, affective facta:s were commonly nﬂneieand. |
Teachers described attributes such as ‘antivatxcn.‘ 'ne:v: ¢ "not bczng shy,"*
"not being afrsid to make listakes‘ as assets in learning Rnglish. Refugees
themselves often explained how cultural diﬁ!aronces and faar of making
mistakes hinder progress in learning English: “Because I ax new to this
country, I'm afraid of not being nhgczstoaé. So for now I'm just |
concentrating on listening."

These affective bl:ricrs are often coapounded by the lack of contacts with

native Bnglish speakers. The relative isolation of recently-arrived refugees
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£rom English speakers was aﬁntioncd by both tnac?c:s and refugees as 3 barrier
'to pragrgsa.‘ Structured environments such as English c.ass sSeeR to constitute
the moat comfortable, and sowetises the onlys epportunit§ to gry cut beginning
English. S-Sinyaax-gid student with a sixth-grade education discussed how he
practices speaking English: | '. ' - 4
I watch TV to listen to the voices. I£ T talk to Amsricans, I am
afraid they won't talk to me because I ax a refugee. I like to talk

to the teacher and practice with the teacher. Somatimes after class
ends, I talk to the teacher and ask about class.

The Impact of BLT

Ths CGlugnity Survey data exhibit regular increases in English proficiency
with increasing hours of ELT taken in the United States. After the powerful
effects of prior education, 1iter;=y. and age are held'éonsganz statistically. S
BLT, length of residence in the U.S., and employment d-c:gt as additional
predictors of English language acquisiticn. The Longitudinal Study data
similarly indicate that ELT is_associated with inczea;ed.p:ofieicnny gains,
wvhen the effects of educaticnal background and age &ace hcl& constant.

Because the tests in Phase III were administered soon after the refugees’
arrival, the gains in test scores offer a clear picture of the effects of ELT-
on the early stages of English acquisition. Background factors again
contribute most to overall English p:e!icicncy.agtaincd; but ELT pacticipation
alsc emerges as an inpqgtant factor. These test data indicate that, given
persons of gimilar background characteristics, those taking ELT scquire more
English than those wio Go not. Hultiple zaqzeiiieﬁ analysis of Community
Survey data also shows that participation in ELT facilitates Bnglish
acquisition and has the most impact on learning the "survival®™ levels; that

is, programs appear to be most successful in bringing very low level students
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up io survival level. Classroos cbservations (which will be diseu;sed.in
greater detail below) are consistent with this picture, showing that beginning
programs do in fact emphasize these basic life skills or “survival skiils.”

; :

This is not to say that ELT is effective only at basic levels, but that its

effects are most pronounced where its programmatic focus lies.

‘BLT P g
Relatively few of the adult refugees in the Community Survey sample, which

entered the U. S. between mid-1979 and mid-1981, toock ELT in the refugee

can@s; Canp Programs were not fully operationas at éhat tize. About three~

quarters of the Longitudinal Study cohort (which entered the U. S. dg:$n§ the
first half of 1982 when program operations had greatly expanded), on the other

hand, participated in camp ELT programs. For hohh.pepula:ianl.~ehis’prt-ﬂntry
Enr.had‘prunnunccd i:fgees on English proficiency at u,'s. entry, effects
which apparently persist for quite sore time after resettlement begins.

Although ELT in the canps has a stzgng,ltznce on refugees’ initial level of

English proficiency, ELT provided in the United States appears to have a much

stronger effect on proficiency levels attained later in resettlenment. Thus, .

BLT delivered in both settings is effective, but the long-ters effects of

trzaining in the U.S. seem stronger.

T - ted St3tes -

Although increases in Bnglish proficiency can be seen with time per ge,
the length of time in the United States is not a major pt-dictor-of refugees’
English proficiency. At first this may seem pui&iing.- However, scquisition
is probably stimulated by the particular cxﬁc:icnccs which engage individuals

in English language use, such as ELT, on the job interactions, and friendships
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with anlilh‘lpilkcxl. Once the ctfuees‘cf these experiences are accounted
for, the mere passage of time may have little residual effect on aduit

refugees' English acguisitian.

The gglggsvg Effects of ELT and Work
The analysis of the Community Survey data indicates that both ELT and

exploynment contribute bo English acquisition. The Phase III Longitudinal
Study was specifically designed to test further the relative impact of early

esployment and sarly English language training on gains in Bnglish proficiency

during tho_initia; resattisment p‘:ipd. Kultivariate analyses of the changes
in individuals’ test scoras over time in relation to their background o
. characteristics and cxpu:iqnsasAbeewngn the two time points (i.e..'anount of
work, amount of ELT) give some clearcut answers. As in the other analyses
previously described, background characteristics are the predominant
determinants of adult refugees' English aequisitieﬁ.' P:cvieun sducation,
literacy, gender and age are strongly related to the level of English

proficiency attained.

Aspects of these relationships are displayed in Pigure III-1, which shows

how pre~ and post-test scores are related to important backgrcupd
characteristics: age (panel a), gender (b}, previous #chmling (c) and
literacy (d). Each panel shows the pre- and post-test scores for different
segments of the cohort. The slcpe of the line represents the gain in
proficiency. PFor example, the lines for men and women, shown in panel (b},
are parallel. suggesting similar acquisition rates for men and wolen even
though the men enter the United States with higher initial levels. The
divergence of the ;inns for literates :n& nanliﬁnraecs in panel (d) suggests

quite a different situation bolds with regard to literacy. Not conly do

-~
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literates tend to enter at higher 11%!}8; but they alisc tend to acguize

additional proficiency more guickly. facts of education and age can alsc e

seen in the sipl:atiens Of ¢the lines §or ¢ various age and cducagion strata,
even though th; relationship of slicpe to these variables appears more coumplex.
Once the effects of thess and ather'backgz variables are held constant
statistically, the effects of reported amounts ELT participaticn aqd‘unfk.
experience can be atses;nd. Using multiple regression analysis, ELT cna:g;s_
as & significant predictor of Sngtiqh aéihiaieion while exployment does not. |
These results are illustrated in graphs in Pigure III- The four lines in
the figure represent dit:c:eﬁt segments of the Longitu6§ ;i S:udy'pcyulaEien:
Individuals who worked between the two time points, individuals who took some |
ELT during that pericd, individuals who did both and individuals who Gid
neither. &nokinglfiztt at the "Neither" and "wWork Only”® lines, a slight
overall gain can be seen. The parallel siopes of the two lines reflect what
the statistical analyses indicated: ﬁaxk':xpcrioacc‘ggglgg does not increase
the gain. The fact tﬁ#t the "Work Onliy®™ line is higher reflects the fact that

N
those having more English proficiency (at the pre—~test] are more likely to be

workinge. } |

The gains in Eaglish proficiency are significantly higher for those who
take ELT, a finding reflected in the higher slcopes of the fs&r Only® and
"wWork/BLT" xinas.‘ninc highest gainl‘t:c in the ELY Only" group. |

Qhui. results of the Longitudinal Study data agree with those of the
Community Survey data: After the effects of background characteristics are
taken into account, ELT has a demonstrable positive effect on English
acquisition. Unlike the Community Survey results, however, the Longitudinal

Study analysis finds nc ewidence that work experience has & positive effect.
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The most plausible interpretation of this difference bstween the twoc sets of
£indings is that thi Community Survey involved a :étugee population which had

been in the United States ane to three years, whereas the iongitudinal Study

involved a more recently arrived populicion. Thus it may be the case that ELT

is more effective than employment garly in refugees' resstitlement, but as

their ressttlement continuss, work experiencs beginsg to hﬂiq an impact on

their acquisition of English. In any event, there is nc evidence in any phase

of the project that suggests that an early exphasis on getting refugees into
the workplace is a better strategy tnan ENLT for stimulating English
acquisition. The data at Band indicate that, at least during the initial

period of ressttlement, ELT participation is likely to be more effective.

| Summpgy .

This chapter has discussed how :c!ugoeg' English language acquisition and
participation in ELT programs ace closely related to their dclggtaphic ;nd
educational characteristics. Although these effects are very strong, EL?A
neverthaless plays an important role in refugee English language acquisition.
On=-site observations and discussions with toachers, students and

adainistrators suggo:t that certain program design features, such as class

size, class composition, class differentisation, tca:hinq :gatf characterisgtics

and instructicnal features zay influence success. These features are

discussed in grester detail in the following chapter.
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' CEARACTERISTICS OF ENGLISH INSTRUCTION
FOR ADULT REFUGEES :

|

Hundreds of hours of structured classroom observations in Phase II

zecorded in great detail what teachers and studenﬁ: do in refuge® English

2 An assumption !rzying the observationali

ianguage tzaining classrooms.
work was that language bebavior observed in the classzoom is related to \
language use cutside the classroos. unfortunaeeyy the methodology of the \\\\g :
study was such that the correspondence between t%e two could not be measuced. N
Although analyses of the obsczvneiéng,p:evidc a.ﬁosc:iptivl perspective on the
range and variation of instrucsional.pra§ticca #nd atudent hehavio:s‘in the
classroom, it remains difficuit to state which ﬁeudnnt behaviors observable in
class coastitute valicd ana:u:;s of successful #cnrning._sincn effective ‘
instructisn musc be awasured against outcome g; 1s. Goals may differ for
particuias progzezs and individual students. A nonliterate older student, for
exanple, may view 1cnsn£ng tc write he:r name ra a success, whereas a highly
educated younger stud-n: may view success in 'terns of acceptance into an
academic or vccaeianal tﬁzining prograa.

With these limitations in mind, this chapter describes the organization
and process of instruction ahss:vn& in the 22 programs visited. The results
of extensive classroom observationz and on~site discussions with program
‘students and staff are grouped in three sections: (1) chatacteristics of
Bnglish language training teaching staff; (2) organizational features cf

programs, with particular attention to how patterns of organization affect

Zrne conplete results of these cbservations can be found in the technical
report for Phase Il of this project. e
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student classroom behavior; (3} a summary of instructional approaches,
techniques and naecriali being used in English language training for refugees
and the ways in which instructional practicas are related to student behsavior
and language use in class. These results cannot reveal what “works® best for
every refugee student; as Qn ha%o seen in thegy:cvious chapters, success in
language acquisition is greatly affected by factors ocutside program or teaches
control. What the slassrcom observation gan tell us’is what instructional
approaches seem to produce varicus kinds of :giech behavior within
classroons. The classroom cbgsrvations combined with discussions hsld with
students, teachers and administrators reveal that certain instzucticnal -
approaches and classroom o:gantz#tional patterns appear to encouzige increased

uae of English speech in clasarooms.

w Teaching Staff
Qualifications
The most frequently cited requirements for full-time teachers in ELT
prograns serving refugees are & B.A. degree and teaching certificate.
Bowever, full-time teachers make up only a smali minority of ELT teaching

staff. Pifty~-seven percent of the local service proviéc:a surveyed i{n Phase I
|

reported having po full-time paid teaching staff. EIn fact, prograe
prerequisites for part-time teachers gencerally oqu*l or exceesd those for
full-time teaching positions. Part-tise teachers jre usually required to hold
a B.A. dug:ce'anﬁ have a teaching credential, and, more frequently than
full-time teachers, are expected tc have at least one year of relevant
experience as well. Discussions hcid with teachers on-site indicated that

teachers actively employed in refugee ELT programs greatly exceed the sinisus
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:iquirennnts programs have set £or instructors; they have an average of fcu;
years' experience in teaching Engiish or working with refugees.

Programs that scphasize job services and employment report having a
greater number of full-time teachers, whereas community colleges tend to have
fewer full-time teachers. Administrators and teachers interviewed on-site
note that imability to hire sufficient full-time staff due to funding problems
or policy restrictions greatly inhibits their programs'® capacity to attract
and keep professional teachers. Continuity and plamning within programs ;f
becomes mote difficult where staff turnover is high. |

An administrator of a large, weli-articulated program described the
difficulties of having to stafg‘l program with only p;rt-tiae help:

The biggest problem we haveﬁis not being able ﬁo keep staff, sinve

college policy limits -the number of hours they can teach. Our

part~time teachers would want to stay if they could. We have scae

excellent staff. It is harder and harder to find anyone in this city

with ESL experience~~I think I have hired everyone with experience
already. \

Bilingual Capacity
Of the 22 programs and over 100 teachers observed in Phase II, 8.1% of the

teachers were bilingual in one of tie native languagqg of their students.
Paraprofessional bilingual aides were present in only 15§"o£ ELT classes.
Although 42% of the local English language training service providers reported
using bilingual personnel as classroom aides, a given bilingual staff person
is commonly shared by.ainy classes. In discussions with us, bilingual staff
indicated that they are called upon tq pecrform a wide variety of tasks in
acddition tc their classroom duties, ¢.g., intake, counseling, and referral.
Bilingual personnel feel that their effectiveness stems not only from direct
cont:ibutiqna to instruction, but alsc from helping students with everyday

probolems and social adjustment.
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in classex where teachers were bilihgﬁii;méhe ngtive ianéuagekisvhaééuiﬁ aﬁh_
variety of ways, rangins from conducting an entire ELT class in the native
language at one extreae to cbn&ucting most of the class in English, using the
native 2anguagq on&g for short explanations. In classes with bglingual
tecchers, signalicantly more use of th- native language by students was
coserved, ehough no corrasponiing decrease in students' English use was ffound.

Scae buginning.studcnt: commented that bilingual teachers were helpful at
their levtl.‘ F&:;Qxanpln. & student attending a bilingual proyram hcused id a
Nutual Assistance Association said:

I would like to study at an ‘American' English school, but is iz too

hard. Here they cun help interpret, here ocur own teachers can
explain bstter.

-~

Teacher Btfggtivggéssr:

In the Phase I Maiil Sﬁtvsy..thc~£acte:_most sommonly wmentioned by program )
adainistrators &8s enhancing preg:anaggnligy was skilled and scn;itive |
classroos teaching staff, Teacher traiﬁiﬁ§; experience, and attitude are
viewad by these respordents as the most important d-to;ninche; cf successful
English language training for refugees. On-site discussions with
adrinistraters and teachers similarly indicat.d'that service providers feel
qualified teaching staff is a crucial program cosponent. In addition to
teacher experience and training, other initial attributes u:ntioned include
the teacher's patience, cultural sensitivity, and motivation.

Although assesiing teachers' effectiveness through limited classroom
observations is quite difficult, certain conclusions can be drawn. Classroom
obsc:vatiens\do show that teaching style significantly influences student

behavior in class. For example, although many student behaviors were not

statistically related to the amount of experience a teacher has, a significant




correlation was found betwaen teachers’' experience and studeats' speaking more
English on their own iﬁieintive.in class. It appears that more experienced
;oaehcré tend to use icss :ceitatien—ozicntedJactivities, e.g., structured
drills and guestion in&\aggwn: exercises, and more activities that encourage
spontaneous speech by the students. A

The student bchavioés seasured in classrcom--time on task.3 spontaneocus
production of Engiish speech and use of elaborated English speech--appear
awavily inflncnce& by individual teacher style. Statistical nnalyqes suggest
that a teacher's personal teaching style is an inpoftant determinant of what
students do in‘clnss, and that as teachers gain experience they find more
effective ways toc encourage students to use English in the classroom and to

focus on other classroom activities.

On-going Staff Training

Staff development efforts are common in ELT programs -for refugees, but use
of ORR funds for these activitids\has declined. Staff training is generally
conducted in-house, by the State cQordinator's'otfice or by profesgional
associations, particularly state affiliates of TESOL. Althekgh many teachers
who participate are not paid for dd;ns so, sessions are well attended.
Program administrators and teachers al;ku indicate there are on-going staff
- development needs, pa:iicularly in new £gaching approaches, cultural
backgrounds of stude;;s. and instruction gf nonliterate learners. Technical
assistance that had haén provided by the Center for Applied Linguistics, in
particular, was highly regarded.

. .
\

3rime on task was defined as engaged learning time--i.e., students are
paying attention, following the class, and pgrticip;ﬁing.

\.
\



oo Opasmization of Instruction

Instruction in prog:ans‘is‘structurcd in several different ways'including
curricula, pedagogical diffcfnntiatien of classes, and the size and
composition Of_ciatlil.’ Such organizing variables appear to affect not only
the instructional apptouches-ané tcchniéues which teachers chacéc. but alsc

the way students use language in class. 'Let us look b:iefly at each of these.

Cuzriculia

Most ELT programs Eo:‘:ctugcos have instructional guidelines or curricula,
the majority of which are developed at the local level. Eighty-two percent of
Mail Survey respondents fopo:ted that they have local guidelines in place;
only 22% of the responding State Coordinator offices have such guidelines fet.
instruction. Discussions with teachers on-site indicate that two-thirds of
the teachers follow curriculum guidelines for instructionz‘in nnst‘cases.
however, teachers are given broad discretion as to tpe approaches and
materials to be used in implementing curriulum objectives.

Eighteen of the 22 programs had a written curriculum. These curricula
varied widely in their scope and specificity. Where state guidelines exist,
prég:ams use them as a curriculum guide or as a basis for local curriculum
development. Some curricula are simply recommendations of certain books or
materials to‘ﬁa. at different instructional levels, whereas others syeciﬁy
competency cbjectives by level. The competency goals cutlined in this latter
type of curriculum usually include both linguistic skills and functional or
*survival® skills that refugee students should achieve at di:fo:ent‘
instructional levels. Many highly experienced administrators feel that a
clearly outlined, competency~-based curriculum is particularly effective for

refugee students.
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Need ggr.Szgegmgtgg Assegsment. About one~half of the respondents in the

Kail Survey indicated that their programs do not use any type of standardized
assessment instrusment. Discussions with teachers and program administrators
during the Phascﬂ:x site visits cogﬁirnld :§£s general picture: Many ptégrans
cr; not #ys:enatically assessing qéd £ol;awing their students® progress. In
Rany cases, the reason for this was staﬁud to be the lack of appropriate
assessment inatruments and procedures for Southeast Asian ;dulﬁs. With better
alsulnltnt'in place, program needs, effective curricular atzuctu:e.,andv

evaluation can be develiopad.

Differentiation and Specialization of Clagses

In the previous chapter, we saw the strong influence of education, age,
and prior literacy éﬁ'adult refugees' English acquisition. Classroom
observations indicate that these factors alsoc play an important role in
shaping student behavior in the classroom. Literacy in particular exerts an
influence on student behavicr in class, even after the effecta of education
have been taken into account. As will be further discussed in the section
below on classroom instruction, much instruction implicitly assumes that
students have literacy skills. It appears that classroom specialization by
students' English preficiency level, and particularly by literacy, may be
helpful to less literate students, for whom classes that depend on written
material for instruction in both reading and speaking may be inappropriate.
Surveys of local programs indicate that most service p:ovi§c:a attempt to
differentiate their courses according to refugees' characteristics, using

prior literacy as & primary concern.
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The importance of appropriate placement is illustrated by the comments of
one student with very limited education and literacy skills who told us:
The class i3 & little hard for ne. I don't understand what they are

doing or how to study. I just listen in class, don't do anything.
What should I do? I can't follow this class. -

Cla C sit ~aBthnic Mix

L

ELT providers have engaged in extensive debate on whether it is more
effective to separate classes by ethnic groups or to mix groups within |
classes. Teachers an& gdniniqg:aeors offer mixed opinions on the effects of
ethnic mix in elnss.-sonc feeling strongly that classes should be
differentiated by groups, cgh::s p:e£c:ring to have classas'nixed.

The data from classroom observaticons indicate‘that students are more
likely to speak English to each other in mixed classes than in classes
coaposed of primarily une ethnic group. Classroom observation found no
evidencc of conflict between ethnic groups when groups are mixed. Data from
the classroom observations in general suggest that the ethnic mix and other
dimensions of classroom composition have pervasive effects dn the inte:actipﬁ;
between teachers and students and on interactions among students and are an -
jimportant determinant of the types and amcunt of English spoken in the

classroon. This will be discussed further in thefﬂclloning sections.

Class Size

Class size alsc emerges &s an important factor in students' spontanecus
usage of English in clasg--that is, on the incidence of students speaking
Bngiish on their own initiative. Class size is a more pcwcrful>p:edicte: of
spontanecus speech than is either the students' background characteristics or

proficiency level. Using one measure of the incidence of spontaneous speech
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during a given cbservation time, class size alone predicted 24% of the

variance among classes. In fact, none of the student characteristics

‘aggregated for the clasg (age, gender mix, education, time in U.S.) except

prior literacy is significantly related to this behavior. Using a messure

which is sensitive to use of both 'spontnneohn"and “elaborated® speech, a

similar pattern emerged: Althnugh the ave:agc'edueational level of students

is a significant prcdic:er of behavior (8% of the va:iancn). clasa 8ize exerts
a still stronger influence (10& of the va:iancn:.

Thesa data ;uggest that the smaller the class size, ehg more oppa;tunity
students xay havulcor take} tc use English spontanscusly, regardless oﬁ_ﬁhe
level of the Elasn.- Naturally, th;:e is no one ideal class size. The |
classcoom is not. at course, the only appcrtunity students may have to
practice speaking, but an—stte discussions with over 400 students indicate
that for fully one-third of refugee students, particularly those at lower
levels, the classroom is the only place they regularly speak English.
intc:viowt with teachers and a&ninist:atozs cortoborate the importance of
class size; large class size was regularly menticned as an obatacle to

effective teaching and learning.

Ciassra&m Instruction
Pedagogical Approaches |
There is a wide range of imstructional approaches and methods used in
English language training for refugees. Across the nation, approaches rengiﬁgl
from the very traditional gramsar-translation to the newer notional-functional
sethods can bc.found in Bnglish classes for Southeast Asian refugees.
Altnough the traditional structuralist approaches are still in‘widcspread use,

the most typical classroom approach is somewhat eclectic, combining structural
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approaches (which emphasize discrete parts of language) with more integrated
approaches to language skills such as conversation and litcfacyfv Most
teachers exhibit Llexibility in sethod, gearing teaching technigques to the
proficiency level and size of the class. For example, at higher ptoficiencyr
lerls thchn:svtend to t#ic a more unstructured approach, with students more
;ikcly’té ba encouraged toc engage in converasation. |
' The greatest emphasis in ELT classes for refugees is on spoken English,

'thnuéh basic litcracy‘aiso plays an impattﬁn: part in instruction. _In over
708 of the clasies, the teachers present English in written form at some time
during the class hour, either as a medium of instruction for spoken English or
for direct instruction in reading and writing skills. This £inding has
important inplications for class differentiation ané placement. Unless
students' literacy status is considered in class placement, it appears that
many nonliterate students may gind'ihaccessiblo those portions of classroca
instruction which assume literacy skills, since written materials are used
extensively even at the lowest levels of instruction.

Discussions with students from the classrooms observed suggest that
Southeast Asian refugee students depend on tiie teacher's judgment as to what
approaches are most effective in teaching English and are reluctant to offer
suggestions regarding teaching. Nonliterates with no previous schooling
indicated, however, that despite their lack of literacy skills, they learn

best when a highly structured, "step-by-step® instructional approach is used.

Lesson Content and Focus
About 50% of classroom time incorporates content arcas genegally
considered to be “survival skills,® including such topics as cultural

orientation, consuser skills, housing, medical orientation, and employment
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orientation. Employment-ralated ESL and vocational ESL are taught
significantly sore at higher levels of instruction, though at all levels
observed, employment is emphasized much less than other content areas.

Lesson focus for most of the :taiining SE% of ablc:vation tiae was on
speciiic ®language iessqps. ngse eunanniy instruction in :eaﬂxng or writing,
vocabulazy, gran-atical pgttc:n:, and qcnetal eenver:aeian. Axthau;h teachers
regularly identified prnnuneiation as a partieulat problem for Sonthdsat Asian

refugees, observers noted pronunciation spee;fically targeted in only 20& of

\\ \A

clasases. \

A

BEnglish is overwhelmingly the language of instruction in the ELT
classroom. Pully 92% of 1nst:uc§}on cbic:ved wvas conducted in natural,
colquuial English. 2ew classes (8%) offered any form of bilingual
instruction or translation into any cﬁ‘the native languages.

55555§§;§. Most teachers highly emphasize literacy, either implicitly as
‘a medium of instruction, or explicitly as the focus of lessons. This is
sometimes the case even when many students are not literate. Table IV-1 shows
the percentage of class tiwe that teachers use vg:iaus'!ypns of materials.
Observers recorded "none” if the materials were not usad at all; “some® if the
materials were in use for less than half of the observation time; and “"a lot®
if materials were used-for mora than half of the cbservation time. The
teachers' reliance on written material- in the ELT classroom can be seen in
the table.

The table also shows that the use of techmological aids such as films,
sudio tapes, or video is uncommon in refugee ELT classrooss, as ig the use of
tangible objects (sometimes referred to as *realia®). Further analysis of
these dsta reveals that beginning level classes use tangible objects

significantly more often than higher level classes. Teachers and

..........
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Table IV-1i
IKATERIALS
(fzom Phase II Classtoom Cbservations)
To_what extent did the tescher gge:' N ‘ _ ///‘
Cateqory “ Rggggz of Observations Percent of Classes ///

Using the Material Either,
.Nﬂﬂe. Ismel -A ml

Board Htiting - , 668 49.1 ) 2l.4 . 29/-5
~ Books - 668 . 75.4 - 4.2 /ze.:
worksheets e em -T2 . 77.2 4.0 18.8
Literacy props- 674 §2.1 2.2 ‘/* 5.6
Drawings/photos 680 81.8 4.1 / 14l
Filmsg/videos 661 : 99.4 0.0// c 6
Tapes . 682 - 97.8 G.4
Tangible cbjects ) 677 82.6 2 1 5.3

\
adnznistrators interviewed felt that for beginning classes, quccialzy éi\fseﬁ
for nonliterate students, tangible cbjects were very effective teaching tools,
particularly if incorporated into physical activities ef tasks in which
directions were giv&n in Englxsh. For exampie, one observed class, intcnded
for nonliterate and beginning students, was conducted entirely in English but

used actual sewing materials and sewing tasks as a means to teach the language.

Classroom observations and discussions with teachers and administrators

indicate that although most programs have access to newly published books

appropriate t- -sfuges students, Soke Programs ar2 nevertheless highly
isolated from information about current materials. Furthermore, a few
programs simply caﬁmt afford to purchase upd_ated materials even if they are
aware of them.

Classroos observations indicate that matesials created by individual
teachers a;d local programs are coumonly used, particularly with nonliterate
students, for whom appropriate comnercial materials have not baen available

until very receantly. Considerable effort has gone into development of these
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' 1ocal materials, which nrc:lelﬁan'disltninatcd beyond the local area. These

is continued need for 10&0: ievel latorials app:ayriatc for teaching literacy -/
to non~native apcakc:s. ané-highot l-vcl Iatcrials !Qt vocationally~specific
Englxah.w &ocally p:aducnd -atezzcls Bay canztitute an un;éentafxnd rescurce
i_#hﬁy«~*"”' Mwhich. if more widely disseminated, eeul& bcnnf;t tefuges ELT efxo:tl |

nationally.

Predictozs of Student Behaviors - /
In addition to a cnnpcsitc pictu:c ct what teachers a:e deing in the

classroom, we wanted to sketch stuﬁent behavxor as well, pc:txcula:iy

- \ A T

English-:elat-d b-hcvxo:s. w: were particularly interested in what classroca \\/')

factors are":elatcd‘te such behaviors. _ ' . ///

7
Multivariate analyses of data from over 300 class hours of observation :

show that much of the variation in student behaviors in the classroom can hg//f
predicted by differences in expc:;cnces that students bring with them tggsﬁf.
The English proficiency level of students in classes is closely relaeéé to.
their prior education and literacy, gender, and age, corroborating previously
consicered findings showing the inpottknce of background characteristics and
. previous experiences on English languagdrﬁohaviers.
Classroom observations indicate that students ia nerl advanced classes //”

engage more often in reading, speak more English overall and speak more

complex English in ciggs than do lower level students. Background variables )

7
s

Such as age aml s8xX aco t for up to 178 of tho between-class variance ;n
students' observed speech and reading behaviors. Structural aspects of ;he
classroaom, such as clase 8ize and ethnic mix, also predict student begﬁ%icts.

Still, even after characteristics of student backgrounds and cllsargém
/
7

/ \\\
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local efforts have not been sufficient, however; teachers told us that there e



st:ué:u:e,arc taken intc account, such of the variance in student bahaviors
Iremains to be sxplained. Scme can be attzibuted to pedogogical features of
/ the classroom. Let's examins how instructional features influence two gross
seasuces of students’ language-related behaviors. -

- Time op task. Refugee ELT‘class time is devoted almost exclusively to
English language instruction. Taachnrs‘écvqt- Jery little time to other
tasks. Observations show students are alsoc vecry much on-task in refugee |
English clasarooms. _Thly are paying attention and actively engaged throughout
the instruction period. After the influence of class size and class 1-§:1 ace
held constant, the teaching patterns most associated with students being
on-task are the use of books, class discussion, listening activities and
direct imstruction inlrcheing and writing.

English g n elagsrooms. Observers tracked both the amount of
English spoken and a few features of the sccial context (e.g., withl;ham
students spoke, wiether the use 6£ English was spontanecus Of in response to
teacher direction, and whether students "elaborated” on.topics}. As night*be
expected, the cverall amount of English spoken in classrooms is closely
related to the proficiency level of the class, with the highest incidence a:
English spesch, particularly elaborated speech, noted at the highest 1¢vels.»
If we examirs the amount of spontaneous speech occuring in classes, an
additional factor enters-—class size-~with more spontaneous speech noted in
‘smaller classes.

TG see what teaching patterns might stimulate students' spontanecus or
eiaborated speech is Bnglish, the effects of class sise and class level were
held constant statistically, and the teacher and student behaviors were then
corzelated. Those teaching patterns that emerge as successful in eliciting

speech, :cgnxdicss of class level or class size, are:
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© the use of discussicn_in class

O teacher/student role playing

‘o requesting student-student interactions

o cIa¥sroom conversation

© use of a highly structured method of targeting students for response
o teacher’s use of natural, cclloquiai English

© the teacher being on-task.

Socially interactive activities seem to wncourage :tudeéts' use of
English, whereas :qcitntion-typc activities, such as structured pattern drills
and structured qucstioa!:nd answer sessions are associated with a lack of
student-generated speech. Use of naﬁive language in class was found to
correlate negatively with :Endont-generaécd speech in English. |

These £indingas do not suggest that practices such as pattern-practice
drills, a very widespread technique in refugee ELT, or use of the native
language in instruction, do not serve useful pu{;esu:. Many beginning
students in hilingu;l programs told us they attended particular programs
because someone there could "explain things®™ in their native language, whereas
in other English prograsxs they felt completely “lost."™ However, if the goal
of a particular ciassroom is to encourage students to speak English on their
own initiative, these techniqgyes are not as effective as cnes which encourage

interaction in English among gpeakers in the classroom.
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CONCLUSICNS AND RECOMMENDATIONS

This section summazizes the major findings and conclusions of the Study of
Refugee Engl;sh Language Training. After a brief listing of the findings,
implications for refuyee resettlemont policy and ELT programs are discussed

and recommendations based on Study findings are presented.

Project Conclusions

o On the whole, English language training is widely accessible to
adult refugees.

o A large proportion of recently arrived adult men and women
refugees of all ages have participated in EBnglish language
training programs.

o Refugee background and demographic characteristics are important
predictors of English acquisition. Although individuals vary, on
the whole:

- previous education is by far the strongest predictor of success
. in learning English--individuals with more previous education
learn faster and reach higher proficiency levels:

- younger adults are learning English faster and reach higher,
proficiency levels than older adults;

- nonliterates and women, both groups with historically less
@ducation in Southesgt Asia, are having less success in learning
Engli‘hc

o Those individuals who have had the most previous edusation in
their native countries are likely to obtain more English language
training, both in refugee camps before United States entry and in
the United States.

o Certain students, particularly those who have had no prior
educational ezperience or literacy skills, and oider students, may
take considerably longer to reach given competencies in English
than more educated, yocunger students. A small minority of adults,
like other first generation immigrants before them, may never
achieve minimal proficiency in Engliiskh.
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o English language training pzowmotes English acguisition. |Given
individuals of similar background and demegraphic characteristics,
participants in English language training gain more ski11§ in
English than non-participants dc. \

o Amonyg recent arrivals, English language training p:omatesisnglish
acquisition wore than employment does.

o Lack of child care constitutes a substantial barrier to
participation in programs for many refugee women.

o Uncertain funding cycles and the inability tc hire full-time staff
hinder program effectiveness and continuity and make planning
within programc p:oble:atie.

¢ Overall, English language training pzrograms have provan flexible
in creatively responding to changing students needs and .
vicissitudes of funding.

o In adéition to facilitating the process of BEnglish acgquisition,
English language training programs constitute an important
resource for adjustment and problem-solving for many refugees.

o Pew programs conduct formal evaluations of their own progress;
many feel formative evaluation would be heilpful. Programs tend to
focus on the ‘instructional process rather than its outcomes.

o Appropriate assessment tools for placement and evaluation of
student progress are needed in many- prograas.

o Knowledge of students' prior education and literacy may be helpful
for placement purposes if other tools are unavailable.

o Continued teacher training and wider dissemination of assessment
devices and instructional materials appropriate for refugee
students, particularly nonliterates ig likely to maximize program
effectiveneas.

o A wide range of imstructional methods and approaches are used in
refugee English language training.

o Teacher style and experience appear to influence the success of
students in the classroox.

o Information about newly published materials and teaching
techniques designed for refugee English language training reaches
most programs, but some programs remain isclatoed from this
information. x

o Locally developed materials, particularly for nonliterate and VESL
students, constitute an untapped rescurce for refugee English
language training across the nation.
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o Smaller class sizes and ethnically mixed classes stimulate more
student use of Englisgh in class.

o At all levels, literacy forms the basis of much classroom
instruction.

o Interactive activities promote increased use of English in

classrooms. Students use each cther as resources in learning. ]
\

Policy and Program Implications and Recommendations

Pederal and State Issues in Resettlement

ORR funds provide for a wide range of services for :e:ﬁgee ‘ R

resettlement and self-sufficiency. $ little less than ha#f (43%) of the
ORR social service dollar in FY 1982 was spent directly qh refugee
English language training. Although this project has pgimarily
investkgated factors which contribute to refugees’ Eng;ish acquisition
rather than the effects of the mix of English languaggt:nining and other
services on self-sufficiencf, the service mix :emain;an en;going issue

¢

in refugee resettlement policy.

Refugee background and policy planning. The findings of the project
suggest that participation in English language tfaining has contributed
to reﬁugees' English acquisiticon, although gain? have varied for students
of particular backgrounds. In spite of the nan? creative and innovative
~ efforts to provide special training for nonliterate gtudents and students
of limited educational background, who represent a substantial portion of
Southeast Asian refugees, programs on the whole remain best suited to the
more literate, educated students. The effects of previcus education, age
and literacy on 1an§ua§e acquisition are strong, regardless of program
participation. Older and less educated refugees have less success in

acquiring English. More instruction may be necessary to assist these
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students to reach given levels of competency. Some refugees may never
reach even "survival" level proficiency in English, regardless of how
much instruction they receive. This is not :éally surprising.
Bistorically, many first generation immigrants to this country have not
learned 8nglish{_ The £indings also suggests that .hose with the least
education in their native country also receive less English language
training in refuged camp programs as well as here in the dnitéd States.
Rather than catching up to others, they remain at a disadvantage.

Policy somehow should z;cognize these striking trends. As refugees
of different cultural and educational backgzounds enter the United
states, policy planners should recognize thé.large diffe:gnces_in
acquisition rates and ultimate achievement levels among subgroups of
varying age and educational status. uniform limitations on hours of
English language training for all refugees, regardless of background, may
not be realistic. At the same time, with limited funding available for
'Bnqlish language training, ELT service priorities nqst be carefully set,
asking #t what point English language training stops being useful for
those refugees for whom further Bnglish acquisition is likely to be very
minimal.

English training and employment. There has been an on-going debate
about whether resettlement programs should focus early efforts
exclusively on employment rather than ELT. The data suggest not. Most
recently arrived refugees who have participated in English language
training receive the ttaining during their first year after arrival. The
results of this study indicate that participation in English language

training may foster more English acquisition than employment does, at
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least in the initial months of resettlement. These findings suggest that
some initial laaguage training may be more conducive to English
acquisition than immediate placement in employment.

Program funding. Pluctuations in funding levels and cycles have made

it difficult for local service providers to establish and operate stable
and effective English language programs. This instsbility is
cansisten£1§ identified as thevmdja: problem E;cing.pragran planners.
On~-going institutional relaticnships between Eunﬁing agencies angd service
providers should be promoted to provide a more stable basis for planning

and delivering English languagye training to refugees. R

Sl
T
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Local Program Planning

The findings of this project suggest that design and organization of
programs at the local level atffects refugees’ pacticipation in programs,
their classroon hchdbio:. and probably service outcomes.

Overcoming barrierg to Esgt;c;ggtion. Though participation in
refugee English language training programs is high, ba::;e:s still exist
which prevent some refugees in need of training from attending programs.
Creative ways of removing barriers to participation have been
successfully inmplemented by numerous programs throughout the :éuntry.
These alternatives should be considered by programs with similar problems.

Por example, lack of literacy skills may be a barrier to
participation for saaé students, since even the lowest level classes
available in some of the locales may implicitly'assung literacy skills.
Many programs with substantial numbers of nonliterate students have
recognized the need for specialized training geared toward naﬁliterates

and bave provided special classes for this group. In one area Sighly
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iupactéd hy nonliterate groups, students with limited literacy skills
attend a bilingual preparatory program which orients them to basic
literacy skills and classzoom skills before they attend other English
language training programs.

Lack ot‘child care is a common barrier teo participation that has been
nore difficult for programs to ove;cdﬁa since provision of child care is
often seen as expensive and outsidenﬁhe English training budget. Some
innovative solutions to this*pzoblen have included incorporating children
into the educational setting in a women's program, coordinating child
:a:e‘Fe:vices with ;ocal county social services agencies, bringing |
énglish claases to refugee housing projects, or sending volunteer
teachers into refugee homes. Other programs have adjusted class
schedules to allow family ngnbc?s to sharélchila care at different times
of the day. Programs have been_able to reduce barriers to parti~ipation
and improve their instructional design in part because of having the
tlexibility-to adjust to changing student needs. Any guidelines or
standards imposed at the state or federal level should continue to allow
such flexibility at the program levol.

Staffing., Staff qualifications should be a prime consideration in
planning and implementing local English language training programs.
Analyses of local qguestionnaires, interviews, and on-site observations
suggest that a positive step ﬁowa:é enhancing refugee qulish 1anggage
training would be t¢ emphasize t@e use of qualified, full-time teachers
wherever possible. Qualified means not only experienced and trained in
teaching English to non-native speakers, but also having experience with
and‘sensitivity toward pcagits of different cultures. There are clear

budgetary and personnel-policy constraints om building a core of
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full-time teachers, and additional rescurces and fun§ih§ stability may bez
needed before such staffing pgtte:ns can be establis&ed. k

On~-going staff training and development, already implemented in many
programs, is necessary to kesp up with the changing needs of new
arrivals: New groups will vazy in their background characteristics,
cultures and previous English language training. Effective training
programs will need to adjust to these changes as well as remain informed
about the growing body of materials and instructional techniques which
have been developed for similar populations in recent years.

Structure of classes. The proiect findings imply that programs have
di;ficult choices to iake it'they are to maximize available resources and
maintain quality instruction. Por example, whereas some data point ©o
the benefits of the greatest possible differentiation of classes Ey
proficiency level and student goals, and the smallest class size
possible, other findings sﬁggesh that using full-~time teachers may be
nost beneficial to program consistency and continuity as well as to
attracting and keeping qualified professionals in refugee English
language training instruction. Given limited resources, prograzs might
increase differentiation by proficiency level instead of having more
parallel sections of the same level. At higher levels of instruction,
for example, we have seen how written materials are nuch more commonly
used than at lower levels, which depend more on spoken inﬁtructicn. At
thellewer levels, where spoken interaction is the most acéessible medium
for students having little education or literacy skilis,.snallo: classes
may be most impor;nnt: at higher levels, thengh smaller classes might

still be optimum, students cam use written materials as learning tools,

depending less on individual instruction from the teacher.
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The importance of education an&llitetaey a8 predictors of success in
English acquisition, as well as the finding that much of English language
training instruction uses literacy as an important means af_;nstruction,
suggests that prior literacy és students be considered caretuliy in
placement. The project Eouhé no evidence suggesting that placing
nonliterate students with litezrate students was not successful, but
programs and teachers sShould be aware of the special difficuities

nonliterate students may face in English language training classrooms.

Program Development of Curricula, Assessment and Instructional Materials

' A good deal of experimentation, development and innovation has

eccurred in local programs. Eowever, these developmental activities too

often have taken place in isclation: Appropriate materials, assessment

procedures and staff training activities are designed over and over again
independently in individual classrooms and proq:amdl A wealth of
potentially useful ideas and materials exists in local English language
training programs, but much of it is inaccessible to those who need it
most. For example, secondary migration has meant that many refugee
students have left areas which had developed specialized programs for
them, only to move to another part of the country where the English
language training programs they now attend are not sO welil equipped to
train them. Since the prugrams most in need of this updated inia:natian
appear to be those most isolated from these sharing networks, they might
consider initiating membership in professional Engiish language training
organizations at the state and national level. Most of these
organizations now include refugee and adult ESL groups among their

special interest groups. Some programs have developed curricula or
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materials which could help new programs or programs in areas recently
iapacted by seccndary’nigrants. Such éevelape:s shovld be encouraged to
share their research and materials, not only through professional
associations and informal networks, but‘thraugh formal channels whiéh
exist for tge purpose of dissemination, such as the Refugee Materials

Center, U. S. Department of Education, Xansas City, Missouri, or the ERIC

. educational data base. Project data indicate that where such technical

assistance has been available, such as in the past from the Center for
Applied Linyuistics, programs have received substantial assistance from

them.

Teaching Implications

A .ide range of teaching approaches, techniques and mate:ials are in
use in refugee English language training. In most programs, instructors
are given considerable discretion in how they teach their élasaes. and
appear to adjust teaching to the proficiency levels of the students.
Differences in student backgrounds and goals suggast that there is no one
*right® way to teach refugees English. Some teachers have found success
using innovative approaches, others find that students are most
confortable with approaches traditional to Southeast Asia. Whatevei type
of clagsroom instruction is chosen, the findings of this study suggest
that teachers should consider the cultural and educational backgrounds of
their stuéenﬁs carefully and choose approaches accordingly. In
particular, teachers shoulé‘carefully assess how thqy use literacy in the
classroon, aad whether the use of reading and writing is appropriate for
all the students. Though nonliterate Scutheast Asian students indicate

they value a highly structured environment using some typ2 of book,
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instructors should carefully weigh the appropriateness of given texts for
beginning level students. AlmOst unanimously, teachers experienced with

nonliterate learners suggest that oral skills and comprehension are most

effectively taught using concrete objects and activities.

Evidence eollectcd‘in this project indicates that certain types of
accivities an& approaches tend to encourage students to speak English in
class. If a goal of a particular classroom is to stimulate students to
communicate in English, it appears that interactive activities are more
effective than pattern practice or structured qpestion and answer
drills. Students use not only the teacher but also each other to
practice ;nd iearn English. Espegially in large classrooms, the students

thenselves may cehstitute a helpful resource for language practice.
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