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ABSTRACT OF THE DISSERTATION

INITIAL PLACEMENT METHODS

FOR HAITIAN ADULT ESOL STUDENTS:

THE NYS PLACE TEST PLUS PROFILE DATA

COMPARED TO SUBJECTIVE ASSESSMENT

by

Dorothy R. Alterman

Florida International University, 1994

Professor Douglas Smith, Major Professor

Few valid and reliable placement procedures are available to assess the

English language proficiency of adults who enroll in English for Speakers of Other

Languages (ESOL) programs. Whereas placement material exists for children and

university ESOL students, the needs of students in adult community education

programs have not been adequately addressed.

Furthermore, the research suggests that a number of variables, such as, native

language, age, prior schooling, length of residence, and employment are related to

second language acquisition. Numerous studies contribute to our understanding of

the relationship of these factors to second language acquisition of Spanish-speaking

students. Again, there is a void in the research investigating the factors affecting
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second language acquisition and consequently, appropriate placement of Haitian

Creole-speaking sudents.

This study compared a standardized instrument, the NYS Place Test, used

alone and in combination with a writing sample in English, to subjective judgement

of a department coordinator for initial placement of Haitian adult ESOL students

in a community education program. The study also investigated whether or not

consideration of student profile data improved the accuracy of the test. Finally, the

study sought to determine if a relationship existed between student profile data and

those who withdrew from the program or did not enter a class after registering.

Analysis of the data by crosstabulation and chi-square revealed that the

standardized NYS Place Test was at least as accurate as subjective d -ment

coordinator placement and that one procedure could be substituted for li other.

Although the writing sample in English improved accuracy of placement by the NYS

test, the results were not significant. Of the profile variables, only length of

residence was found to be significantly related to accuracy of placement using the

NYS Place Test. The number of incorrect placements was higher for those students

who lived in the host country from twenty-five to one hundred ten months. A post

hoc analysis of NYS test scores according to level showed that those learners who

placed in level three also had a significantly higher incidence of incorrect

placements. No significant relationship was observed between the profile variables

and those who withdrew from the program or registered but did not enter a class.
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CHAPTER I

INTRODUCTION

Introduction to the Problem

Census data and projections are evidence of the growing number of

immigrants in the United States and more specifically, in South Florida. Figures

show that, in 1990, the number of immigrants admitted into the United States was

2,598,338 of which 133,333 were admitted into Florida (Shermyen, 1992).

Haitians began arriving in the United States in large numbers in the 1960s.

Since the 1970s, increasingly large numbers have settled in South Florida. Their

motivation is to escape the oppressive and corrupt political system of Haiti. As a

result of this system, the majority of Haitians live near starvation with little hope for

the future.

As conditions in Haiti worsen, the number fleeing their country increases.

The Sun-Sentinel (Pierre-Pierre, 1992, December) reported that approximately

34,000 Haitian refugees were intercepted at sea in 1991 as they headed for South

Florida, a point of illegal entry. Figures for 1992 approached the same number

(Ocker & Pierre-Pierre, Miami Herald, 1992, December). The Miami Herald

(Wallace, 1992, May) reports that the total Haitian population in Florida is 84,183.

Florida International University anthropologist, Alex Stepick, challenges these figures

as an underestimate of the state's Haitian population by fifty to one hundred percent

(Miami Herald, 1992, May). Based on his study for the U.S. Census Bureau, he

believes a more accurate figure for the state population lies between 125,000 and
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170,000. Other sources estimate that there are 90,000 Haitians residing in Dade

County and approximately 40,000 to 50,000 in Broward (Dibble, Miami Herald, 1990,

January).

Inconsistencies in these data stem from the fact that the 1990 Census did not

distinguish Haitians from the total black population, nor did it collect specific

information regarding speakers of Haitian Creole (Wingerd, 1990). Although it is

generally believed that an undercount exists for immigrant populations who are

known to be minimally literate and especially fearful of answering official

government questions, Wingerd (1990; personal communication, May, 1993), who

conducted an alterative enumeration of a one-block area in Fort Lauderdale, found

the census data to be generally accurate for that sample area. She believes that local

Haitian mass media had successfully prepared the community for the census process.

Furthermore, she feels that the American black population was more difficult to

enumerate. Nevertheless, since the census failed to collect accurate ethnicity data

regarding minority populations, and Haitians were not distinguished from other black

populations, it was virtually impossible to determine their true numbers in the U.S.

or in Florida based on these figures. However, recent re-examination of

demographic data by the Census Bureau now shows that the number of Haitians in

the United States increased by 144% between 1980 and 1990 from 92,000 to 225,000

(Waggoner, 1993). According to Savain, bilingual education consultant on Haitian

language and culture, these figures still underestimate the size of the Haitian

population since the estimated Haitian population in Florida is close to 200,000 and
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Haitian populations in New York City and Boston are nearly as large (R. E. Savain,

personal communication, August 25, 1993).

The influx of immigrants noticeably impacts the job market. Labor

projections indicate that the majority of new entrants into the workforce in the next

fifteen years will be women, minorities, and immigrants (Kolberg & Smith, 1992).

Skill shortages will arise in middle level jobs which require formal education beyond

high school (Kolberg & Smith, p. 125). A recent study of male immigrant earnings

indicates that, in 1988, one third of the male immigrant population did not have a

high school diploma as compared to thirteen percent of the native male workforce

population (Sorenson & Enchautegui, 1992). In the same study, Sorenson and

Enchautegui state that the male immigrant workforce population increased from six

to nine percent between 1979 and 1989. The fact remains that the immigrant

population is not only increasing, but largely unprepared to function within the

community and unable to meet the demands of the workforce (Carnevale, Gainer,

& Meltzer, 1990). In South Florida, the Haitian immigrant population will be one

of the major groups to require immediate attention and assistance.

Immigrants in Florida Schools

According to the fiscal report for 1991 prepared by Gardner, a University of

South Florida professor, the number of limited English proficient (LEP) students

served in Florida's adult education programs increased from 86,160 students in 1986

to 113,233 students in 1991 (Gardner, 1992). Figures presented in Florida's

Multicultural Review Task Force Report (1991) indicate that one hundred countries
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of origin outside of the United States are represented in Florida s student population.

Florida school districts reported more than forty-nine native languages (1991).

According to the School Board of Broward County, in South Florida, its Department

of Adult and Community Education documented seventy-five countries of origin for

its adult students in March, 1991. The highest percentage (30.93c) of LEP students

came from Haiti. (Please note that the term LEP is used here interchangeably with

PEP, potentially English proficient).

Broward County Schools' 1992-1993 report, Foreign/PEP Student Impact,

which includes data for kindergarten through twelfth grade children, describes its

diverse student population with over one hundred countries of origin and more than

sixty-six languages. Numbers collected by country for the 1992-1993 school year

indicate the largest number of Broward's newly registered school children (521) from

a non-English speaking country came from Haiti. Numbers collected by language

show that new registrations for Haitian Creole-speakers (1,131) were second in

number to Spanish-speakers (3,186), who obviously represent many more countries.

It is likely that this report on Broward's school children reflects comparable data for

Broward's adult population.

Demographic information obtained from Broward County Schools

Information Services in May, 1993 documents a total of 3,522 Haitian limited English

proficient (LEP) students in Broward's Adult and Community Education programs.

Among the adult centers and community schools, the Whiddon Adult Center served

the largest number of Haitian adults (571), surpassed only by Off-Campus North
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(746). However, the latter is not a single site but is comprised of numerous smaller

sites.

Clearly, the immigrant population on the national, state, and local levels is

growing, as well as its enormous impact on school systems. Providing education to

this diverse and expanding LEP population is a tremendous challenge. Thus far,

much of the focus has been on the education of LEP children. In Broward County,

with its large Haitian population, the accurate and efficient assessment and

placement of Haitian adult LEP students is a matter which demands additional

investigation.

Limitations of the Available Data

It is important to note the limitations of the currently available data.

Recently, Florida statewide student surveys have begun to collect national origin data

on "speakers of languages other than English (SLOTE)" profiles (Olsen, 1991). This

documentation will enable researchers to extract descriptive data for specific

populations, such as Haitians. Unfortunately, these data also have limitations.

Although there appears to be an increased concern for the number of LEP students

as evidenced by more counties reporting LEP figures, data collection methods among

districts within the state vary and reveal a lack of uniformity (Olsen, 1991; personal

communication, May, 1993).

Other inconsistencies exist regarding ethnic information which is self-reported

on student registration forms. Since the individual may designate any racial group

he/she desires to affiliate with, it is the researcher's experience that Haitians may
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write H for Haitian unaware that this letter represents Hispanic in ethnic coding.

To undermine data accuracy even more, individuals may not report their true

country of origin. For example, some Haitians identify themselves as Bahamians.

Background of the Haitian people

Haiti is situated in the Caribbean about five hundred fifty miles from the

United States. It occupies the western third of the island of Hispaniola, sharing it

with its Spanish-speaking neighbors in the Dominican Republic. The national

language of Haiti is Creole; the official languages are Creole and French. According

to Rorro (1992), whose 1988 doctoral dissertation deals with academic achievement

of Haitian LEP students in New Jersey public high schools, French was used as the

language of the government, the school, and the educated elite while Creole was

spoken by the total population. As described in an official document published by

the Haitian government, La Reforme Educative (1982), and also in Rorro (1992), the

education reform movement of the 1980s introduced Creole in the schools as the

language of instruction for the primary grades. Creole was recognized in the 1987

Haitian Constitution as one of the two official languages of the country (1992).

Usage of Creole in government and in business is increasing.

Although the government has adopted an official spelling of Creole,

continuing disagreement and debate regarding a standardized written form has

limited the availability of written material. As a result, many Haitians, including

teachers, are still unable to read and write Creole. There are now programs for

teachers to receive training to improve their skills in Creole. These programs are
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still in the beginning stages (R. E. Savain, personal communication, August 5, 1993).

Savain notes there is increasing discussion as to the name of the language, Haitian

Creole or Haitian, with the latter slowly gaining support.

Nevertheless, the available written material, in French or Creole, is largely

beyond the economic means of the general population. Consequently, Haitians rely

heavily on oral communication and memorization and their literacy skills, in French

or Creole, are not strong. As described by Rorro (1992) and others, formal Haitian

education is characterized by the authoritarian role of the teacher, enforcement of

strict discipline, rote memorization of facts, respect for the teacher, and obedient

acceptance. These factors strongly influence the behavior and attitudes of Haitians.

Although Haitians revere education, it is largely inaccessible to the masses due to

the system of government, the extreme poverty of the people, and the small budget

allocated to education, especially in the rural areas where the majority of the people

live (R. E. Savain, personal communication, August 25, 1993).

Literacy Deficiency

The recent heavy influx of Haitian immigrants to South Florida has brought

to the school system a group of students noticeably deficient in native language

literacy skills. This conclusion is supported by the HRS Refugee Programs Update

(Spinthourakis, 1993, February) which reports that less than thirty percent of the

Haitian population, in Haiti, is literate. Stepic (1992) estimates that twenty percent

are literate while according to Savain, this figure is closer to fifteen percent (R. E.

Savain, personal communication, August 25, 1993). The Haitian immigrant

7



population in Florida largely consists of illiterates, who lack basic reading and writing

skills, and those minimally literate, who have less than six years of formal schooling

(Spinthourakis, 1993; Stepick, 1992). Limited literacy and lack of prior schooling

lead to a high rate of frustration, failure, and drop-out among these students. Their

ability to independently function and participate in the community is, therefore,

substantially jeopardized.

A tabulation of the numbers of Haitian students who registered and took the

Test of Adult Basic Education (TABE) at Whiddon Adult Center during the period

August 1992 through June 10, 1993 shows that forty-three percent (956 of 2,242) of

the limited English proficient (LEP) students were Haitian. Ninety-seven percent

(929 of 95b) of the Haitians tested had TABE scores equal to or less than (5.9), the

basic skills level. Only three percent (27 of 956) had TABE scores equal to or

greater than (6.0). Approximately fifty-six percent (539 of 956) did not have enough

English language skills to take the test and/or scored (0.0). These conclusions

regarding adult basic skill levels are based on a hand-count of student data cards on

file at Whiddon's Guidance Office since TABE scores are presently not part of the

computer database for adult students.

Currently, the TABE is required by the district as an entry test for all adult

students in state funded classes. However, the TABE is designed for assessment of

basic skills in an English-speaking population. It does not distinguish between those

lacking basic skills and those lacking English language skills. Using an instrument

designed to assess basic skills in English inflates the number of illiterates in the LEP
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population and stigmatizes that population by identifying as illiterate those who may

be literate in their native language (Vargas, 1986; Wiley, 1991).

According to Schilit (in Spinthourakis, 1993; Schilit & Nimnicht, 1990) the

ability of the Haitian immigrant to read and write English is a positive advantage

when seeking and maintaining employment. His recent study of Haitian immigrants,

prepared for the Florida Department of Health and Rehabilitative Services, links

proficiency in English with higher levels of schooling and employment (1990). The

report, which surveyed newly legalized Haitians and Hispanics in Florida, documents

that the average educational level for farm workers and unskilled workers was 3.6

years; and for skilled workers, 7.1 years. Based on these findings, the report suggests

that in order to help Haitians become productively employed, they should be

encouraged to begin or continue to take English classes.

Data Deficiency

Numerous searches of clearinghouse databases revealed that the studies

dealing with limited English proficient students focus primarily on the needs of

children. In response to the growing concerns of educators, researchers are only now

directing some attention to the needs of adults. The majority of adult studies which

do exist are based on data drawn from Hispanic or Asian populations. Information

specific to Haitian adults is sparse.

Details contained in this study relating to the demographics, background, and

literacy of the Haitian people were corroborated by interviews with Haitian

educators in South Florida, as well as one educator who currently lives and works
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in Port-au-Prince, Haiti (see Appendix A). The data reported are consistent with the

beliefs of those interviewed. However, there was some concern over the statement

that the Haitian population in Florida largely consists of illiterates. Although there

are professionals in the Haitian community who have a high level of education, it

is difficult to estimate what proportion of the total Haitian population in South

Florida they represent. There is agreement that the proportion will be different

according to the particular geographic area described.

Florida Laws Related to Student Placement

The Lulac, et al. v. the Florida State Board of Education, et al,. generally

known as the META Consent Decree (1990), refers to a court order between the set

of clients in a class action represented by the Multicultural Educational Training

Advocacy, Inc. (META) and the Florida State Board of Education. It requires that

the educational rights of limited English proficient (LEP) students be adequately

addressed through a mandated program of statewide educational standards and

guidelines. The agreement specifically refers to identification and assessment, equal

access to "appropriate programs" including adult education, and monitoring of

student language acquisition. Citing the first section, assessment must utilize a

testing instrument approved by the Florida Department of Education (Section I,

subsection C, paragraph 2e). However, the guidelines also state that a school district

may use a district developed or adapted test procedure to assess a student's limited

English proficiency provided that the Department of Education determines that the

instrument and standards are valid and reliable measures.
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The list of state approved tests for ESOL, revised August 19, 1992, as

reported by Broward County Schools Department of Multicultural Student Affairs,

does not include any test appropriate for adults. Since, in the first section of the

META guidelines, it is indicated that "each test shall be administered in accordance

with the publisher's instructions," (Section I, subsection C, paragraph 2a) it cannot

be assumed that a test intended for children would have the same validity and

reliability for adults (Henning, 1987).

The following phrases in the Consent Decree refer to adults:

LEP students are entitled to equal access to other appropriate programs such
as ...adult education... Programs described in this section shall be provided to
LEP students in a manner appropriate to their level of English language
proficiency and must provide equal access to the program's subject matter and
benefits including understandable instruction... (Section III, subsection A).

The Florida Statutes incorporate the requirements addressed by the META Consent

Decree and stipulate that instruction must be provided to limited English proficient

students in a manner which is accomplished as "rapidly as possible" (Section 233.058,

Florida Statutes, 1993).

Thus far, the statewide guidelines derived from the Consent Decree have

been applied to programs for children in K-12. A technical assistance paper (TAP)

published by Florida's Bureau of Adult and Community Education (1993) attempts

to clarify the responsibilities of the local education agencies and maintains that the

guidelines do not apply to adult education except in the case of LEP students

enrolled in adult education classes for high school credit. The report emphasizes

that "adult LEP students must have equal access to program subject matter, content,
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and benefits; and instruction and services need to be made understandable to them"

(p. 3).

At a recent meeting of Haitian educators (April, 1993), Stefan M.

Rosenzweig, an attorney for Florida Rural Legal Services, Inc. and co-council for the

META Consent Decree, reaffirmed that the Consent Decree has not been applied

to adults. He stresses that any government funded education program must provide

equal opportunity and equal access. He feels confident that state implementation

of the guidelines of the decree will soon be extended to include adults. This issue

continues to be debated by Florida Department of Education administrators.

At present, the state requires that one of four tests be used to determine the

basic skill level of students enrolled in state funded adult education programs (Rule

6A-6.014(4), Florida Administrative Code, amended 1989). As stated in the School

Board of Broward County Policy Handbook (Rule 6.7, updated 1990) either the full

battery or survey form of the Test of Adult Basic Education (TABE) must be

administered to all adult students in general education programs funded by the state.

The TABE is a norm-referenced test which means that it evaluates ability against

a standard based on the performance of a group; this implies prior test

administration to a large sample of that population (Henning, 1987).

Based on the researcher's experience as an ESOL teacher, the TABE is

inappropriate for use with limited English proficient students. Since the test was not

intended for use with the LEP population, the validity of the test for this population

is questionable. Norms reported in the TABE manual (1987) make no mention of
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LEP adults. Furthermore, according to Jackson (in Sticht, 1990), the lowest level of

the TABE will be frustrating for students with below grade 3.0 skills. In addition,

Jackson states that test items include content which has a middle class orientation.

Still, this test is required by the state and Broward County, following state

requirements, administers the TABE to its adult ESOL students. Recognizing

shortcomings of the TABE, the Florida Department of Education has granted a

waiver, on a case by case basis, for those ESOL students who are unable to read the

test due to their lack of basic English skills. The TABE requirement is currently

under review by the Florida Department of Education (J. Dodd, program specialist,

personal communication, January 27, 1994).

The Broward County English for Speakers of Other Languages [Adult]

Curriculum Guide (1991) recommends Mainstream English Language Training

(MELT) Student Performance Levels (SPL) as descriptors of the four ESOL levels:

preparatory, beginning, intermediate, and advanced. The ESOL Curriculum Guide

suggests TABE correlations with these instructional levels as follows:

LEVEL TABE MELT

Preparatory 0-1 0-II

Beginning 1.0-3.9 0-III

Intermediate 4.0-6.9 IV-VI

Advanced 7.0-8.9 VII-IX

The ESOL Curriculum Guide further recommends that placement be based on pre-

existing records, interviews with a guidance counselor, score on a placement
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instrument, ability to complete a teacher-made test, interview with the ESOL

program coordinator, and evaluation by the classroom teacher. Although the ESOL

Curriculum Guide does not recommend any specific placement test, it suggests the

following criteria for an appropriate instrument:

free from cultural bias, specifically designed for adult learners of English as
an additional language, does not require implementation of a limited program
whose validity is dependent upon follow-up use of intrinsic teaching-learning
materials and post-test instruments, and remains compatible as a basis of
comparison when subsequent instruction is delivered through an eclectic
approach (1991, p. 8).

Statement of the Problem

The tremendous increase in the number of limited English proficient adults

forces educators to attend to two salient problems which have not been adequately

addressed. The first deals with the difficulty of placing students into programs

divided into levels. At present, few tests are designed to place minimally literate

limited English proficient adults into community education programs (Alderson, C.,

Krahnke, K., & Stansfield, C., 1987). The available tests have drawbacks which in

many cases limit their usefulness (Alderson, et al., 1987). The TABE, which is

required, does not adequately reflect differences among minimally literate ESOL

beginners who typically all score (0.0). Furthermore, the TABE clearly does not

meet any of the criteria for a placement test as described in the Guide. For these

reasons, the TABE is not useful as a placement tool for students in programs where

large numbers of students fall into the category of minimally literate LEP.

Therefore, whereas Broward's ESOL Curriculum Guide describes four ESOL levels

and suggests corresponding Mainstream English Language Training (MELT) levels
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(see Appendix B), it does not adequately describe a standardized method for

placement into those levels. The Whiddon Adult Center bases its curriculum on a

combination of that suggested in the district curriculum guide along with its in-house

developed strands (see Appendix C).

It has been the researcher's experience that, very often, the teacher relies on

informal assessment to measure students' language proficiency for placement and for

advancement. Although informal, non-threatening qualitative feedback is consistent

with adult education (Knowles, 1984), the results may not be accurate and may very

well negatively impact a student's motivation by violating a more fundamental

principle of supplying meaningful input at the correct instructional level (Krashen,

1985).

The second problem under consideration in this study is the effect of certain

profile variables on placement of Haitian adults. Teachers who lack an awareness

and understanding of the affect of these variables on placement and English

language acquisition are unable to adequately address the linguistic needs of their

Haitian students. The research dealing specifically with Haitian Creole-speaking

adult students is scarce. A review of the literature revealed a number of studies

dealing with variables related to second language acquisition in general. Such

variables include age, prior schooling, length of residence, and employment. While

much of the available research may be generalizable to the Haitian population,

further investigation is indicated since we cannot assume this to be true. Additional

research may yield results which will enable educators to better understand the
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varying linguistic needs of this population so that they may identify and apply more

appropriate and effective teaching strategies.

In summary, the need exists for accurate and efficient standardized measures

for initial placement of adult Haitian students into adult and community education

ESOL classes. There is also a need for better understanding of the interrelationship

of learner variables which may affect oral language proficiency and initial placement

of Haitian adult students.

Purpose of the Study

Placement is not an end in itself, but only the beginning of the process which

seeks to establish the appropriate level and starting point at which meaningful

instruction may occur. A placement test is only a tool to draw one sample of a

student's performance at a given moment and can be affected by factors such as

anxiety and fatigue. A framework of additional profile data, for example, age, prior

schooling, length of residence, and employment must also be considered if accurate

and efficient placement is to be accomplished. The purpose of the present study is

to determine if a standardized placement instrument (the NYS Place Test, New York

State's placement test for English as a second language adult students, normed on

a predominately Spanish-speaking adult population) is as accurate as, or more

accurate than, subjective judgement of a department coordinator for initial

placement of Haitian adult students into ESOL levels. Since the NYS Place Test is

an oral assessment, the study seeks to determine if degree of accuracy is enhanced

by sampling the student's writing in English (see Appendix D). This study will also
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determine if there exists a significant relationship between profile data (age, prior

schooling, length of residence, or employment) and accuracy of placement method,

as well as the relationship between profile data and those who withdrew or did not

enter a class after registering.

The reader will note that New York State's placement test for English as a

second language adult students will hereafter be referred to as the NYS Place Test

or the NYS test. NYS is usually pronounced as nice. The reader will also note that

the term residence, as used in this study, refers to the length of time the student has

lived in the United States and is not used in any legal sense whatsoever.

The NYS Place Test has reportedly been successful in placing Spanish-

speaking students in adult and community education programs (Mooney, 1991).

Further investigation is needed to determine if the test is effective for Haitian adults.

The NYS Place Test will be considered effective if it is at least as accurate as the

subjective coordinator method of placement. Accuracy is me- ured by classroom

teacher and student responses based on the student's ability to function at the

instructional level of the class. Degree of accuracy, in this study, will be numerically

expressed as degree of correct placement on a scale of one to six where six indicates

perfect placement. The test will be considered more efficient (cost effective) if

placement can be accurately accomplished by a teacher aide, trained to administer

the NYS Place Test.

In summary, this study will focus on two aspects of language learning. The

first deals with accurately identifying the current skill level (Cross, 1981; Knowles,
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1984; Krashen, 1985) of Haitian LEP adults so that meaningful instruction can take

place. The second deals with the interrelationship of factors affecting oral language

proficiency of Haitian students and their participation in an adult literacy program.

As Ellis (1985) states, "the literature suggests certain aspects of second language

acquisition which are relatively stable and generalizable, if not to all learners than

at least to large groups of learners" (p. 4). The results of this study may assist adult

educators in the appropriate placement of Haitian students into ESOL classes. It

may increase awareness as to the demographic variables, gathered upon intake,

which may impact on correct placement.

Research Ouestions

The study is concerned with a primary research question and four subsidiary

questions. The primary research question is the following: Is there a significant

difference in the number of correct placements of Haitian adult students into four

ESOL levels based on the use of the NYS Place Test compared to subjective

department coordinator assessment as measured by teacher and student responses?

The primary research question suggests four subsidiary questions:

1. Is there increased accuracy of placement of Haitian adult ESOL students

by employing a writing sample, in English, in combination with the NYS Place Test

as opposed to employing the NYS Place Test alone?

2. Is there increased accuracy of placement of Haitian adult ESOL students

by considering profile data (age, prior schooling, length of residence, or employment)

in combination with the NYS Place Test?
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3. Is there a significant relationship between the profile data (age, prior

schooling, length of residence, or employment) and withdrawal from the program for

Haitian adult ESOL students?

4. Is there a significant relationship between the profile data (age, prior

schooling, length of residence, or employment) and DNE (did not enter, that is,

those who registered but did not come to any class) for Haitian adult ESOL

students?

Hypotheses

The following null hypotheses were derived from the research questions:

H.. There is no significant difference in the number of correct placements

of Haitian adult students into four ESOL levels based on the use of the NYS Place

Test compared to subjective department coordinator assessment as measured by

teacher and student responses.

H1 . There is no increased accuracy of placement of Haitian adult ESOL

students by employing a writing sample, in English, in combination with the NYS

Place Test as opposed to employing the NYS Place Test alone.

H2 . There is no increased accuracy of placement of Haitian adult ESOL

students by considering profile data (age, prior schooling, length of residence, or

employment) in combination with the NYS Place Test.

H,. There is no relationship between the profile data (age, prior schooling,

length of residence, or employment) and withdrawal from the program for Haitian

adult ESOL students.

19



H4. There is no relationship between the profile data (age, prior schooling,

length of residence, or employment) and DNE (did not enter) for Haitian adult

ESOL students.

Assurance of Correct Test Administration

It is assumed that the testers administer the TABE as prescribed in the test

manual. Additionally, it is assumed that the department coordinator does not

deviate from the way in which assessment has been accomplished in the past.

Finally, it is assumed that the teacher aide who administers the NYS Place Test does

so in the manner prescribed in the test instructions and video.

In order to ensure correct administration of the TABE, testers have received

inservice training and have attended meetings with the guidance director. In order

to ensure correct administration of the NYS Place Test, both the teacher aide and

the researcher read the accompanying manual, watched the video, and discussed

procedures and scoring. The researcher also discussed test administration and

scoring with Mooney (personal communication, October 13, 1992; January 29, 1993)

who conducted extensive research utilizing the NYS Place Test and administered the

test on the video. The researcher shared this information with the teacher aide.

Limitations of the Study

This study is concerned only with initial placement of Haitian adult ESOL

students into community education classes and the variables affecting second

language acquisition which may impact on the accurate determination of level. The

relationship of student achievement (positive gain) and successful initial placement
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is beyond the scope of this study since it would introduce too many variables. For

example, factors such as motivation, health, transportation, child care, financial

and/or immigration problems may contribute in varying degrees to an adult student's

retention and success in an ESOL program. Therefore, it cannot be assumed those

who withdraw from the program have been inaccurately placed and that those who

stay have been successfully placed.

This study addresses native language literacy only in a limited sense in that

it considers self-reported information on the use of native language, Creole or

French, and years of prior schooling. It does not address the issues of formally

assessing native language literacy and providing native language instruction for

subsequent transition into ESOL classes. The effect of level of native language

literacy on placement procedures and retention are recommended topics for further

research.
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CHAPTER II

REVIEW OF RELATED LITERATURE

Introduction

"Our concern should not be with effective retention but with effective

teaching," emphasized Tinto in a paper presented at the 1988 National Conference

of the Advising Association in Miami, Florida. Tinto was referring to principles of

effective student retention with regard to college students. Many of those principles

can also be applied to students in any adult education program. Specifically, Tinto

underscores the response to students' needs and interests, and a commitment to offer

all students the opportunity to learn.

This is especially important in adult education programs which are volhrtary,

as well as open-entry/open-exit. It is the researcher's experience, and supported by

the relevant literature, that adults who are improperly placed are more likely to

withdraw from the program (Bean, Partanen, Wright, & Aaronson, 1989; Brod, 1990).

Providing instruction which is personally meaningful (Knowles, 1984) and at a level

which is comprehensible to the student (Krashen, 1985) are essential to the student's

continuation in the program.

Literature Related to Placement

Programs for literacy instruction should consider learners' characteristics,

backgrounds, needs, and future goals (Fingeret, 1989; Santopietro & Peyton, 1991).

Inappropriate placement and instruction which is not relevant to students' needs

contribute to learner attrition in adult literacy programs (Bean, et al., 1989; Brod,
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1990). Affective variables have been shown to influence second language attainment

and are at least as important as level of knowledge (Tarone & Yule, 1989). The

differential effects of these factors on the learner's second language attainment are

diverse and subjective (1989).

The student-centered approach as supported by Knowles (1984), Krashen

(1985), and Savignon (1991), among others, focuses on the needs of the learner

rather than on the subject matter. Knowles maintains that participation is influenced

by internal and external motivation, the learner's self-concept, and the orientation

to learn which is problem-centered. The implication is that presentation of material

which is too difficult negatively impacts self-esteem. Material which is too easy

causes the student to feel that time is being wasted. Consequently, the placement

process must assess the student's current ability, as well as variables in the student's

background.

Literature Related to the Principles of Second Language Acquisition

Krashen (1985) claims that all second language acquisition depends on

comprehensible input and affective factors which allow the individual to receive that

input. Affective factors, such as anxiety, lack of motivation, and lack of self-

confidence can effectively block second language acquisition. This, basically, is the

main idea behind Krashen's Input Hypothesis. Under favorable conditions, Krashen

maintains that input should be supplied just beyond the current level of competence.

He refers to this level as (i+ 1), where i is input.

In a study involving French immersion students, Swain (1985) hypothesized
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that students also need comprehensible output, that is, practice in producing language

with feedback for error correction. Planned, communicative-rich activities can

facilitate the process. Communicative competencies (listening, speaking, reading, and

writing) develop independently (Tarone & Yule, 1989). Language learners who do

not have the opportunity for practice with attention to error correction may become

relatively fluent but may lack grammatical accuracy. Errors can become fossilized,

almost ingrained, and quite difficult to correct. Without feedback for error

correction, students may still be able to develop effective oral communication skills

which surpass their writing skills (1989).

The research now shows that second language learning is multidimensional,

influenced by the interaction of a number of variables (Long, 1990). Long suggests

that comprehensive second language acquisition theories need to explain the

commonalities in different types of learners, as well as the variability of learner

backgrounds and exposure. In addition, these theories must explain environmental

factors, affective factors, and age related differences.

Literature Related to Objective Methods of Evaluation as Compared to Subjective

Methods of Evaluation

The Tylerian approach (Tyler, 1969) provides a basis for educational planning

and evaluation. This systematic method of pre-defining measurable objectives at the

outset of instruction is also supported by Gagne and Briggs (1974), Briggs (1977),

and Mager (1984). According to Mager, clearly stated instructional objectives

provide the basis for assessment of the success of instruction. A primary
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characteristic of this approach is that it is material-centered.

Scriven (1972) points out that the term, subjective, does not necessarily mean

unreliable, opinionated, and biased, just as the term, objective, does not always mean

reliable and factual. Scriven suggests that reliability depends largely on the qualities,

training, and experience of the individual evaluator.

Guba and Lincoln (1991) propose a naturalistic method of evaluation which

relies on human beings as the instrument of measurement. This holistic approach

is defended by Guba and Lincoln as reliable and valid. They claim that flexibility

and insight contribute to the effectiveness of this type of evaluation. In agreement

with Scriven, Guba and Lincoln point out that bias can be found in quantitative, as

well as, qualitative methods. Both the method of inquiry and how it is accomplished,

specifically, how it is utilized by the investigator, must be considered in determining

validity and reliability.

In the context of the current study, the multidimensional and interrelated

aspects of language proficiency may not be adequately assessed by quantitative

methods alone (Johnson & Saville-Troike, 1992). An objective test such as TABE

is an example of a quantitative data collection instrument. Alternatively, a

qualitative approach utilizes multiple methods in a process called triangulation (1992;

Guba & Lincoln, 1991). Degrees of credibility are achieved by comparing data from

a variety of sources. Methods which are loosely defined and subjective are difficult

to validate. In the placement process, purely subjective assessment, more closely

aligned with qualitative methodology, may lack sufficiency of data due to time
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constraints inherent in the placement process. A placement decision which

potentially impacts an individual's future may be hastily determined and inaccurate.

The option suggested here is a blend of methodologies in the form of

standardized judgement along with multiple subjective indicators. In other words,

a standardized process which is flexible and open-ended, yet has demonstrated

validity, may provide a more comprehensive and accurate assessment of an

individual's second language proficiency than either of the two previously mentioned

assessment methods. Furthermore, since communicative skills have been found to

develop independently (Tarone & Yule, 1989), utilization of additional indicators

may detect variability among language skill areas so that a more accurate assessment

is accomplished.

Tests Currently in Use for Placement of Adult ESOL Students

In their comprehensive review of the literature on second language acquisition

research methodology, Larsen-Freeman and Long (1992) concluded that the

definition of language proficiency and its measurement remain unresolved.

Variability in the learner's communicative skills poses numerous problems for

assessment (Tarone & Yule, 1989). Standardized tests generally capture only a

limited aspect of the learner's proficiency, provide an incomplete picture of the

learner's language ability, and fail to reflect the communicative approach, prevalent

in current second language teaching methodology (1989; Sticht, 1990).

A review of placement tests for minimally literate adults in community

education programs uncovered a limited number of tests available for that
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population. Wilcox (1991), who studied assessment of adult ESOL students, points

out the need for adult ESOL placement instruments which are effective, simple to

use, and inexpensive in time and cost. This need is echoed in a recent article in ESL

Notes (1993, February) which further emphasizes that existing ESL tests confuse the

assessment of basic skills and language proficiency. The researcher of the current

study does not intend to present an exhaustive list of available adult ESOL

placement instruments. However, some examples will follow. As mentioned in the

Assessment of Adult Limited English Proficient Students: A Guide to Available

Instruments (Texas Education Agency, 1990), no single placement or assessment

instrument will be completely adequate in assessing the complex skills which make

up language ability.

Examples of tests available for adult ESOL are: the Basic English Skills Test

(BEST), the Delta Oral Placement Test (DOPT), The Henderson-Moriarty ESL

Placement Test (HELP), the John/Fred Test, the Palm Beach School District

(PBSD) Oral Proficiency Test, and the NYS Place Test. The researcher will briefly

describe the advantages and disadvantages of each test considered for this study.

The BEST appears to be highly valid and reliable but expensive and time

consuming (Eakin & Ilyin, in Alderson et al., 1987). A new short form, developed

while this study was in progress, has recently become available and can be

considered for placement purposes. The DOPT is short but provides little guidance

for the examiner and no provision for examiner training. In addition, the statistical

data obtained from the test are difficult to interpret (Brown, in Alderson et al.,
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1987). The HELP Test has no available technical information regarding validity or

reliability (Anderson, in Alderson et al., 1987). The John/Fred Tests are short and

useful for placement but sample only a limited number of survival skills (Kharde, in

Alderson et al., 1987).

The Palm Beach School District (PBSD) Oral Placement Test, currently being

administered in Palm Beach adult ESOL programs, is reported to successfully place

incoming students into one of seven ESOL levels. A second instrument is needed

to place advanced level students. Informal feedback by teachers and program

coordinators who use the test seems to be favorable. The PBSD Oral Placement

Test is based on state competencies and appears to be more of an achievement test

than a proficiency test. According to its author, G. Strei (personal communication,

June 28, 1993), rigorous standardized field testing has not been performed. Validity

and reliability data have not been collected. The effectiveness of the test is based

solely on subjective consensus among the educators working with the test.

Another test, the NYS Place Test, is a relatively new oral placement test

which is reported to be valid and reliable in placing adult limited English proficient

students into four ESOL levels in community education programs. The NYS Place

Test was developed by Bodman and Kharde (1987) and the New York State Adult

ESL Test Committee (see Appendix E). The test consists of three sections: oral

warm-up, basic literacy screening in English, and oral assessment with pictures which

tests listening and speaking skills of adult LEP students. Only the latter is scored for

placement. The test is designed to be completed in fifteen minutes or less,
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depending on the oral proficiency of the student. Statistical results from field testing

have been analyzed and completed for Form B. The interrater reliability (.96)

appears to be quite good. Test scores were highly correlated (.83) with New York

State prescribed adult ESOL levels (NYS Place Test Form B Validation Project,

1992; NYS Place Test Administrator's Manual, 1987).

Eight ethnic categories were defined in the norming group for the NYS Place

Test. Nearly seventy percent were Hispanic while Southeast Asian, Western

European, Eastern European, Chinese, Middle Eastern, African and Other made up

the balance of the sample (New York State Education Department, 1992). Since the

dominant population was Spanish-speaking in the norming sample, the data cannot

be generalized to Haitians without further investigation. Mooney (1991), who claims

first time use of the NYS Place Test for research purposes, also utilized a sample

which was primarily Spanish-speaking. Mooney suggests further research with the

NYS Place Test using other language groups such as speakers of Haitian Creole

(1991; personal communication, October 13, 1992 and January 29, 1993).

A limitation of the NYS Place Test is that it only samples oral/aural skills.

It is the researcher's experience that a writing sample, in English, is very helpful in

making placement decisions, especially for those students whose oral proficiency far

outweighs their reading and writing skills. Based on research on transfer of cognitive

skills (Cummins, Swain, Nakajima, Handscombe, Green, & Tran, 1984) and the

researcher's knowledge of the Haitian culture, their level of literacy, and general

preference for oral communication, it follows that one would expect the oral
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proficiency of Haitian students to be superior to their writing proficiency. Therefore,

inclusion of a writing sample may help identify students who demonstrate high

variability in oral and writing skills. Further investigation may show that the

addition of a writing sample, in English, enhances the predictive validity of the NYS

Place Test for ESOL placement.

The NYS Place Test appears to blend aspects of quantitative and qualitative

philosophies. In the quantitative realm, scoring is standardized and norm-referenced.

Field testing demonstrated high interrater reliability. In the qualitative realm,

responses are open-ended and require a degree of subjectivity on the part of the

tester. Scoring of responses on a scale of zero to two can be described, in the

researcher's opinion, as standardized judgement. Although there are specific

gui a ylines for scoring to make it as objective as possible, a human being is processing

the student's language and determining level according to the points awarded to each

response. The test has other humanistic qualities in that it seems to be non-

threatening. After three incorrect responses, a fail-safe question is asked, one that

the student is likely to be able to answer, ending the test on a positive note. Other

favorable attributes are ease of administration and a one-on-one interview format

lasting fifteen minutes or less. The interview format and open-ended oral questions

reflect the intent of the communicative curriculum which is student-centered rather

than material-based. The available data suggest that the NYS Place Test is effective

for the norming population and may be appropriate for the population under

investigation in the current study.
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Learner Differences and Second Language Acquisition

Ellis (1985) describes the following factors which provide a framework for

second language acquisition research: situational, input, learner differences, learner

processes, and linguistic output.

1. Situational factors include the language environment where learning

occurs. They may be naturalistic (outside the classroom) or formal (inside the

classroom).

2. Input refers to the nature of linguistic input; the language received by the

learner.

3. Learner differences include a variety of factors which have been linked

in previous research as potentially influential in second language acquisition. These

factors include age, motivation, intelligence, personality, and cognitive style.

4. Learner processes refer to the learner's cognitive or linguistic strategies,

the strategies utilized in language acquisition.

5. Linguistic output is the learner's use of language which appears to be

somewhat predictable.

Studies Focusing on the Variables Related to Second Language Acquisition

Age. Among researchers who agree on the existence of age-related

differences in second language acquisition, there remains disagreement on the

reasons for the differences (Larsen-Freeman & Long, 1992). Some data suggest that

younger learners are superior to older learners in attainment of near-native

proficiency in pronunciation skills of the target language (Larsen-Freeman & Long,
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1992; Spurling & Ilyin, 1985). Early studies reported that adults and older children

may initially learn the second language faster than younger children while the

ultimate attainment of the younger learner will usually be superior (Krashen, Long,

& Scarcella, 1979; Dulay, Burt, & Krashen, 1982). Initial gains of older learners

soon disappear and younger children eventually demonstrate superior language

attainment, especially in near-native pronunciation (Kennedy, 1988; Krashen, et al.

1982; Krashen, et al. 1979). D'Anglejan and Renaud (1985) found that greater age

was related to learning difficulties.

Tsakonas states that many studies fail to satisfactorily account for age-related

differences in learner rate and eventual second language attainment (1990).

McLaughlin (1987; 1992) maintains that in controlled research studies, adult and

adolescent learners outperform young children even in the area of pronunciation.

McLaughlin cites numerous studies supporting the superiority of the older learner.

The literature regarding the consequence of age on second language learning

is inconclusive. The question, whether or not there is an age above which second

language learning is more difficult, remains unresolved (Kennedy, 1988).

Nevertheless, it is clear that e should be considered as a factor in second language

acquisition and was included as a variable in the current study.

Literacy/prior schooling. Cummins (1984) suggests a common underlying

language proficiency such that literacy in the first language assists in the acquisition

of the second language. Findings of Collier (1987) and others support positive

transfer of native language literacy skills. In their study of immigrants learning
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French in Montreal, D'Anglejan and Renaud (1985) point out that poorer learners

were characterized by less schooling. Those with higher levels of illiteracy

experienced the greatest learning difficulties. According to Spurling and Ilyin (1985),

high school graduation was the most significant overall factor related to second

language learning. In a study carried out with high school LEP students, Ariza

(1990) corroborates what others have found, that lack of native language literacy and

academic skills represents a barrier to successful education and academic

achievement. Saville-Troike (1991) also observes that students with higher levels of

prior schooling are better able to make inferences and interpret new material within

the context of that which was previously learned.

Based on the available research, it appears that literacy and prior schooling

are related to second language acquisition. As mentioned earlier, determination of

native language literacy is suggested but beyond the scope of this study. Hence,

prior schooling was included as a factor in the current study. It is duly noted that

problems exist quantifying self-reported data, especially in studies involving people

from other cultures (Johnson & Saville-Troike, 1992).

Length of residence. Studies which discuss length of residence as a variable

appear to operationalize the definition in terms of exposure, that is, formal school

acquisition versus naturalistic acquisition. Some adults are able to utilize feedback

from informal exposure to the language. Those who have the ability to develop

their own rules acquire language more easily. Two essential components of a formal

learning environment for adults appear to be isolation of rules and feedback for
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error correction.

Krashen distinguishes between acquisition and learning. Acquisition is the

result of informal exposure while learning is a conscious activity. For Krashen,

language acquisition is largely an unconscious process resulting from experience

using the target language (Tarone & Yule, 1989). An opposing view is presented by

McLaughlin (1987) who believes that acquisition is assisted by the formal learning

of rules in the classroom setting. In agreement with the latter, Ellis (1984) suggests

that learners who receive instruction outperform those who receive only exposure

in the natural setting. Ellis adds that this finding may be confounded by motivation

which would be different for those who voluntarily attended school as compared to

those who didn't.

The literature review revealed contradictory findings regarding length of

residence in the country of the target language. Oyama (1978), Spurling and Ilyin

(1985), Garreton (1991), and others did not find length of residence significantly

related to second language acquisition. Spurling and Ilyin note that in their study,

length was measured in years, not months, which may have contributed to this

outcome. They suggest that appropriate measurement would have yielded

significance.

Existing research appears to be inconclusive regarding length of residence

(exposure) and second language acquisition. In the context of the current study,

sufficient evidence exists to warrant further investigation of oral proficiency resulting

from exposure to the target language in the host country. Therefore, length of
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residence was included in the current study.

Employment. Gardner (1980) cites numerous studies linking affective

variables and motivation to second language acquisition. Gardner and Lambert

(1972) distinguish between integrative and instrumental motivation. The former

refers to the situation in which the individual desires to identify with and become a

part of the culture of the target language. The latter refers to the situation in which

the individual is motivated to learn the target language as a means of obtaining

something personally useful, such as employment. Based on their research, Gardner

and Lambert (1972) concluded that integrative motivation would result in superior

language acquisition. Larsen-Freeman and Long (1992) cite numerous studies

challenging the findings of Gardner and Lambert. They also mention a

reinterpretation by Gardner and Lambert, that instrumental motivation can be very

effective in second language acquisition, especially for ethnic minorities (1972, p.

141-142).

In their study of students learning French, Gardner, Lalonde, and Moorcroft

(1985) demonstrate that a positive affective predisposition influences the rate of

second language acquisition. Students who are motivated work harder to learn

material which is of interest to them. This implies that students may make more

effort to learn English if they believe it will help them obtain a job or higher wages.

Contradictory findings are presented by Mooney (1991) who suggests that

employment is negatively correlated with second language acquisition. Mooney

observes that employed students are more tired and have less available study-time
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than their unemployed counterparts.

Although debate continues regarding the differential strengths of integrative

and instrumental motivation as they relate to second language acquisition, the

literature clearly suggests a relationship. An extensive review of the research

revealed few studies linking employment to English language proficiency of second

language learners. However, since obtaining and maintaining employment can be

considered as instrumental motivation, there is sufficient support in the literature for

the inclusion of employment as a learner variable in the current study.

Summary

The model of learner differences, proposed by Ellis (1985) and adapted by

Mooney (1991), and the review of the related literature support the selection of the

learner variables, age, prior schooling, length of residence, and employment to be

investigated in this study. Based on the literature, it is suggested that appropriate

methods of assessing English deficiency, as well as a knowledge of a student's

history, are both required for accurate placement. Although it may be possible to

accurately place a student based on department coordinator judgement, in an

institutional setting, it is necessary to utilize a process that accurately places students

into levels without having to rely on the ability of one individual. The NYS Place

Test appears to be appropriate for LEP students in community education programs.

Since numerous factors influence the language acquisition process making the

language experiences of each student unique, Larsen-Freeman and Long (1992)

recommend that teachers consider background information of each individual student
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when making instructional decisions. Test results in the context of relevant profile

data may provide a more comprehensive picture of the learner and may help the

educator make judgement calls that are validated so that more meaningful

instruction can be provided to better serve student needs.
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CHAPTER 111

METHODOLOGY

Introduction

This study compared a standardized placement instrument for adult ESOL,

the NYS Place Test, used alone and in conjunction with a writing sample and student

profile data, to subjective judgement of a department coordinator in order to

determine if the former is as effective as, or more effective than, the latter in initial

placement of Haitian adult ESOL students. The study sought to determine whether

there exists a significant relationship between accuracy of placement method and the

student profile data variables: age, prior schooling, length of residence, or

employment. The study also considered withdrawal from the program and those

students who registered but did not enter a class in order to compare profile data

and determine if common variables exist among students who did not complete the

program.

The study comprised three parts: a pilot study and phases one and two of the

basic study. The pilot study was initiated to determine the effectiveness of the NYS

Place Test for the population under investigation, as well as the range of NYS Place

Test scores corresponding to Whiddon's ESOL levels. Phase one considered the

initial placement of Haitian adults into ESOL classes, with and without the

utilization of a writing sample in English. Phase two considered profile data

variables that may impact on English language acquisition of Haitian adults,

withdrawal from the program, and the classification of Did Not Enter (DNE).
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Site Selection and Population

The site selected for this study was the Gene A. Whiddon Adult Center, part

of the Broward County Schools, in Fort Lauderdale, Florida. The School Board of

Broward County is the eighth largest fully accredited school district in the nation.

The Whiddon Adult Center has one of the largest ESOL programs in Broward

County. Eighteen day and evening classes draw approximately two thousand two

hundred forty limited English proficient students from Broward, as well as Dade and

Palm Beach Counties. The top three countries of student origin are Haiti, Colombia,

and Brazil. According to information supplied by the Broward County Schools

Department of Adult and Community Education, the ESOL population at Whiddon

appears to be representative of the ESOL population in Broward County.

Another reason for selecting this site was an expressed need for improvement

of the current placement method used at the Gene A. Whiddon Adult Center.

According to the 1988 Final Report of the Visiting Committee for the Southern

Association of Colleges and Schools (SACS), the committee cited deficiencies in the

current placement procedures for ESOL students at Whiddon. The 1992-93 [SACS]

Visiting Committee Report again recommended that provision be made for

"efficient, accurate, and personalized placement." Moreover, interviews with

supervisors, job incumbents, and subject matter experts, indicated a desire for a valid

and efficient placement technique. Discussion with representatives from four other

Broward sites as well as Broward's Adult ESOL Coordinator indicated that initial

placement of adult ESOL students is a county-wide problem; each site devised its
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own in-house procedure based largely on subjective guidelines.

Instruments

NYS Place Test. The standardized instrument utilized in this study was the

NYS Place Test, Form B (Appendix E). It was the researcher's judgement that the

corresponding New York State prescribed adult ESOL levels, as described in the

NYS Place Test manual and by Mooney who did extensive research and testing using

the NYS Place Test (Mooney, 1991; personal communication, October 13, 1992;

January 29, 1993), appeared to be similar to those of Whiddon (Appendices B and

C). After initial comparisons, the researcher determined that Whiddon's preparatory

level, beginning one (A), and beginning one (B) corresponded to NYS level one.

The remaining Whiddon levels (two, three, and four) appeared to correspond to NYS

levels two, three, and four respectively. However, it must be noted that although

similar, these are two different curricula, and in some instances levels overlap.

In all phases of the study, data were collected separately for each section of

level one. There was a problem regarding fit between the four levels of the NYS

Place Test and the six levels in the field. For the purposes of this study, the

subdivision of Whiddon's level one into three groups was ignored. In order to see

if there exists a fit between the NYS levels and the levels in the field, data were

collapsed for Whiddon's three groups of level one. It is the researcher's intent to

retain the data from each of the level one classes for further analysis.

The norming population in the New York State field tests and the Whiddon

target population share commonalities in the sense that both groups included adults
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with minimal basic skills enrolled in community education settings. Differences

existed in the native language of the groups, since those in the field test were

primarily Spanish-speaking and those at Whiddon were Haitian Creole-speaking.

The NYS Place Test is a standardized, norm referenced test comprised of

three basic parts: a warm-up, a basic literacy screening in English, and an oral

assessment which requires the student to respond to a series of pictures. The

examiner scores responses on a scale of zero to two. A score of zero is given for no

response, a non verbal response, or an inappropriate response. A score of one is

given for a response that indicates comprehension but is not grammatically correct.

A score of two is given for a response which indicates comprehension and correct

grammatical usage. The student's score leads to placement into one of four ESOL

levels. The test lasts up to fifteen minutes, depending on the oral proficiency of the

student. If the student is unable to respond, the examiner concludes the test after

the student scores three consecutive zeros. In order to ensure that the test ends on

a positive, the final question utilizes a "fail safe" technique which elicits a correct

response from the student.

Writing sample and guidelines. The writing sample, used in combination with

the NYS test, was designed by the researcher in 1988, as a tool to assist the

department coordinator in determining student placement. Both the researcher and

the ESOL coordinator devised a list of guidelines for placement based on the writing

sample in an effort to reduce subjectivity (Appendix D). Generally, students

complete the task in five to fifteen minutes. Analysis of the writing sample is
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accomplished in one or two minutes and provides the coordinator with additional

information on the student's ability to apply English grammar rules.

Test of Adult Basic Education (TABE). The survey form of the TABE

(Locator with test E, M, D or A) was administered to all incoming ESOL students

who were able to take the test. Correspondence between TABE scores and

Mainstream English Language Training (MELT) levels, as described in the Broward

ESOL Curriculum Guide, are given on page 13 of this study. In the actual

placement process, TABE scores were only considered in that they were low,

moderate, or high. In general, guidelines regarding TABE scores were not useful for

this population.

It is the researcher's experience that level one students usually scored zero or

first grade level; level two students typically obtained a low score corresponding to

first, second, or third grade level; level three students often had a score

corresponding to fourth, fifth, or sixth grade level; and level four students often

scored seventh through twelfth grade levels. It is the school's policy that any student

who scored at the ninth grade level or above is automatically placed in level four

which is part of the adult high school program. The researcher notes, based on

personal experience, the correspondence of ESOL level and TABE score is highly

inconsistent. It is not surprising to find level two and three ESOL students with very

low TABE scores.

Profile data survey. The survey was devised by the researcher to collect self-

reports on the following profile data: years of schooling, employment, length of
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residence, and ability to read the newspaper and write letters in the native language

(see Appendix F). The survey instrument was based on the sociolinguistic

questionnaire developed by Ramirez (in Mooney, 1991), modified and translated into

Creole and English at the Whiddon Adult Center. The Creole translation was

originally provided by P. Holly, a Haitian teacher aide at Whiddon. This translation

was later revised by R.E. Savain, consultant in Haitian language and culture and

author of Haitian-Kreol in Ten Steps (1993). The survey was administered by the

multilingual Haitian teacher aide during a short, informal interview conducted in the

student's native language.

Teacher-Validation-of-Placement Form (TVOP). The researcher created this

form to determine the accuracy of the placement decision (see Appendix G). The

form requested the classroom teacher to rate the accuracy of placement on a scale

of one to six and to record student feedback, if any. The scale of six was used

because Whiddon has four ESOL levels with level one divided into an additional

three levels. As a cross check of information, the form also requested the teacher

to write the student's correct placement level.

Teacher level refers to the placement level suggested by the classroom

teacher on the TVOP. The classroom teacher made a determination as to the

degree of correct placement based on the student's actual classroom performance.

Since teacher level is based on actual student performance in the classroom, it was

used as the measure against which the NYS test level and the department

coordinator assigned level were compared.
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Pilot Study

The NYS Place Test was piloted to determine if, in fact, this test was

appropriate for the study and to reveal any major concerns regarding test

administration. The pilot study compared the New York State placement scores to

department coordinator prescribed levels for students already placed in existing

classes. The pilot phase, carried out in February and March, 1993, helped the

teacher aide gain familiarity with administration of the test and supplied baseline

data to determine how the NYS Place Test levels correspond to Whiddon's existing

ESOL levels.

Subjects. Since the norming population for the NYS Place Test and the

sample selec d in Mooney (1991) were predominantly Spanish-s °king and

Whiddon's population is predominantly Haitian Creole-speaking, both Haitian Creole

and Spanish-speaking students were included in the pilot study. Whiddon's Spanish-

speaking students served as a basis of comparison in the pilot study. If the test

proved to be valid for other Spanish-speaking students it should be valid for

Whiddon's Spanish-speaking students. Any inconsistency for Whiddon's Spanish-

speaking students would cast doubt on the effectiveness of the test for the target

population and impact on the continuation of the study.

Students who had been identified by their teacher as "correctly placed" were

given the NYS Place Test in order to establish baseline data and compare the NYS

and Whiddon ESOL levels. Stratification of the sample ensured that a sufficient

number of students was selected from each of four levels. At least eight students
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were tested from each level. Level one was subdivided into three instructional

levels: preparatory, beginning one (A), and beginning one (B). Student placement

data were collected from each of these classes.

Instrument. The NYS Place Test was administered and scored according to

the instructions provided in the manual and on the video. Scoring procedures in the

test manual suggest the following: level one (0-15), level two (16-26), level three (27-

34), and level four (35-54). However, according to the video, if the student's score

is (16, 27, or 35) placement should be adjusted to the lower level. This procedure

was followed by the test administrator (teacher aide). Therefore, as suggested by

the video, the following adjustments applied: level one (0-16), level two (17-27),

level three (28-35), and level four (36-54). The teacher aide made every attempt to

create a supportive non-threatening atmosphere.

Procedure. The NYS Place Test was administered to forty-nine students

identified as correctly placed by their classroom teacher, thereby providing the data

to establish a range for existing Whiddon's instructional levels: preparatory,

beginning one (A) and one (B), intermediate (two and three), and advanced (four).

As previously noted, data were collected separately for each section of level one

preparatory, beginning one (A), and one (B) and collapsed to create a total for all

of level one. Data analysis consisted of comparison of descriptive statistics,

crosstabulation, and chi-square with contingency coefficient p=.05.

Phase One (Initial Placement)

Subjects. The sample for phase one, initial placement, consisted of all new
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incoming Haitian Creole-speaking adults who registered for day ESOL classes at

Whiddon from April, 1993 through June, 1993. Only new students, not those

previously enrolled, were considered. All Haitian students, except those who entered

on the two days when the teacher aide was absent or during two time periods of

special ESOL department events, were part of the sample. The total number of

subjects tested was sixty-five. Both the interview and the test were voluntary.

Students, who for any reason, did not wish to be interviewed or tested were not

required to participate. No one declined.

Instruments. The instrument for this part of the study was the NYS Place

Test, Form B. Data were also collected from instruments utilized in the existing

placement process: the student's registration form (see Appendix H), the Test of

Adult Basic Education (TABE), and the student's writing sample.

Procedure. The sample of sixty-five newly registered Haitian Creole-speaking

students was assigned to the test group. Those in the test group were given a brie

oral and written interview in their native language. Student background information

was collected utilizing the profile data survey in the student's native language.

The interview was followed by the NYS Place Test, which took up to fifteen

minutes to complete. The test was administered solely in English by a teacher aide.

Documentation of the test score was recorded for later use. All students in the test

group were placed as usual by the department coordinator.

The department coordinator placed the student utilizing subjective evaluation

based on an informal assessment of the student's English language proficiency, the
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TABE score, and interpretation of the writing sample. This, the current method of

placement, continued throughout the study. However, the coordinator did not have

knowledge of the student's NYS placement score. The classroom teachers were told

that both methods of placement were being used and to provide feedback as to the

degree of correct placement and correct level. After three to seven days, the

classroom teacher filled out the TVOP for each new student in the test group. This

created the measure of correct placement. As in the pilot, data from the three

sections of level one were collapsed.

Phase Two (Profile Variables)

Subjects. This part of the study attempted to determine if any of the profile

variables under investigation, ages, prior schooling, residence, or employment,

improved the accuracy of placement for Haitian Creole-speaking students at

Whiddon. The study did not seek to generalize findings to all Haitian adult ESOL

students. The second phase of the study utilized the same subjects (N = 65)

previously tested with the NYS Place Test at the Whiddon Adult Center.

Instruments. The instruments used to gather data for this phase were the

NYS Place Test, the Teacher-Validation-of-Placement Form (TVOP), the student's

registration form, and the profile data survey. Only information readily available

upon intake, such as, age, prior schooling, length of residence in the United States,

and employment was utilized. The student's self-reported expertise in Creole or

French was noted.

Procedure. Student background information was gathered using the profile
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data survey for the following variables: native language (Creole or French), years of

schooling, length of residence, and employment. The survey was given in the native

language during the initial oral interview conducted by a multilingual (Haitian

Creole, French, Spanish, English) teacher aide. Information regarding age was

obtained from the student registration form. The independent variables were age,

prior schooling, length of residence, and employment. The dependent variable was

the number of correct placements based on a comparison of placement level as

determined by subjective department coordinator, the NYS Place Test, and data

obtained from the TVOP.

The number of withdrawals, as well as the number who did not enter the class

after registering (DNE), were monitored by checking notations on class registers

which used specific withdrawal codes and by tabulating test and profile data.

Utilizing these data, a profile of students who withdrew was created. Profile data

were also analyzed and compared for those students who were classified in the study

as DNE.

For the purpose of this study, those who registered, took both the NYS Place

Test and TABE, and were placed in a class but did not enter on a class roster, were

considered DNE. In the school's usual recordkeeping, DNE students are those who

appear on the roster but did not enter. This would typically apply to returning

students, not only to new students who registered but did not enter. However, in this

study which was concerned with initial placement of new students, the term DNE

was used for new students who did not enter.
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Procedure for Analysis of the Data

Primary research question. Is there a significant difference in the number of

correct placements of Haitian adult students into four ESOL levels based on the use

of the NYS Place Test compared to subjective department coordinator assessment

as measured by teacher and student responses?

Null hypothesis. Ho. There is no significant difference in the number of

correct placements of Haitian adult students into four ESOL levels based on the use

of the NYS Place Test compared to subjective department coordinator assessment

as measured by teacher and student responses.

Analysis of the data for the first null hypothesis included descriptive statistics,

crosstabs, and chi-square with contingency coefficient, p=.05. Analysis began with

descriptive statistics to compare the number of correct placements for both the

department coordinator and the NYS Place Test. Two 4x4 crosstabulations were

created displaying the NYS test level (NYSLEV) by teacher level (TLEV) and

department coordinator assigned level (DCLEV) by teacher level (TLEV).

The sum of the cells for each left to right diagonal was computed to

determine the number of correct placements by NYS and DC respectively. The

values for NYS and DC were utilized in 2x2 crosstabulations to show frequency data

including the number of correct and incorrect placements for each of the two

methods. The chi-square statistic was computed to further analyze the frequency

data. According to Gay (1992) and Kerlinger (1986), chi-square is the appropriate

test of significance for frequency data which represents mutually exclusive categories
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on the nominal scale. Statistical significance is determined by comparing observed

results with expected results. The significance of the chi-square was set at the .05

level.

The contingency coefficient is one of several measures of association based

on the chi-square statistic utilized to minimize the affect of sample size and further

explain the nature of the association (Norusis, 1990). Since the chi-square statistic

is affected by sample size its value should be interpreted cautiously (Norusis, 1988;

Joreskog in Pedhazur, 1982).

Subsidiary research question one. Is there increased accuracy of placement

of Haitian adult ESOL students by employing a writing sample, in English, in

combination with the NYS Place Test as opposed to employing the NYS Place Test

alone?

Null hypothesis, H,. There is no increased accuracy of placement of Haitian

adult ESOL students by employing a writing sample, in English, in combination with

the NYS Place Test as opposed to employing the NYS Place Test alone.

Analysis of the second research compared placement by the NYS Place Test

alone and in combination with a writing sample. Using a table of random numbers,

the sixty-five writing samples were randomly divided into three sets, two sets of

twenty-two and one set of twenty-one. An instruction sheet was attached to each

sample in the set indicating the student's NYS score. Three teachers were selected

based on years teaching in this program and their experience teaching in more than

one level. Each teacher had at least three years experience teaching ESOL at
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Whiddon including experience with more than one level. The teachers were

randomly assigned to reevaluate the sets, one set per teacher, by comparing the NYS

score to the writing sample and indicating agreement or disagreement as to the

student's placement level. In the case of disagreement, the teacher was directed to

determine and write the placement level (one to four) on the instruction sheet.

Names of students and their TABE score and placement level, normally recorded on

these samples, were blackened out to avoid influencing the teacher's decision.

A 4x4 crosstabulation was created to display the frequency data for the NYS

plus the writing sample (NYSWRITE) by teacher level (TLEV). The number of

correct placements was indicated on the left to right diagonal. Chi-square with

contingency coefficient, p=.05, were used to analyze the number of correct and

incorrect placements for the NYS Place Test with and without the writing sample.

The degree of correct placement values for the variables NYS and

NYSWRITE, recoded on a scale of one to four, were compared using frequency data

and means. The data were further analyzed utilizing a paired t-test, p=.05. Since

degree of correct placement values are continuous data, a paired t-test is appropriate

(Norusis, 1988).

Subsidiary research question two. Is there increased accuracy of placement

of Haitian adult ESOL students by considering profile data (age, prior schooling,

length of residence, or employment) in combination with the NYS Place Test?

Null hypothesis. H,. There is no increased accuracy of placement of Haitian

adult students by considering profile data (age, prior schooling, length of residence,
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or employment) in combination with the NYS Place Test.

Data collection included the student's performance on both the NYS Place

Test and the TABE, the profile data survey, the writing sample, the registration

form, and the TVOP form. Frequency data for each of the profile variables were

compared to the number of correct and incorrect NYS test placements. The data

were analyzed using descriptive statistics, crosstabs, and chi-square with contingency

coefficient, p=.05.

Subsidiary research question three. Is there a significant relationship between

the profile data (age, prior schooling, length of residence, or employment) and

withdrawal from the program for Haitian adult ESOL students?

Null hypothesis, H3 . There is no relationship between the profile data (age,

prior schooling, length of residence, or employment) and withdrawal from the

program for Haitian adult ESOL students.

The data collection included the responses to the profile data survey, the

student's registration form, and the class rosters. The data were analyzed using

descriptive statistics, crosstabs, and chi-square with contingency coefficient, p=.05.

Crosstabs displayed the frequency data for the profile variables in combination with

the number of withdrawals. Chi-square with contingency coefficient were used to

determine if there was a significant relationship between any of the profile variables

and withdrawal.

Subsidiary research question four. Is there a significant relationship between

the profile data (age, prior schooling, length of residence, or employment) and DNE
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(did not enter) for Haitian adult ESOL students?

Null hypothesis, H . There is no relationship between the profile data (age,

prior schooling, length of residence, or employment) and DNE for Haitian adult

ESOL students.

The data collection included the responses to the profile data survey, the

student's registration form, the class rosters, and the placement tests for those

students who did not enter a class. The findings were analyzed using frequency data

and percentages. Percentages were used to compare the profile variables for the

DNEs to percentages in the original population sample.

Summary

The data analysis was performed to develop an increased understanding of

the initial placement of Haitian adult students in four ESOL levels, as well as profile

variables, age, prior schooling, length of residence, and employment, collected upon

intake, which may impact on the accuracy of placement. Further analysis of the

profile data in conjunction with withdrawal and DNE was initiated to suggest

common variables which, if known in advance, may prompt educators to devise

strategies to better serve the needs of the student.
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CHAPTER IV

ANALYSIS OF THE DATA

Introduction

The chapter is divided into two main parts: analysis of the data for the pilot

and analysis of the data for phases one and two of the study. The first analysis

begins with a description of the pilot sample (N = 49) followed by the number of

correct and incorrect placements. A comparison of the results for Haitian Creole-

speaking students and Spanish-speaking students follows. Descriptive data for

Whiddon are compared to NYS ranges in order to evaluate the effectiveness of the

test for the population under investigation.

The second part of the chapter resents a description of the main population

under investigation (N = 65) in phases one and two. The analysis for each null

hypothesis tested is reported and summarized.

Analysis of the Data for the Pilot Study

Pilot sample. The pilot sample (N = 49) consisted of thirty-three Haitian

Creole-speaking and sixteen Spanish-speaking students identified by their teacher as

correctly placed in ESOL levels as follows: eight preparatory, eight level one (A),

nine level one (B), eight level two, eight level three, and eight level four. The

classroom teacher indicated that four students belonged in a different level. Since

pilot testing was accomplished over a period of two months, February and March,

1993, some students who may have initially been correctly placed acquired the

necessary skills to advance to the next level by the end of the testing period. The
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researcher collected and compared information for department coordinator level

(DCLEV) and teacher level (TLEV). TLEV was used as the measure against which

both DCLEV and NYS Place Test level (NYSLEV) were compared.

Correct and incorrect placements. The crosstabulation of TLEV and

NYSLEV indicated that forty of forty-nine students were correctly placed by the

NYS Place Test (see Table 1 on page 57). The nine students incorrectly placed by

the NYS test were placed in a level higher than that indicated by the TLEV.

Crosstabulation of TLEV and DCLEV showed that forty-five of forty-nine

were correctly placed by the department coordinator (see Table 2 on page 58). It

is important to keep in mind that teachers were requested to send for testing those

students who were correctly placed. The data indicated that of the four who were

incorrectly placed by the department coordinator, three were placed lower than the

TLEV.

A chi-square comparing DCLEV and NYSLEV for the number of correct and

incorrect placements, with C = .149, was not significant (X2 = 2.22; P>.05, see Table

3 on page 59). Based on the available data, it appears that there was no significant

difference in the results of placement method, NYS Place Test compared to

department coordinator placement, for Haitian Creole-speaking and Spanish-

speaking students who were already placed in existing Whiddon levels.

Crosstabulation of the pilot sample of Haitian students (n = 33) comparing

TLEV and NYSLEV indicated that twenty-eight students were correctly placed by

the NYS Place Test and five were incorrectly placed (see Table 4 on page 60). As
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in the total pilot sample, the NYS test placed students higher than the TLEV.

Similarly, analysis comparing TLEV and DCLEV for the sample of Haitian students

(n = 33) showed that twenty-nine were correctly placed and four were incorrectly

placed (see Table 5 on page 61). For those incorrectly placed, DCLEV was

generally lower than TLEV.

Crosstabulation for the pilot sample of Spanish-speaking students (n = 16)

comparing TLEV and NYSLEV indicated that twelve students were correctly placed

and three were incorrectly placed by the NYS test (see Table 6 on page 62). Again,

those incorrectly placed by the NYS test were placed high. Crosstabulation

comparing TLEV and DCLEV indicated that no Spanish-speaking students were

incorrectly placed by the department coordinator (see Table 7 on page 63).
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Table 1

Placement Results According to Teacher Level (TLEV) and NYS Place Test Level

(NYSLEV) in the Pilot Study

NYSLEV N(%)

(N = 49)

TLEV 1 2 3 4 Total(%)

1 23 2 25(51.0)

2 2 4 1 7(14.3)

3 6 2 8(16.3)

4 9 9(18.4)

Total(c) 23(46.9) 4(8.2) 10(20.4) 12(24.5) 49(100.0)
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Table 2

Placement Results According to Teacher Level (TLEV) and Department

Coordinator Level (DCLEV) in the Pilot Study

DCLEV N(c)

(N = 49)

TLEV 1 2 3 4 Total(%)

1 24 1 25(51.0)

2 1 6 7(14.3)

3 1 7 8(16.3)

4 1 8 9(18.4)

Total(%) 25(51.0) 8(16.3) 8(16.3) 8(16.3) 49(100.0)
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Table 3

Comparison of the Number of Correct and Incorrect Placements According to NYS

Place Test Level (NYSLEV) and Department Coordinator Level (DCLEV) in the

Pilot Study

Method N(%)

Number of Placements NYSLEV DCLEV Total(%)

Correct 40(40.8) 45(45.9) 85(86.7)

Incorrect 9(9.2) 4(4.1) 13(13.3)

Total(%) 49(50.0) 49(50.0) 98(100.0)

Note.

X2 = 2.22; p>.05.

C = .149
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Table 4

Placement Results According to Teacher Level (TLEV) and NYS Place Test Level

(NYSLEV) for Haitian Creole-Speaking Students in the Pilot Study

NYSLEV N(%)

(n = 33)

TLEV t 2 3 4 Total(/c)

1 16 2 18(54.5)

2 1 2 3(9.1)

3 4 1 5(15.2)

4 7 7(21.2)

Total(%-c) 16(48.5) 3(9.1) 6(18.2) 8(24.2) 33(100.0)
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Table 5

Placement Results According to Teacher Level (TLEV) and Department

Coordinator Level (DCLEV) for Haitian Creole-Speaking Students in the Pilot Study

DCLEV N(c)

(n = 33)

TLEV 1 2 3 4 Total(%)

1 17 1 18(54.5)

2 1 2 3(9.1)

3 1 4 5(15.2)

4 1 6 7(21.2)

Total(%) 18(54.5) 4(12.1) 5(15.2) 6(18.2) 33(100.0)
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Table 6

Placement Results According to Teacher Level (TLEV) and NYS Place Test Level

(NYSLEV) for Spanish-Speaking Students in the Pilot Study

NYSLEV N(%)

(n = 16)

TLEV 1 2 3 4 Total(%)

1 7 7(43.8)

2 1 2 1 4(25.0)

3 2 1 3(18.7)

4 2 2(12.5)

Total(%) 7(43.8) 1(6.2) 4(25.0) 4(25.0) 16(100.0)

62



Table 7

Placement Results According to Teacher Level (TLEV) and Department

Coordinator Level (DCLEV) for Spanish-Speaking Students in the Pilot Study

DCLEV N(%)

(n = 16)

TLEV 1 2 3 4 Total(%)

1 7 7(43.8)

2 4 4(25.0)

3 3 3(18.7)

4 2 2(12.5)

Total(%) 7(43.8) 4(25.0) 3(18.7) 2(12.5) 16(100.0)
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Summary of correct and incorrect placement data in the pilot study. Data

from the pilot sample, show that students placed incorrectly by the NYS test were

placed at a level higher than that indicated by the teacher. NYS Place Test data

appear to be consistent for both Haitian Creole-speaking and Spanish-speaking

students. Chi-square comparing the two language groups was not computed due to

unequal number in each language group and the small size of the Spanish-speaking

group. The department coordinator placed Spanish-speaking students more

accurately than Haitian Creole-speaking students. It should be noted that the

department coordinator is also Spanish-speaking.

Comparison of descriptive data for Whiddon levels (department coordinator

and teacher level) and NYS Place Test levels in the pilot study. Descriptive data

obtained in the pilot study were compared to determine if the ranges suggested by

the NYS Place Test were similar to those at Whiddon. Descriptive data for level one

are displayed in Table 8 on page 66. The adjusted range for the NYS test level one

(0-16) was lower than the ranges indicated by both DCLEV (1-28) and TLEV (1-26).

Outliers refer to values beyond the range in either direction. Outliers for DCLEV

and TLEV were three and two respectively, showing that three students according

to DCLEV and two according to TLEV were beyond the NYS Place Test range.

The means, medians, and modes for both DCLEV and TLEV of the sample seemed

to be appropriate compared to the NYS range. Students in Whiddon's level one

appeared to have a higher oral proficiency than that indicated by the NYS range.

The TLEV was slightly more similar to the NYS range for level one.
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Data for level two students are displayed in Table 9 on page 67. Again, the

adjusted range for NYS level two (17-27) was lower than that of Whiddon's level two

DCLEV (11-42) and TLEV (24-42). There were six outliers for DCLEV, one low

and five high, showing that six students in existing level two classes scored outside

the NYS range and five had a higher oral proficiency than the range indicated by the

NYS test. There were four high outliers for TLEV indicating that according to the

level suggested by the classroom teacher, four students scored outside the NYS

range. All four were higher than the NYS level. The mean and median for the

sample were high and not appropriate when compared to the NYS range. The

modes for DCLEV and TLEV were not similar and appeared not to be appropriate

for the NYS range. However, the range for TLEV was more similar to the NYS

range. Of all the levels, level two had the most outliers and the most inconsistency.

Data for level three indicate that range for DCLEV (29-42) and TLEV (29-

42) were similar to each other and similar to the adjusted NYS range (see Table 10

on page 68). Means, medians, and modes for DCLEV and TLEV were similar and

slightly higher in comparison to the NYS range. There were two high outliers for

both DCLEV and TLEV.

Data for level four ranges were equal for DCLEV (37-50) and TLEV (37-50)

and similar to the adjusted NYS level four range (36-54). Means, medians, and

modes appeared to be similar and appropriate when compared to the NYS range

(see Table 11 on page 69). Data for level four seemed to demonstrate the most

consistency.

65



Table 8

Descriptive Data for Department Coordinator Level (DCLEV) and Teacher Level

(TLEV) for Level One in the Pilot Study

Descriptor DCLEV TLEV

n 25 25

range (min/max) 1/28 1/26

M 9.7 9.0

median 7.0 7.0

mode 4.0 4.0

SD 7.1 6.0

outliers (low) 0 0

outliers (high) 3 2

outliers (total) 3 2

Note.

N = 49.

Outliers are based on the adjusted NYS Test range for level one, 0-16.
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Table 9

Descriptive Data for Department Coordinator Level (DCLEV) and Teacher Level

(TLEV) for Level Two in the Pilot Study

Descriptor DCLEV TLEV

n 8 7

range (min/max) 11/42 24/42

M 28.9 30.0

median 29.0 28.0

mode 11.0 28.0

SD 9.5 6.1

outliers (low) 1 0

outliers (high) 5 4

outliers (total) 6 4

Note.

N = 49.

Outliers are based on the adjusted NYS Test range for level two, 17-27.
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Table 10

Descriptive Data for Department Coordinator Level (DCLEV) and Teacher Level

(TLEV) for Level Three in the Pilot Study

Descriptor DCLEV TLEV

n 8 8

range (min/max) 29/42 29/42

M 33.8 33.9

median 33.5 33.5

mode 30.0 30.0

SD 4.4 4.4

outliers (low) 0 0

outliers (high) 2 2

outliers (total) 2 2

Note.

N = 49.

Outliers ar based on the adjusted NYS Test range for level three, 28-35.
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Table 11

Descriptive Data for Department Coordinator Level (DCLEV) and Teacher Level

(TLEV) for Level Four in the Pilot Study

Descriptor DCLEV TLEV

n 8 9

range (min/max) 37/50 37/50

M 42.0 41.4

median 40.0 40.0

mode 40.0 40.0

SD 4.3 4.4

outliers (low) 0 0

outliers (high) 0 0

outliers (total) 0 0

Note.

N = 49.

Outliers are based on the adjusted NYS Test range for level four, 36-54.

69



Summary of descriptive data for Whiddon levels and NYS Place Test levels

in the pilot study. In summary, a comparison of descriptive data revealed that the

ranges for the NYS Place Test were similar to Whiddon's four ESOL levels when

outliers were considered. The ranges seemed to be more similar for levels three and

four than for levels one and two. The most inconsistency appeared in level two.

Ranges determined from data based on TLEV were closer to the NYS ranges than

data based on DCLEV. Supported by the available data from the pilot study, it

appeared that the NYS Place Test was a viable test for this population. However,

oral proficiency of Whiddon's ESOL students seemed to be higher than levels

indicated by the NYS Place Test. Another indicator, such as a writing sample, was

considered to enhance the accuracy of the NYS Place Test.

An f the Sample for Phases One and Two

Analysis of the population under investigation (N = 65) showed a range in

age of participants from nineteen to forty-one, with the majority (fifty-two) between

the ages of twenty and thirty. The median age was twenty-five. The range of TABE

scores was 0.0 to 5.1 with fifty-three receiving 0.0.

Years of schooling of participants ranged from one year or less to nineteen.

Those who reported one year or less were grouped together for the purpose of data

analysis. The data for one student were incomplete. Based on the student's

interview, the researcher determined that the student should be grouped in the

category of one year or less. The median for years of schooling was ten. The self-

reported levels of schooling appear to be higher than expected based on the
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researcher's experience with this population, the review of relevant statistics

regarding Haitian literacy, and interviews with Haitian educators. It is important to

note that years of schooling and not grade level were reported. At present, official

documentation of prior schooling is generally not required for registration in adult

ESOL classes.

Residence, or length of stay in the United States, ranged from one month or

less to one hundred ten months. Those who reported one month or less were

grouped together for the purpose of data analysis. The data for one student, a

different student than the one described above, were incomplete. Based on

information from the student's interview, the researcher determined that the student

should be grouped in the category of one month or less. The median for length of

residence was six months.

The majority of the students, fifty (76.9%), were unemployed. Since the

sample of employed students was small, five part-time and ten full-time, these two

categories were grouped together for the purpose of data analysis.

Information gathered from rosters indicated that twenty-five withdrew from

the program. After six consecutive absences, the seventh constitutes a withdrawal.

Although some of these students re-entered the program during the time period

under investigation, for the purposes of this study, information on cause of

withdrawal was not examined; only the evidence that they withdrew at least once

was factored in.
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Analysis of the Data for Null Hypothesis. H.

H,: There is no significant difference in the number of correct placements of

Haitian adult students into four ESOL levels based on the use of the NYS Place Test

compared to subjective department coordinator assessment as measured by teacher

and student responses.

Crosstabulation comparing the number of correct placements resulting from

the NYS Place Test and department coordinator placement (N = 65) showed fifty-

two (80%) correct and thirteen (20%) incorrect placements for the NYS test (see

Table 12 on page 73); fifty-nine (91%ic) correct and six (9%) incorrect for the

department coordinator (see Table 13 on page 74). Analysis of the data yielded the

chi-square (X 2 = 3.02; p>.05, see Table 14 on page 75). The value of the statistic

was not significant, indicating that there appears to be no difference between the

proportions of observed and expected frequencies between the two methods of

placement. The contingency coefficient, C = .15, does not indicate a strong

association (Kerlinger, 1986).

Summary of the data analysis for H0 . It appeared that there was no

significant difference between placement results attained through the NYS Place Test

or department coordinator. Therefore, the primary null hypothesis could not be

rejected. The data suggested that the NYS Place Test was at least as accurate as

department coordinator placement.
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Table 12

Placement Results According to Teacher Level (TLEV) and NYS Place Test Level

(NYSLEV) for Null Hypothesis HQ

NYSLEV N(%)

(N = 65)

TLEV 1 2 3 4 Total(%)

1 45 2 5 52(80.0)

2 1 4 5 10(15.4)

3 1 1(1.5)

4 2 2(3.1)

Total(%) 46(70.8) 6(9.2) 11(16.9) 2(3.1) 65(100.0)
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Table 13

Placement Results According to Teacher Level (TLEV) and Department

Coordinator (DCLEV) for Null Hypothesis. H,

DCLEV N(%)

(N = 65)

TLEV 1 2 3 4 Total(%-)

1 49 3 52(80.0)

2 2 8 10(15.4)

3 1 1(1.5)

4 1 1 2(3.1)

Total(%) 51(78.5) 11(16.9) 2(3.1) 1(1.5) 65(100.0)
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Table 14

Number of Correct and Incorrect Placements According to NYS Place Test Level

(NYSLEV) and Department Coordinator Level (DCLEV) for Null Hypothesis. H*,

Method N(%)

Number of Placements NYSLEV DCLEV Total(%)

Correct 52(40.0) 59(45.4) 111(85.4)

Incorrect 13(9.5) 6(9.5) 19(14.6)

Total(%) 65(50.0) 65(50.0) 130(100.0)

Note.

X2 = 3.02; p>. 05.

C = .15
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Analysis of the Data for Null Hypothesis, H,

H,: There is no increased accuracy of placement of Haitian adult ESOL

students by employing a writing sample, in English, in combination with the NYS

Place Test as opposed to employing the NYS Place Test alone (previously shown in

Tables 12 and 14 on pages 73 and 75).

Crosstabulation comparing the number of correct placements resulting from

the NYS Place Test plus the writing sample (NYSWRITE) and teacher level (TLEV)

(N = 65) showed that there were fifty-five correct placements and ten incorrect

placements (see Tables 15 and 16 on pages 78-79). The addition of the writing

sample enhanced the number of correct placements by three. However, the value

of chi-square (X 2 = .476; p>.05) suggested no significant difference between the

proportions of observe and expected frequencies for placement by the NYS test

alone and in combination with the writing sample. Although the writing sample

appeared to improve the accuracy of the test, the improvement was not statistically

significant. The contingency coefficient, C = .006 was small, indicating a small

discrepancy between expected and observed frequencies as related to the expected

(McNemar, 1969).

Degree of correct placement according to the NYS (DOCPNYS) was

compared to degree of correct placement according to the NYS plus the writing

sample (DOCPNW) (see Table 17 on page 80). On a scale of one to six, the means,

5.723 and 5.815, were very close in value. The higher degree of accuracy of the NYS

plus the writing sample is indicated by the higher mean value. A paired t-test
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resulted in the 2-tail probability of .277, p>.05, again indicating the statistic was not

significant.

Summary of the data analysis for H,. In summary, the available data

suggested no significant difference between the NYS Place Test used alone and in

combination with a writing sample. Although the writing sample appeared to

enhance the NYS by three correct placements, the increase attributed to the writing

sample was not statistically significant. Therefore, the null hypothesis, H1, could not

be rejected. The NYS Place Test alone was at least as accurate as the NYS Place

Test plus the writing sample.
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Table 15

Placement Results According to Teacher Level (TLEV) and NYS Place Test Level

plus Writing Sample (NYSWRITE) for Null Hypothesis, H,

NYSWRITE N(%)

(N = 65)

TLEV 1 2 3 4 Total(c)

1 48 3 1 52(80.0)

2 5 4 1 10(15.4)

3 1 1(1.5)

4 2 2(3.1)

Total(%) 53(81.5) 7(10.8) 2(3.1) 3(4.6) 65(100.0)
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Table 16

Number of Correct and Incorrect Placements According to NYS Place Test Level

(NYSLEV) and NYS Place Test Level plus Writing Sample (NYSWRITE) for Null

Hypothesis, H,

Method N(%)

Number of Placements NYSLEV NYSWRITE Total(%)

Correct 52(40.0) 55(42.3) 107(82.3)

Incorrect 13(11.5) 10(11.5) 23(17.7)

Total(%) 65(50.0) 65(50.0) 130(100.0)

Note.

X' = .476; p >.05.

C = .006
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Table 17

Summary of Data for Paired T-Test Comparing Degree of Correct Placement

According to the NYS Place Test (DOCPNYS) and Degree of Correct Placement

According to the NYS Place Test plus Writing Sample (DOCPNW) for Null

Hypothesis. H,

Method

Descriptor DOCPNYS DOCPNW

N 65 65

M 5.723 5.815

SD .600 .497

SE .074 .062

Note.

t(64) = .277, p>.05, two-tailed.
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Analysis of the Data for Null Hypothesis H2

H2: There is no increased accuracy of placement of Haitian adult students

by considering profile data (age, prior schooling, length of residence, or employment)

in combination with the NYS Place Test.

Frequency data for each profile variable were compared to the number of

correct and incorrect placements by the NYS Place Test. The data for the profile

variables were recoded based on descriptive statistics, which in most cases, was the

median.

Age. Data collected for the profile variable, age, were recoded into two

groups based on the median value for age which was twenty-five. Group one

included data for students aged nineteen through twenty-five years; group two

included data for those aged twenty-six through forty-one. A crosstabulation

comparing number of correct placements and age is displayed in Table 18 on page

85. Chi-square was not significant (X2 = .097; p>.05, see Table 18). The

contingency coefficient, C = .077, was expectedly small based on the size of chi-

square. The null hypothesis could not be rejected. The model worked equally well

for older and younger students.

Prior schooling. Data collected for the profile variable, prior schooling, were

recoded into two groups, low and high, based on the median value for prior

schooling which was ten years. The reader should note that the value for prior

schooling refers to the self-reported number of years of prior schooling and not

grade level. Group one included data for those with one through ten years of prior

81



schooling; group two included data for those with eleven through nineteen years of

prior schooling. A crosstabulation comparing number of correct placements and

prior schooling is displayed in Table 19 on page 86. Chi-square (X2 = 1.125; P>.05)

was not significant. The contingency coefficient, C = .168, was appropriate for the

size of chi-square. The null hypothesis could not be rejected. The model worked

equally well for those with low levels and high levels of schooling.

Length of residence. Data collected for the profile variable, length of

residence, showed that the median for length of residence was six months. Group

one included those residing in the United States for one through six months; group

two included those in the category of seven through twelve months; group three,

thirteen through twenty-four months; and group four, twenty-five through one

hundred ten months. A crosstabulation comparing number of correct placements and

length of residence is displayed in Table 20 on page 87. Investigation of the

crosstabulation shows the following relationship between incorrect placements and

length of residence: the number of incorrect placements appears to increase for

those in category four. Chi-square was significant (X2 = 13.09; p<.05, see Table 20).

The contingency coefficient, C = .409, was appropriately large based on the chi-

square. The null hypothesis could be rejected. It appears that there is significant

increased accuracy of placement of Haitian adult ESOL students by employing the

profile variable, length of residence. For residence, group four, the percentage of

incorrect placements was significantly higher than the other percentages. The model

seems not to work equally well for those in residency group four. Since four of eight

82



cells had less than five cases each, these data should be interpreted cautiously

(Norusis, 1988).

A post hoc crosstabulation comparing raw scores on the NYS Place Test,

adjusted and recoded by level, was performed to examine the relationship of NYS

placement level and accuracy of placement. The post hoc analysis was initiated to

reveal the existence of any relationship between fluency, reflected by a higher NYS

test score, and accuracy of placement. The post hoc crosstabulation and chi-square

with contingency coefficient are shown in Table 21 on page 88. The chi-square was

significant (X 2 = 44.871; p<.05, see Table 21). These data show that those who

placed in NYS level three had a significantly higher incidence of incorrect

placements. The model appears not to work as well for those who placed in NYS

level three. The contingency coefficient, C = .639, was very high indicating a strong

association. Six of eight cells had less than five cases each and should be interpreted

cautiously (1988).

This finding is consistent with that of Tarone and Yule (1989) who suggest

that oral proficiency may increase with length of residence in the host country while

other skills may not improve at the same rate. Consequently, strength in oral

proficiency may give a false indication of the student's overall skills.

Employment. Data collected for the profile variable, employment, were

divided into two groups based on descriptive statistics. Since relatively few students

were employed, both categories of employment, part or full-time, were collapsed into

one. Group one included participants who were unemployed; group two included
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those who were employed either part-time or full-time.' Crosstabulation for number

of correct placements and employment is displayed in Table 22 on page 89. Chi-

square was not significant (X 2 = .000; p>.05, see Table 22). The contingency

coefficient, C =.000, was expected. The null hypothesis could not be rejected. There

was no significant increase in accuracy of placement by using the profile variable,

employment.

Summary of the data analysis for H2. Based on the available data, there

appeared to be no difference in accuracy of placement according to the profile

variables: age, prior schooling, and employment. However, there seemed to be

significant increased accuracy for placement of Haitian adult ESOL students

according to the profile variable, length of residence. It appeared that there was a

higher number of incorrect placements for students who lived in the host country

from twenty-five to one hundred ten months. A post hoc analysis of NYS test score

by level and number of correct and incorrect placements was significant and

suggested that those learners with placement scores in NYS level three had a higher

incidence of incorrect placements.
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Table 18

Comparison of Age and Number of Correct and Incorrect Placements According to

the NYS Place Test for Null Hypothesis. H2

Age by Group N(%)

(N = 65)

Number of Placements 1 2 Total(%)

Correct 27 25 52(80.0)

Incorrect 8 5 13(20.0)

Total(%) 35(53.8) 30(46.2) 65(100.0)

Note.

X2 = .097; p>.05.

C = .077

Group one: nineteen through twenty-five years old.

Group two: twenty-six through forty-one years old.
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Table 19

Comparison of Prior Schooling and Number of Correct and Incorrect Placements

According to the NYS Place Test for Null Hypothesis, H2

Prior Schooling by Group N(%c)

(N = 65)

Number of Placements 1 2 Total(%)

Correct 31 21 52(80.0)

Incorrect 5 8 13(20.0)

Total(%) 36(55.4) 29(44.6) 65(100.0)

Note.

X' = 1.125; p>.05.

C = .168

Group one: one through ten years.

Group two: eleven through nineteen years.
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Table 20

Comparison of Length of Residence and Number of Correct and Incorrect

Placements According to the NYS Place Test for Null Hypothesis. H,

Length of Residence by Group N(%)

N = 65)

Number of

Placements 1 2 3 4 Total(/c)

Correct 33 7 8 4 52(80.0)

Incorrect 3 2 2 6 13(20.0)

Total(%) 36(55.4) 9(13.8) 10(15.4) 10(15.4) 65(100.0)

Note.

X' = 13.09; p<.05.

C = .409

Group one: one through six months.

Group two: seven through twelve months.

Group three: thirteen through twenty-four months.

Group four: twenty-five through one hundred ten months.
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Table 21

Post Hoc Comparison of Score by Level on the NYS Place Test and Number of

Correct and Incorrect Placements for Null Hypothesis. H2

Score by NYS Level N(%)

(N = 65)

Number of

Placements 1 2 3 4 Total(%)

Correct 45 4 1 2 52(80.0)

Incorrect 1 2 10 0 13(20.0)

Total(%) 46(70.8) 6(9.2) 11(16.9) 2(3.1) 65(100.0)

Note.

X' = 44.871; p<.05.

C = .639
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Table 22

Comparison of Employment and Number of Correct and Incorrect Placements

According to the NYS Place Test for Null Hypothesis. H2

Employment by Group N(%i)

(N = 65)

Number of

Placements 1 2 Total(%)

Correct 40 12 52(80.0)

Incorrect 10 3 13(20.0)

Total(%l4) 50(76.9) 15(23.1) 65(100.0)

Note.

X2 = .000; p>.05.

C = .000

Group one: unemployed.

Group two: employed full-time or part-time.
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Analysis of the Data for Null Hypothesis. H,

H,: There is no relationship between the profile data (age, prior schooling,

length of residence, or employment) and withdrawal from the program for Haitian

adult ESOL students.

Frequency data for each profile variable were compared to the number of

withdrawals from the program. The same recoding of variables used in Hypothesis

H 2 applied. Analysis of the findings indicated that none of the profile variables were

significantly related to withdrawal.

Age. The crosstabulation comparing age and attendance is displayed in Table

23 on page 92. Chi-square was not significant (X 2 = .0004; p>.05, see Table 23).

The contingency coefficient, C = .034, was appropriately small. The null hypothesis

could not be rejected. The data suggested there was no significant relationship

between age and withdrawal from the program for Haitian adult ESOL students.

Prior schooling. The crosstabulation comparing prior schooling and

attendance appears in Table 24 on page 93. Chi-square was not significant (X 2 =

.032; p>.05). Again, the contingency coefficient, C = .054, was appropriately small.

The null hypothesis could not be rejected. The data suggested there was no

significant relationship between prior schooling and withdrawal from the program

for Haitian adult ESOL students.

Length of residence. The crosstabulation comparing length of residence and

attendance is shown in Table 25 on page 94. Chi-square was not significant (X 2 =

.452; p>.05). The contingency coefficient, C = .083, was appropriate for the chi-
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square. The null hypothesis could not he rejected. The data suggested there was no

significant relationship between length of residence and withdrawal from the

program for Haitian adult ESOL students.

Employment. The crosstabulation comparing employment and attendance

appears in Table 26 on page 95. The number of employed Haitian students who

stayed was almost equal to the number of employed Haitians who withdrew. Chi-

square was not significant (X2 = .196; p>.05). The contingency coefficient, C =

.092, was expected. The null hypothesis could not be rejected. The data suggested

there was no significant relationship between employment status and withdrawal

from the program for Haitian adult ESOL students.

Summary of the data analysis for H3. The available data revealed no

significant relationship between any of the profile variables, age, prior schooling,

length of residence, or employment and withdrawal from the program for Haitian

adult ESOL students. Although these findings are initially surprising, as Cross (1981)

points out, for some groups of learners, especially ethnic minorities, participation or

non participation in adult education may be for reasons other than those represented

by the external variables investigated here.
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Table 23

Comparison of Age and Attendance for Null Hypothesis, H3

Age by Group N(Ic)

(N = 65)

Attendance 1 2 Total(%)

Stayed 21 19 40(61.5)

Withdrew 14 11 25(38.5)

Total(%) 35(53.8) 30(46.2) 65(100.0)

Note.

X = .0004; p>.05.

C = .034

Group one: nineteen through twenty-five years old.

Group two: twenty-six through forty years old.
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Table 24

Comparison of Prior Schooling and Attendance for Null Hypothesis, H3

Prior Schooling by Group N(/o)

(N = 65)

Attendance 1 2 Total(%)

Stayed 23 17 40(61.5)

Withdrew 13 12 25(38.5)

Total(%) 36(55.4) 29(44.6) 65(100.0)

Note.

X' = .032; p>.05.

C = .054

Group one: one through ten years.

Group two: eleven through nineteen years.
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Table 25

Comparison of Length of Residence and Attendance for Null Hypothesis. H3

Length of Residence by Group N(%X)

(N = 65)

Attendance 1 2 3 4 Total(%)

Stayed 22 5 7 6 40(61.5)

Withdrew 14 4 3 4 25(38.5)

Total(%) 36(55.4) 9(13.8) 10(15.4) 10(15.4) 65(100.0)

Note.

X' = .451; p>.05.

C = .083

Group one: one through six months.

Group two: seven through twelve months.

Group three: thirteen through twenty-four months.

Group four: twenty-five through one hundred ten months.
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Table 26

Comparison of Employment and Attendance for Null Hypothesis, H,

Employment by Group N(%)

(N = 65)

Attendance 1 2 Total(%)

Stayed 32 8 40(61.5)

Withdrew 18 7 25(38.5)

Total(%) 50(76.9) 15(23.1) 65(100.0)

X2 = .196; p>.05.

C = .092

Group one: unemployed.

Group two: employed full-time or part-time.
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Analysis of the Data for Null Hypothesis H

H4 : There is no relationship between the profile data (age. prior schooling,

length of residence, or employment) and DNE for Haitian adult ESOL students.

The data analysis indicated that during the period under investigation, only

seventeen Haitian Creole-speaking and Spanish-speaking students did not enter

(DNE) a class after registering and testing. The sample of DNEs was almost evenly

divided between both language groups, eight and nine respectively. The researcher

determined that the number of DNEs was too small to test for significance.

However, a table was prepared displaying the percentages of Haitian Creole-

speaking DNEs (N = 8) to the population under investigation in phases one and two

(N = 65) for each profile variable (see Table 27 on page 98).

Age. The most striking difference appeared for the variable, age. Seventy-

five percent of the DNEs were over twenty-five years old as compared to forty-six

percent in the phases one and two of the study.

Prior schooling. A larger percentage of DNEs (62.5%) had ten years or less

schooling than those in phases one and two (55.4%).

Length of residence. A larger percentage of DNEs (62.5% compared to

55.4%) were in the category of six months or less. None were in the category of

twenty-five plus months, whereas phases one and two had more than fifteen percent.

Employment. More than eighty-seven percent of those who did not enter

were unemployed as compared to almost seventy-seven percent in phases one and

two.

96



Summary of the data analysis for H,. Surprisingly, there was almost an equal

number of Haitian Creole-speaking and Spanish-speaking DNEs. The comparison

of DNEs to the population under investigation in phases one and two was largely

unremarkable except for age. Although significance could not be determined, the

majority of DNEs were older than twenty-five, thirty-one percentage points higher

than in phases one and two. This was the largest difference found in the

comparison.
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Table 27

Percentages of Haitian Creole-Speaking Students Who Did Not Enter (DNE)

Compared to Percentages of Haitian Creole-Speaking Students in Phases One and

Two

Haitian Creole-Speaking Students N( %)

Profile Variable DNE Phase One/Phase Two

(N = 8) (N = 65)

Age

25 years or less 2(25) 35(54)

26 years or more 6(75) 30(46)

Prior Schooling (years)

10 years or less 5(62.5) 35(55.4)

11 years or greater 3(36.5) 35(44.6)

Length of Residence (months)

1-6 5(62.5) 36(55.4)

7-12 1(12.5) 9(13.8)

13-24 2(25.0) 10(15.4)

25+ 0(00.0) 10(15.4)

(table continued)

98



(Table 27 continued)

Employment

unemployed 7(87.5) 50(76.9)

employed 1(12.5) 15(23.1)
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CHAPTER V

CONCLUSIONS, DISCUSSION, IMPLICATIONS, AND RECOMMENDATIONS

Introduction

This study was designed to find ways to improve the placement of ESOL

students and to determine if the NYS Place Test should be used for initial placement

of Haitian adult ESOL students in a community education program. The study

compared placement by the NYS Place Test and placement by department

coordinator. The study included three parts: a pilot, phase one, and phase two. The

pilot was conducted to determine if the NYS Place Test was appropriate for the

target population by testing students already placed in existing classes and comparing

ranges for NYS Place Test levels to those in the field. Phase one compared accuracy

of placement using the NYS Place Test, alone and in combination with a writing

sample, and the current method, subjective judgement of a department coordinator.

Phase two was devised to reveal if consideration of any of the profile variables (age,

prior schooling, length of residence in the United States, or employment) improved

accuracy of placement by the NYS test. Additionally, the study sought to determine

if there existed a significant relationship between any of the profile variables and

program withdrawal among the Haitian students who left the program or DNE (did

not enter) among the Haitian students who registered but did not enter a class.

Pilot Study: Conclusions and Discussion

The data from the pilot suggested no significant difference existed between

the NYS Place Test and the department coordinator placement methods for those
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students previously placed in existing classes. The data supported the conclusion that

the NYS Place Test could be used for the target population. It became apparent that

there was a problem regarding fit between the four level instrument and the six level

practice in the field. For purposes of this study, the subdivision of level one into

three groups was ignored in order to assess the fit between the test instrument and

the field.

Frequency data generated from the pilot comparing the range of scores for

correctly placed students in existing levels showed more similarities in ranges

between the two placement methods for levels three and four than for levels one

and two (Tables 8, 9, 10, and 11 on pages 66-69). The greatest differences in

frequency data appeared in level two. Data utilizing adjusted NYS ranges

incorporated more of the students in existing levels than non adjusted ranges. It was

decided to use adjusted ranges throughout the study. For those students whose

scores fell outside the range, more were above the range than below, suggesting that

some students' oral proficiency may be higher than their overall language skills.

Based on test score alone, students could be placed in a level reflecting their oral

proficiency but beyond their writing capability. Review of data derived from the

pilot study leads to the conclusion that use of a writing sample in combination with

oral assessment may be justified to help detect unequal skill development.

Phase One and Phase Two: Conclusions and Discussion

1. The results of the chi-square test in phase one revealed no significant

differences between the two methods of placement for Haitian adult ESOL students.
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The data supported the conclusion that the NYS Place Test was an effective

substitute for subjective department coordinator placement (Table 14, page 75),

especially in an institutional setting where standardized placement is preferable to

the subjective decision of a single individual.

2. The results of the chi-square test (Table 16, page 79) showed no significant

difference between the NYS Place Test used alone or in combination with a writing

sample. The number of correct placements improved by employing a writing sample,

but the degree of improvement was not significant. Although data derived in the

pilot study suggested inclusion of a writing sample, the findings in phase one

revealed that the addition of a writing sample did not significantly improve the

accuracy of the NYS Place Test.

However, a knowledge of Haitian traditions and culture supports the idea that

Haitians prefer oral expression to written. One would naturally expect Haitians to

be more proficient in oral skills than writing skills. Evidence is provided in the

literature (Tarone & Yule, 1989) that second language learners, in general, acquire

skills at different rates. An oral placement test, such as the NYS, may place a highly

fluent student in a level beyond his/her overall ability. It would be helpful to detect

a large discrepancy between oral and writing ability. Since the data gathered in this

study showed that, for the most part, incorrect NYS placements were high, further

investigation of a short writing sample to improve accuracy of placement is

warranted. This presumes a class curriculum which combines skills rather than

addressing them separately. Alternatively, curriculum restructuring may be
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warranted so that assessment of oral skills leads to placement in oral communication

and assessment of writing skills leads to placement in reading and writing.

In a post hoc investigation conducted at the Whiddon Adult Center in October

through November, 1993, the teacher aide utilized the NYS Place Test in

combination with the writing sample and placed all incoming students. Data for the

Haitian Creole-speaking students indicated that of eighteen students, seventeen were

correctly placed. The one incorrect placement occurred as a result of human error.

In the case of the incorrectly placed student, both the NYS score and the writing

sample suggested placement in level one (B). For unknown reasons, the teacher aide

placed the student in level one (A). The Teacher-Validation-of-Placement Form

(TVOP) confirmed appropriate placement in level one (B). Collapsing the three

subdivisions of level one, as in phases one and two of the study, this placement

would have been considered correct. Additionally, all nine Spanish-speaking students

placed during this time period were correct, making a total of twenty-seven

consecutive placements utilizing the NYS Place Test in combination with the writing

sample. Placement was accurately accomplished by the teacher aide and not the

department coordinator, demonstrating an additional advantage of cost effectiveness.

3. Accuracy of placement of Haitian adult ESOL students was not

significantly increased by considering the following profile variables: age, prior

schooling, or employment. However, the chi-square test comparing accuracy of

placement and residence (Table 20, page 87) was significant. There were

significantly more incorrect placements among those students who lived in the
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United States between twenty-five and one hundred ten months. The data supported

the conclusion that accuracy of the NYS Place Test for Haitian adult ESOL students

could be increased by considering the profile variable residence. This study did not

investigate the relationship between length of residence and oral proficiency. It was

not determined if those who were incorrectly placed because of length of residence

were the same as those who were highly fluent.

4. There appeared to be no significant relationship between any of the

profile variables (age, prior schooling, length of residence, or employment) and

withdrawal from the program. Although the data did not suggest any commonalities

between any of the profile variables and withdrawal, further investigation may reveal

other factors which may influence a student's decision to leave the program.

5. The sample of Haitian students who registered and did not enter (DNE)

was too small to determine significance. Therefore, the profile variables (age, prior

schooling, length of residence, or employment) and DNE for Haitian adult ESOL

students could not be tested. Frequency data for the profile variables and DNE

were compared and seemed to be unremarkable except for age, which was

noticeably different from the original population sample. Percentages suggested that

the majority of those who were classified as DNE were older compared to the

original data sample. Further investigation is indicated.

Implications and Recommendations

The findings of this study lead to the following implications and

recommendations for future research:
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1. The data collected in this study suggest that the NYS Place Test worked

well for Haitian students regardless of the students' backgrounds, except for length

of residence. This finding is seen as a strength of the test when used for initial

placement of a population of Haitian adult ESOL students.

2. Although the writing sample was not shown to significantly improve

accuracy of the NYS test, teachers repeatedly mentioned writing as evidence of

correct placement. The literature reports research findings that indicate individuals

acquire language skills at different rates. Continued usage of the writing sample may

be justified in the placement process as an additional indicator to detect a

discrepancy between the student's oral and writing proficiency.

3. It would be helpful to utilize the NYS Place Test to assign students to the

preparatory level, one (A), and one (B) classes especially since a large proportion

of students at the Adult Center are beginners. The researcher proposes that it may

be possible to adapt the test with assignment to level one as follows: 0-6

(preparatory), 7-11 (A), and 12-16 (B). Although the data collected for ranges in this

study did not exhibit clear divisions for level one, the researcher suggests that after

utilizing the NYS test over a period of several months, placement into classes already

formed by the department coordinator would switch to classes formed by the NYS

Place Test. At that point, the subdivisions for level one may become more apparent.

At the present time, however, the researcher notes that the results of the TVOP, as

to who belongs in their class and what constitutes the definition of their level, are

affected by the mindset of the teachers. This was a limitation preventing finer
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distinction of level one in this study.

4. More attention should be paid to native language literacy in future studies.

The current study relied on self-report of the variables gathered upon intake. The

researcher felt the mandatory TABE test and the addition of the NYS test already

burdened the student. Therefore, the researcher chose not to require additional

testing in the native language. Although the NYS Place Test has an accompanying

screening instrument in several languages, the Adult Center does not presently offer

literacy classes in any language other than English. Consequently, this screening was

not utilized. The researcher notes that reliance on self-reported data is cautioned

against (Johnson & Saville-Troike, 1992) and further assessment in the native

language would provide a more comprehensive profile of the learner's literacy level.

5. The researcher suggests the following alternative to the current placement

procedure for ESOL students at the Adult Center: Registration and interview, initial

assessment utilizing the NYS Place Test, and a waiver of the TABE requirement

from the Florida Department of Education for all ESOL students who place at level

one on the NYS. Until such time that the state changes its requirement regarding

TABE for ESOL students, it would continue to be used only for those ESOL

students who place at levels two, three, or four on the NYS. Reassessment, which

is required annually by the state, would follow the same procedure, namely, waiver

of the TABE requirement for all ESOL students who place at level one on the NYS.

6. A possible disadvantage of the NYS Place Test is that proper

administration requires up to fifteen minutes per student. An appropriate number
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of personnel should be assigned for placement of new students. In times of high

student registration, such as beginning of terms, the institution should adequately

accommodate the number of students, providing the necessary attention to complete

the testing process in an unhurried manner without keeping students waiting. This

possible disadvantage can be considered an advantage since the one-on-one interview

feature of the NYS Place Test ensures personalization in the institutional setting.

The school setting appears intimidating for some adult learners and a warm,

supportive initial contact with the institution may make the difference between

participation and non participation (Cross, 1981).

7. The researcher notes that NYS Place Test pictures number one and ten

may need to be revised. Regarding picture number one, at least eight Haitian

students commented that it was raining. The students mistakenly thought the grass

in the foreground was rain. Picture number ten raises concern about stereotype and

cultural bias since it presents a man, who appears to be Hispanic, wearing a large

medallion; there is also a bullfighter in the background.

8. The researcher suggests recognition of the importance of adequate initial

assessment and placement procedures for Haitian adult students as the foundation

of a sound, well-designed ESOL program. The growing number of Haitian adult

limited English proficient (LEP) students in community education programs demands

that they be afforded the opportunity to acquire English skills in the most efficient

and effective manner possible so that they may function and participate more easily

and independently within the community.
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EPILOGUE

This epilogue was requested by the dissertation committee during the defense

in response to a question raised regarding the changes made or in process as a result

of this study.

The following actions have been taken:

1. The NYS Place Test plus writing sample has successfully been used for

placement at the Whiddon Adult Center since October, 1993.

2. The 1988 and 1993 Southern Association of Colleges and Schools (SACS)

recommendations have been met by implementing an effective, accountable, and

personalized method of initial placement for Whiddon's adult ESOL students.

3. The researcher has written a waiver request to the Florida Department

of Education and to the School Board of Broward County through Whiddon's School

Improvement Team for permission to utilize the NYS Place Test in lieu of the

TABE for Whiddon's level one ESOL students.

4. The researcher is currently training a cadre of testers at Whiddon to

administer the NYS Place Test.

5. The researcher has written a letter to the New York State Education

Department outlining the results of the study and expressing concern about possible

bias for pictures one and ten in the NYS Place Test as described in chapter five of

this study.

The following, while not a direct consequence of the study, are linked by the

researcher's participation:
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1. The researcher is on the committee suggesting revisions of the Broward

ESOL Curriculum Guide. Assessment for initial placement is being addressed.

2. The researcher created a transition class at Whiddon, focusing on

improvement of writing skills facilitating students' entry into mainstream academic

and business classes. The researcher is also on a writing team developing a pre-

college writing class as part of a joint effort between Broward County Schools and

Broward Community College. These two programs respond to the unequal skill

development of ESOL students through an alternative to the current curriculum

where placement is based on a composite of skills. A writing sample will be

required for entry and exit in the pre-college program, while both standardized

assessment and a writing sample will be required for entry into Broward Community

College, demonstrating recognition that language assessment procedures for

placement should consider the multidimensional aspects of language development.

The following action is in progress at the state level:

1. The Florida Department of Education is currently considering alternatives

to the TABE requirement. A draft of a technical assistance paper outlining the

proposed new requirements has been completed but is not yet available.
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DOCUMENTATION OF COLLABORATION

WITH HAITIAN EDUCATORS

Name Area of Expertise or Affiliation Da

Pere Lamy Haitian Catholic Center, 7 / 2 0 / 9 3

Fort Lauderdale

Anonymous Haitian Educator, 8/ 1 8/ 9 3

Broward County Schools

R. E. Savain Bilingual Education Consultant 8 / 2 5 /9 3

for Haitian Language and Culture

M. P. Fontis Assistant Director of FONHEP 9 / 4 /9 3

(Fondation Haitienne de l'Education Privee)

Executive Secretary FEPH

(Fe'deration des Ecoles Protestantes d'Haiti)
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LEVEL 1 -PREPARATORY
STRAND 1 - DEMONSTRATING BASIC SURVIVAL SKILLS

IDENTIFICATION AND COMMUNICATION
1. Give orally upon request self-identification and personal information including

name, address, phone number, place of birth, age.
2. Rote count numbers 0-10.
3. Identify numbers 0-10.
4. Respond to simple greetings.
5. Initiate simple greetings.
6. Respond to simple good-byes.
7. Initiate simple good-byes.
8. Respond to simple introductions.
9. Initiate simple introductions.
10. Express feelings and states of being orally.
11. Recognize members of immediate and extended family.
12. Tell time in minutes and hours.
13. Identify periods of time in days, months, and years.
14. Say and dial given telephone numbers.
15. Identify simple weather conditions.

MCNEY

1 6. Recognize American money.
17. Recognize simple identification.
18. Ability to endorse a check.

HEALTH CARE
19. Identify simple body parts.
20. Identify common health problems.
21. Know what information to include when making an emergency phone call.

TRANSPORTATION

22. Name means of transportation.
23. Know traffic and information signs.

HU)SING
24. State housing needs to potential landlord.
25. Name rooms in house or apartment.
26. Name common household furniture.
27. Name most common tools.

CLOTHING AND FABRICS
28. Identify most common articles of clothing.
29. Identify basic colors.

COMMUNITY RESOURCES
30. Know how to locate agencies and institutions in the community.
31. Understand services available from agencies and institutions,

(health, social security, schools, and libraries).
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(LEVEL 1 - PREPARATORY)

STRAND 2 - DEMONSTRATING KNOWLEDGE OF BASIC VOCABULARY

1. Identify the meanings of words that give directions: circle, check, put an x, and
underline.

2. Understand basic signs (Wilson's List).
3. Identify easy opposites (list included).

STRAND 3 -DEMONSTRATING APPROPRIATE GRAMMAR AND USAGE

CAPITALIZATION
1. Recognize capital letters A through Z.
2. Write capital letters A through Z.

PUNCTUATION
3. Identify correct punctuation.

SPELLING
4. Spell own first and last name.
5. Say own complete address, spelling street names if necessary.

RECOGNIZING AND USING GRAMMATICALLY CORRECT SENTENCES
6. Identify singular and plural forms of regular nouns (add "s") and child-children,

man-men, woman-women.
7. Respond to yes-no questions in the present time (affirmative).
8. Respond in the negative to yes-no questions in the present time.
9. Initiate questions using appropriate grammatical English.
10. Respond to information questions.

STRAND 4 - DEMONSTRATING A KNOWLEDGE OF PHONICS

1. Identify letter forms that are the same.
2. Identify letter forms that are different.
3. Identify letter forms using visual memory.
4. Identify letter symbols for initial consonant sound and vowel sounds.
5. Write initial consonant sounds.
6. Identify letter symbols for final consonant and vowel sounds.

STRAND 5 -ORGANIZING OBJECTS AND INFORMATION INTO
LOGICAL GROUPING AND ORDERS

1. Organize pictures in sequential order.
2. Classify pictures naming objects with similar characteristics under appropriate

headings.

STRAND 6 - DEMONSTRATING LITERAL COMPREHENSION SKILLS

1. Follow one-step oral directions.
2. Write letters of the alphabet in order dictated.
3. Write numbers 0-10 in the order dictated.
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(LEVEL 1 - PREPARATORY)

STRAND 7 - WRITING

1 . Write on the lines not in the space.
2. Copy 3 sentences that are visually shown.
3. Complete form requesting name and age.

STRAND 8 - DEMONSTRATING JOB SEARCH AND INTERVIEW SKILLS
(PRE-VOCATIONAL ESOL)

1. Identify various occupations.
2. Know how to present a positive image.
3. Answer questions concerning background education and experience.
4. Read and complete job application form.
5. Use correct markings on an application form (dash, slash, "x", parentheses).
6. Know how and where to look for a job.

STRAND 9 - UNDERSTANDING UNITED STATES CULTURE

1. Understand format of reading materials (left to right, top to bottom).
2. Understand common forms of greeting and accepted spatiality.
3. Write dates in correct order.
4. Name the months of the year.
5. Ordering at a fast food restaurant.
6. Identify how to dress appropriately for the weather.
7. Recognize signals of non-verbal communication.
8. Identify major American holidays.

STRAND 10- DEMONSTRATING CORRECT PRONUNCIATION

1. Pronounce vowel contrasts (long and short).
2. Compare and contrast consonants using minimal pairs.
3. Compare and contrast vowels using minimal pairs.
4. Speak with American stress and intonation.
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LEVEL 1 - EIGINNING A

STRAND 1 - DEMONSTRATING BASIC SURVIVAL SKILLS

1. (Identification and communication) Give orally, upon request, self identification
and personal information including: name, address, telephone number, place of
birth, age, social security number, nationality, education, marital status, and
occupation.

2. Rote count numbers 0 to 100.
3. Identify numbers 0 to 100.
4. Respond to simple greetings.
5. Initiate simple greetings.
6. Respond to simple good-byes.
7. Initiate simple good-byes.
8. Respond to simple introductions.
9. Initiate simple introductions.
10. Express feelings and states of being, orally.
11. Identify members of immediate and extended family.
12. Tell time in minutes and hours.
13. Identify periods of time in days, months, years, and seasons.
1 4. Say and dial telephone numbers.
15. Identify different weather conditions.

MONEY
1 6. Recognize and count American money.
17. Ask for and make change.
18. Understand when identification may be required and what is acceptable.
19. Know how to endorse checks.

HEALTH CARE
20. Identify and write correctly the body parts.
21. Identify common health problems.
22. Know what information to include when making emergency calls.

TRANSPOTATION
23. Know how to use local transportation.
24. Identify traffic and information signs.
25. Identify means of transportation.

HOUJSING
26. State housing needs to potential landlords.
27. Identify and write the rooms of a house or apartment.
28. Identify and write common household furniture.

29. Identify common tools.

CLOTHING AND FABRIC
30. Identify and write most common articles of clothing.
31. Identify most common sewing equipment.
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(LEVEL 1 - BEGINNING A)

(STRAND 1, continued)

COMMUNITY RESOURCES
33. Know how to locate agencies and institutions in the community.
34. Understand services available from agencies and institutions

(health, employment, social security, schools, and libraries).

STRAND 2 - DEMONSTRATING KNOWLEDGE OF BASIC VOCABULARY

1. Identify the meanings of words that give directions: circle, check, put an x, or
underline.

2. Recognize and understand basic signs and labels.
3. Identify Easy Opposites (list included in references).

STRAND 3 - DEMONSTRATING APPROPRIATE GRAMMAR AND USAGE

CAPITALIZATION
1. Recognize appropriate use of capital letters A-Z.

PUNCTUATION
2. Identify correct punctuation (period, question mark).

SPELLING
3. Say, spell, and write own first and last name.
4. Say and write own complete address, spelling street name if

necessary.

RECOGNIZING AND USING GRAMMATICALLY CORRECT SENTENCES
5. Write singular and plural forms of nouns including adding es and irregulars

(mouse/mice, foot/feet, tooth/teeth).
6. Respond affirmatively to yes/no questions in the present time.
7. Respond negatively to yes/no questions in the present time.
8. Initiate questions in the present time.
9. Respond appropriately to information questions.
10. Identify the meaning of contractions in positive and negative,

present time with the verb to be and to do.
11. Respond to questions using there is/there are.
12. Identify appropriate use of possessive adjectives (my, your, his, her, its, our,

their).
13. Identify location of objects by using the correct preposition.

STRAND 4 - DEMONSTRATING A KNOWLEDGE OF PHONICS

1. Identify letter symbols for initial consonant and vowel sounds.
2. Write initial consonant and vowel sounds.
3. Identify letter symbols for final consonant and vowel sounds.
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(LEVEL 1 - BEGINNING A)

STRAND 5 - ORGANIZING OBJECTS AND INFORMATION INTO
LOGICAL GROUPINGS AND ORDERS

1. Arrange and describe pictures in sequential order.
2. Classify words naming objects with similar characteristics

under appropriate headings.

STRAND 6 - DEMONSTRATING LITERAL COMPREHENSION SKILLS

1. Follow one-step and two-step oral directions.
2. Write 4 dictated sentences concentrating on spelling.
3. Read and respond to questions based on written material.

STRAND 7 - WRITING

1. Copy 5 sentences that are visually shown.
2. Address an envelope.
3. Complete forms requesting name and personal information.
4. Complete forms for registering a child in school or day care center.

STRAND 8 - DEMONSTRATING JOB SEARCH AND INTERVIEW SKILLS
(PRE-VOCATIONAL ESOL)

1. Identify various occupations.
2. Know how to present a positive image.
3. Answer questions concerning personal background education and experience.
4. Read and complete simple job application form.
5. Use correct markings on an application form (dash, slash, "x", parentheses).
6. Understand abbreviations on an application.
7. Know how and where to look for a job.

STRAND 9 -UNDERSTANDING UNITED STATES CULTURE

1. Understand common forms of greeting and accepted spatiality.
2. Define nuclear versus extended family.
3. Understand the importance of being on time.
4. Simulate ordering at a fast food restaurant.
5. Understand the practice of tipping.
6. Recognize signals of non-verbal communication.
7. Identify visually major American holidays.

STRAND 10 - DEMONSTRATING CORRECT PRONUNCIATION

1. Compare and contrast consonants using minimal pairs.
2. Compare and contrast vowels using minimal pairs.
3. Speak with American stress and intonation.
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LEVEL 1 - BEGINNING B
STRAND 1-DEMONSTRATING BASIC SURVIVAL SKILLS

IDENTIFICATION AND COMMUNICATION
1. Rote count numbers 0 to 1000.
2. Identify numbers 0 to 1000.
3. Answer incoming phone calls.
4. Take simple phone messages.
5. Identify different weather conditions.

MCNEY

6. Identify various means of payment.
7. Know banking vocabulary.

HEALTH CARE
8. Identify uses of body parts.
9. Describe common health problems.
10. Demonstrate how to make medical and dental appointments.

TRANSPORTATION

11. Communicate simple needs to gas station attendant.

HOSNG
12. Understand abbreviations used in classified ads.
13. Understand security deposit arrangements.
14. Understand rules of apartment living.

CLOTHING AND FABRICS
15. Describe clothing in terms of color, size, and price.

POSTAL SERVICES
16. Know procedures for mailing a package or letter (inside or outside the United

States), buying a postal money order, and registering or insuring mail.

STRAND 2 - DEMONSTRATING KNOWLEDGE OF BASIC VOCABULARY

1. Recognize and identify survival words (Wilson's List).
2. Identify Easy Opposites (from given list).
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(LEVEL 1 - BEGINNING B)

STRAND 3 - DEMONSTRATING APPROPRIATE GRAMMAR AND USAGE

1. Read and write using appropriate punctuation (period, question mark, comma,
apostrophe).

2. Say name, address, telephone number.
3. Write name, address, telephone number.

USING GRAMMATICALLY CORRECT SENTENCES
4. Write singular and plural forms of nouns ("y" change to "i", "f" change to "v",

before "-es", final "o", identical singular and plural).
5. Respond affirmatively to yes/no questions in the past time using short three

word answers.
6. Respond negatively to yes/no questions in the past time using short three-word

answers.
7. Initiate questions in the past time.
8. Respond to information questions in the past time.
9. Recognize appropriate use of this, that, these, and those with nouns.
10. Respond to questions using object pronouns (me, you, him, her, it, us, them).

STRAND 4 - DEMONSTRATING A KNOWLEDGE OF PHONICS

1. Identify final silent "e".
2. Identify silent consonants.
3. Distinguish between long and short vowel sounds.

STRAND 5 - ORGANIZING OBJECT AND INFORMATION INTO
LOGICAL GROUPINGS AND ORDERS

1. Arrange sentences in sequential order.
2. Classify words naming objects with similar characteristics under appropriate

headings.

STRAND 6 - DEMONSTRATING LITERAL COMPREHENSION SKILLS

1. Follow 2 and 3-step oral directions.
2. Demonstrate comprehension of dictated story.
3. Write 10 dictated sentences.
4. Read and respond to questions based on written material.

STRAND 7 - WRITING

1. Write a short thank you note (3-5 sentences).
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LEVEL 1 - BEGINNING B

STRAND 8 - DEMONSTRATING JOB SEARCH AND INTERVIEW SKILLS
(PRE-VOCATIONAL ESOL)

1. Know how to present a positive image.
2. Know the importance of asking questions regarding duties, hours, salary,

qualifications, and fringe benefits.
3. Answer questions concerning background, education, and experience.
4. Read and complete a simple job application form.
5. Know how and where to look for a job.

STRAND 9 - UNDERSTANDING UNITED STATES CULTURE

1. Compare popular American foods to native foods.
2. Name and use common weights and measures.
3. Identify common types of food stores.
4. Understand the practice of "tipping".
5. Understand how to wash certain fabrics.
6. Know vocabulary related to major American holidays.

STRAND 10 - DEMONSTRATING CORRECT PRONUNCIATION

1. Compare and contrast consonants using minimal pairs.
2. Compare and contrast vowels using minimal pairs.
3. Speak with American stress, intonation, and rhythm.
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LEVEL 2 - INTERMEDIATE
STRAND 1 - DEMONSTRATING BASIC SURVIVAL SKILLS

IDENTIFICATION AND COMMUNICATION
1. Use and respond to polite expressions such as, please, excuse me, etc.
2. Identify and define members of the extended family (in-laws, godparents, great-

grandparents).
3. Answer incoming calls and take messages.

FOOD AND MONEY
4. Identify items in a grocery store.
5. Determine best product price through comparison shopping.
6. Identify common packaging of foods.
7. Read an order from a menu.
8. Count correct change for bill.

HEALTH CARE
9. Describe medical problems over the phone and in person.
10. Demonstrate skill of communicating emergency situations using "911 ."
11. Demonstrate recognition of prescription and non-prescription drugs.
12. Determine safety procedures involved in medicines and poisons including poison

control center.
13. Recognize the importance of proper personal hygiene.
14. Describe dental health problems.

TRANSPORTATMO
15. Ask for and give directions locally.
1 6 Use schedules for travel information.
17. Recognize and identify common road signs.
18. Identify outside parts of a car.
19. Fill out driver's license application.
20. Respond to police officer when being stopped for a violation.

HOUSING
21. Identify different means of locating a rented apartment (agencies, signs, ads, or

ask friends).
22. Identify vocabulary for installations of phone service and electrical service.
23. Identify vocabulary for rooms and furnishings in detail.
24. Compare different types of housing.
25. Define types of materials (cotton, silk, linen, permanent press, polyester).
26. Describe material designs (solid, floral).
27. Know how to use washer and dryer.

BANKING
28. Demonstrate ability to open a bank account (savings and checking).
29. Define terms used in a payroll check.
30. Complete deposit and withdrawal slips.
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(LEVEL 2 - INTERMEDIATE)

COMMUNITY RESOURCES AND RECREATIONAL FACILITIES
31. Identify participatory sports.
32. Identify spectator sports.
33. Identify the role of the following agencies (hospital and library).

STRAND 2 - DEMONSTRATING APPROPRIATE GRAMMAR AND USAGE

1. Write past tense sentences using regular verbs (affirmative and negative).
2. Ask questions in writing using question words (present, past).
3. Write past tense sentences using irregular verbs (affirmative and negative).
4. Change sentences from present to past, orally.
5. Initiate and follow direct and indirect commands (affirmative and negative).
6. Respond to questions in future orally (will, going to) (affirmative and

negative).
7. Ask questions in writing using question word (future).
8. Formulate questions orally using tag endings (affirmative and negative).
9. Utilize possessive pronouns appropriately orally in sentences.
10. Demonstrate proper use in writing of count mass adjectives (much/many,

a few/a little, and some/any).
11. Identify nouns of quantity.
12. Respond to questions orally using appropriate object pronouns (me, you, him,

her, us, them).
13. Formulate sentences using past continuous (affirmative and negative).
14. Distinguish in writing the difference between the past continuous and the simple

past tense.
15. Differentiate in writing among who, whom, which, and that in sentences.
16. Identify appropriate usage of reflexive pronouns (myself, herself, themselves).
17. Demonstrate correct usage of possessive forms of nouns in writing.
18. Recognize in writing the appropriate use of the future continuous and the present

tense.
19. Use prepositions of time in writing.

STRAND 3 - DEMONSTRATE KNOWLEDGE OF PRONUNCIATION OF AMERICAN ENGLISH

1. Reproduce short a sound in a series of words.
2. Reproduce short e sound in a series of words.
3. Reproduce short i sound in a series of words.
4. Reproduce short o sound in a series of words.
5. Reproduce short u sound in a series of words.
6. Demonstrate auditory discrimination of short words.
7. Reproduce long a sound in a series of words.
8. Reproduce long e sound in a series of words.
9. Reproduce long i sound in a series of words.
10. Reproduce long o sound in a series of words.
11. Reproduce long u sound in a series of words.
12. Demonstrate auditory discrimination of long vowels.
13. Reproduce special vowel sounds (oo - foot, o - dog, ou - cow, oi - boy).
14. Demonstrate auditory discrimination of special vowel sound.
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(LEVEL 2 - INTERMEDIATE)

(STRAND 3. continued)

15. Reproduce the d sound in a series of words.
1 6. Reproduce the t sound in a series of words.
17. Reproduce the ed sound in a series of words.
18. Demonstrate auditory discrimination of d, t, and ed sounds of regular past tense

verbs.

STRAND 4 - ORGANIZING OBJECTS AND INFORMATION INTO
LOGICAL GROUPINGS AND ORDERS

1. Organize series of pictures in sequential order, and orally state reasons for
sequence.

2. Classify words naming objects with similar characteristics under appropriate
headings.

STRAND 5 - DEMONSTRATING LITERAL COMPREHENSION SKILLS

1. Demonstrate comprehension of a dictated story.
2. Identify the order of events in an oral story.
3. Read and respond to questions based on written material.

STRAND 6 - DEMONSTRATING APPROPRIATE SKILLS FOR OBTAINING INFORMATION

1. Obtain appropriate information from a dictionary.

STRAND 7 - DEMONSTRATE WRITING ABILITY

1. Identify the parts of a friendly letter.
2. Write a friendly letter.
3. Properly punctuate a paragraph (period, comma, question mark, and exclamation

point).
4. Write a creative paragraph.

STRAND 8 - DEMONSTRATING JOB SEARCH AND INTERVIEW SKILLS
(PRE-VOCATIONAL ESOL)

1. Identify abbreviations used in want ads.
2. Demonstrate ability to read want ads.
3. Complete a job application form (complex).
4. Use acceptable language in a job interview.
5. Follow acceptable procedure in being laid off from a job.
6. Demonstrate ability to use time cards and time sheets.

STRAND 9 - UNDERSTANDING UNITED STATES CULTURE

1. Compare social class structure of United States and other countries.
2. Differentiate among the various components of education (elementary, middle

school, etc.).
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(LEVEL 2 - INTERMEDIATE)

STRAND 10 - DEMONSTRATE ABILITY TO SPEAK BEFORE A GROUP

1. Demonstrate and explain a favorite hobby or skill.
2. React to a picture in a spontaneous 3 minute speech.
3. Role play teacher in front of the class and teach or recount something.

STRAND 11 - DEMONSTRATING AN EXPANDED VOCABULARY

1. Identify appropriate synonyms.
2. Identify appropriate antonyms.
3. Distinguish orally between homograph pairs.
4. Distinguish in writing between homophones.
5. Determine analogous relationship between words.
6. Define two-word verbs in context.
7. Recognize idiomatic expressions.
8. Identify commonly used symbols, abbreviations and acronyms.
9. Increase vocabulary by building on word families (buy-buyer, act-actor,

happy-happiness, slow-slowly, pay-payment).
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LEVEL 3 - INTERMEDIATE
STRAND 1 - DEMONSTRATING BASIC SURVIVAL SKILLS

IDENTIFICATION AND COMMUNICATION
1. Use time expressions correctly such as: weekend, day after tomorrow, in two

weeks, yearly, daily, quarterly, bi-monthly, semi-annually, ago, since, for.
2. Utilize telephone or directory for local and long-distance calls.
3. Answer incoming calls and take messages.

FOOD AND MONEY
4. Follow directions from a recipe.
5. Recognize and explain mistakes in change.

HEALTH CARE
6. Maintain medical records.
7. Obtain, identify, and be able to follow proper dosages of medicine.
8. Determine safety procedures involved in medicines and poisons including Poison

Control Center.
9. Identify medical specialists.
10. Respond to emergencies using 911.
11. Ask for and give directions for long distance traveling.
12. Identify parts of a car (inside and outside).
13. Identify different types of cars (sedan, convertible, coupe, station wagon).

14. Define terms used in a rental lease.
15. Communicate apartment maintenance problems.

CLOTHING AND FABRICS
16. Identify various types of clothing and fashion.
17 Communicate needs to a salesperson in a clothing store.

BANKING
18. Compare services offered at banks.

COMMUNITY RESOURCES AND RECREATIONAL FACILITIES
19. Identify various forms of recreation (sports, picnics, theater, etc.).
20. Explain hobbies.
21. Identify the role of Health Department, Immigration Services, and health clinics.

MEDIA
22. Demonstrate ability to read newspaper headlines.
23. Interpret TV/radio newspaper headlines.
24. Recount favorite TV program.
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(LEVEL 3 - INTERMEDIATE)

STRAND 2 -DEMONSTRATING APPROPRIATE GRAMMAR AND USAGE

1. Respond to questions orally in present perfect tense (negative, affirmative, and
short answer).

2. Differentiate in writing between the present perfect tense and the past.
3. Use time expressions appropriately (for, since, ago, yet, already, adverbs of

time and frequency).
4. Utilize prepositions of place, time, and manner correctly.
5. Differentiate among modals: can, could. may, might, shall, will, should, would,

must, ought to, have to, able to, supposed to, had better, would rather.
6. Demonstrate ability to use comparative adjectives correctly.
7. Demonstrate ability to use superlative adjectives correctly.
8. Formulate grammatically correct sentences using adjectives in expressions of

equality.
9. Formulate grammatically correct sentences using adjectives in expressions of

inequality.
10. Recognize the difference between adjectives and adverbs.
11. Demonstrate ability to use comparative adverbs correctly.
12. Demonstrate ability to use superlative adverbs correctly.
13. Formulate grammatically correct sentences using adverbs in expressions of

equality.
14. Formulate grammatically correct sentences using adverbs in expressions of

inequality.
15 Distinguish between good and well to formulate grammatically correct sentences.
16. Distinguish in writing the difference between the past perfect and the present

perfect.
17. Properly place indirect objects in complete sentences.
18. Formulate plurals of words with foreign derivatives.
19. Demonstrate the ability to utilize conjunctions correctly (either, neither, so,

too, but, and nor).
20. Use the "used to" past in grammatically correct sentences.

STRAND 3
DEMONSTRATE A KNOWLEDGE OF PRONUNCIATION OF AMERICAN ENGUSH

1. Reproduce one letter consonant sound in a series of words.
2. Reproduce two letter consonant sounds in a series of words.
3. Demonstrate auditory discrimination between one and two letter consonant

sounds.
4. Reproduce the "j" sound in a series of words ("j" and "g").
5. Reproduce the "k" sound in a series of words. ("k" and "c").
6. Reproduce the "s" sound in series of words ("s" and "c").
7. Reproduce the "z" sound in a series of words ("z" and "s").
8. Demonstrate auditory discrimination between the "s" and "z" sound.
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(LEVEL 3 - INTERMEDIATE)

STRAND 4
ORGANIZING OBJECTS AND INFORMATION INTO LOGICAL GROUPING AND ORDERS

1. Organize series of pictures in sequential order and orally related events prior to
the situation and the events following the situation.

2. Classify words naming objects with similar characteristics under appropriate
headings.

STRAND 5 -DEMONSTRATING LITERAL COMPREHENSION SKILLS

1. Demonstrate comprehension of a dictated story.
2. Identify order of events in an oral story.
3. Read and respond to questions based on written material.

STRAND 6
DEMONSTRATING APPROPRIATE SKILLS FOR OBTAINING FACTUAL INFORMATION

1. Obtain appropriate information from maps.
2. Obtain appropriate information from table of contents.

STRAND 7 -DEMONSTRATE WRITING ABILITY

1. Identify the parts of business letter.
2. Write a business letter.
3. Properly punctuate a business letter.
4. Properly punctuate and capitalize a paragraph (period, comma, colon, question

mark, and exclamation point).
5. Write a creative two-paragraph composition.

STRAND 8 - DEMONSTRATE JOB SEARCH AND INTERVIEW SKILLS
(PRE-VOCATIONAL SKILLS)

1. Complete job application form (complex).
2. Arrange a job interview by phone.
3. Use acceptable language in a job interview.
4. Use appropriate modes of behavior and strategies (eye contact, hand shake, and

coffee break).

STRAND 9 - UNDERSTANDING UNITED STATES CULTURE

1. Recognize proper attire to fit the occasion.
2. Recognize the changing role of each member of the family.
3. Recognize the changing role of the American woman.
4. Recognize the procedures in planning a wedding.
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(LEVEL 3 - INTERMEDIATE)

STRAND 10 - DEMONSTRATE ABIL!TY TO SPEAK BEFORE A GROUP

1. Present a speech about native country.
2. React to a picture in a spontaneous 3-5 minute speech.
3. Role play teacher in front of the class and teach or recount something.

STRAND 11 - DEMONSTRATING AN EXPANDED VOCABULARY

1. Identify appropriate synonym.
2. Identify appropriate antonym.
3. Distinguish orally between homograph pairs.
4. Distinguish in writing between homophones.
5. Determine analogous relationships between words.
6. Define two-word verbs in contexts.
7. Recognize idiomatic expressions.
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LEVEL 4 -ADVANCED
STRAND 1 - DEMONSTRATING BASIC SURVIVAL SKILLS

IDENTIFICATION AND COMMUNICATION
1. Request information on the telephone.

FOOD AND MONEY
2. Compare restaurants for type of food, quality of service, and price.
3. Compare the buying power of American currency with foreign currency (i.e.,

what $10.00 will buy here vs. in a foreign country).

HEALTH CARE
4. Identify terms needed for health insurance.
5. Identify different types of health care services available.
6. Compare the role of the pharmacist and the pharmacy in the U.S. with other

countries
7. Determine safety procedures involved in medicines and poisons, including poison

control.
8. Respond to emergencies using 911.
9. Recognize terms dealing with hospital procedures.

TRANSPORTATION

10. Read and explain maps.
11. Explain malfunctions of an automobile.
12. Recognize proper car maintenance.
13. Identify terms needed for auto insurance.
14. Identify terms needed for purchasing a car (new and used).

HOU SING

15. Demonstrate ability to read a lease.
16. Demonstrate procedure for breaking a lease.
17. Define terms needed to purchase real estate (house, condo, time-sharing, land).
18. Demonstrate ability to compare insurance, maintenance contracts, and taxes.

EMERGENCIES

19. Define terms involving natural disasters (hurricane, tornado, twister).
20. Demonstrate ability to communicate information regarding assault, theft, and

rape.

CLOTHING AND FABRICS
21. Ordering from a catalogue.
22. Compare various purchasing methods.
23. Communicate displeasure in exchanging and returning merchandise.

BANKING
24. Demonstrate ability to obtain a bank loan.
25. Follow directions for using an automatic teller.
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(LEVEL 4 - ADVANCED)
(STRAND 1, continued)

COMMUNITY RESOURCES AND RECREATIONAL FACILITIES
26. Identify the role of the following community resources: Legal Aid, Social

Services, and Social Security.
MEDIA

27. Demonstrate ability to read an interpret a newspaper article.
28. Interpret TV news bulletins.

STRAND 2 - DEMONSTRATING APPROPRIATE GRAMMAR AN USAGE

1. Change sentences from active voice to passive voice.
2. Initiate sentences using the future-possible condition in response to questions.
3. Initiate sentences using the present-unreal condition in response to questions.
4. Initiate sentences using the past-unreal condition in response to questions.
5. Differentiate among various conditional phrases to express proper usage.
6. Change sentences from the present to the perfect form of modals (example:

present form-must go; perfect form + must have gone).
7. Recount previous conversations or tell a story by using indirect speech.

STRAND 3
DEMONSTRATE KNOWLEDGE OF PRONUNCIATION OF AMERICAN ENGLISH

1. Reproduce "f" sound in a series of "ph" and "gh" words (phase, tough).
2. Reproduce "sh" and "k" sounds in a series of "ch" words (chaise, mechanic).
3. Reproduce words used in American English that are foreign in origin (patio,

hors d'oeuvres).

STRAND 4 - ORGANIZING OBJECTS AND INFORMATION INTO
LOGICAL GROUPINGS AND ORDER

1. Organize a series of pictures in sequential order and write a short story of 150
words.

2. Classify words naming objects with similar characteristics under appropriate
headings.

STRAND 5 -DEMONSTRATING LITERAL COMPREHENSION SKILLS

1. Demonstrate comprehension of an oral story.
2. Identify the order of events in a oral story.
3. Read and respond to questions based on written material.

STRAND 6 - DEMONSTRATE WRITING ABILITY

1. Properly punctuate a paragraph (capital, period, comma, semi-colon, colon,
question mark, exclamation point, quotation marks, and hyphen).

2. Write a creative composition of approximately 200 words.
3. Write a job resume.
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(LEVEL 4 - ADVANCED)

STRAND 7 - DEMONSTRATING JOB SEARCH AND INTERVIEW SKILLS
(PRE-VOCATIONAL ESOL)

1. Obtain information on benefits and rights (insurance, vacation, raises, sick
leave, holidays).

2. Demonstrate acceptable behavior.
3. Use acceptable procedure in following up a job interview.

STRAND 8 - UNDERSTANDING UNITED STATES CULTURE

1. Develop short range and long range goals.
2. Identify animals which are considered pets.
3. Recognize alternative family lifestyles.
4. Realize the role of the aged in the United States.
5. Communicate the role of religion in a secular society.
6. Communicate accepted behavior involved in reacting to death and dying (include

proper time for sending a sympathy card).
7. Recognize acceptable behavior.
8. Recognize the necessary terminology for pregnancy and childbirth.

STRAND 9 - DEMONSTRATE ABILITY TO SPEAK BEFORE A GROUP

1. Present a topic for discussion based on reference list.
2. Present a television commercial.
3. Role play "teacher" in front of the class and teach or recount something.

STRAND 10 - DEMONSTRATING AN EXPANDED VOCABULARY

1. Identify appropriate synonym.
2. Identify appropriate antonym.
3. Distinguish orally between homograph pairs.
4. Distinguish in writing between homophones.
5. Determine analogous relationship between words.
6. Define three-word verbs in context.
7. Recognize idiomatic expressions.
8. Communicate properly using troublesome verbs (sit/set, raise/rise, lay/lie).
9. Identify commonly used abbreviations and acronyms.
10. Increase vocabulary by building on word families (buy/buyer, act/actor,

happy/happiness, slow/slowly, pay/payment).
11. Identify foreign words used in American English.
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NAME :_____

1. Look at the pictures. Write the correct name below each picture.

CAR S HAND LED TLEPHDNE

II. Answer the questions in a complete sentence.

EXAMPLE: What class is this? This is an English class.

What is your name?

What country are you from?

What language do you speak?

Are you married or single?

Where do you live?

How long have you been here?

III. DIRECTIONS: Write these sentences in negative and question form.

1. John goes there twice a week.

negative.

question:

2. The nurse is watching the baby.

negative:

question:

3. You were here last week.

negative:

question:

4. I am from the school.

negative:

question:

IV. Write a few sentences about yourself--for example: why you are here, how

long you will be in this country, what do you like to do, etc.
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GUIDELINES FOR ESOL PLACEMENT TEST

* A maximum of 15-20 minutes should be allowed for the student
to complete the test.

I. If the student cannot complete any of the four parts
of the test or makes mistakes in PART I, picture inden-
tification, he/she should be placed in the Level I
Pre-Lit class.

II. If the student completes PART I but makes mistakes
in PART II, example: does not use complete sentences
or does not use the correct verbs, he/she should be
placed in Level la or Ib depending on his proficiency
in the oral interview.

III. Students who complete PART I and II correctly but have
difficulty with questions or negatives should be placed
in Level II. Students who have problems with verbs
in the past tense should also be placed in Level II.

IV. Students who answer PART II using the present perfect,
example: "I have lived in Florida for 2 years," or
those who make only a few mistakes in using the past
tense, and with questions, should be placed in Level III.
These students should have been able to write a 2-3
sentence paragraph in PART IV of the placement test.
They should also demonstrate oral proficiency in the
interview with the guidance counselor and/or department

head.

ORAL PROFICIENCY INTERVIEW

Suggested questions for ESOL students' placement interview.

1. Where do you come from?

2. How long have you been in Florida? (Rephrase to "time

in Florida" if they don't understand)

3. Have you studied English before? Where?

4. Do you work?

5. Can you come to school every day until 2:00 p.m. or

10:00 p.m.?

6. What is you difficulty or problem with the English language?

7. Are you on vacation or do you live in Florida?

Student placement will be based both on oral proficiency
and written work done on the placement test.
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I. ADMINISTRATOR'S MANUAL

NYS PLACE TEST DEVELOPMENT

In 1983 the New York State Education Department published a
manual, Managing Programs for Adults, which contained, among other
guidelines, an English as a second language curriculum. The
instruments being used for assessment in the State's Adult ESOL
program at the time bore little relationship to this curriculum.
In addition, they were criticized for the amount of time required
to administer them, for being too expensive, for containing
pictures and scoring systems that were ambiguous, for lacking
validity and reliability, and for being offensive to adults.

It became apparent that a new test was needed. Indeed an
entire battery of tests consisting of a quick assessment instrument
for initial placement, an achievement test to mark progress and a
tool for diagnosing an individual's strengths and weaknesses (and
each available in several forms) -- would comprise a most ideal
testing program.

Late in 1983 a committee of State Education Department staff
plus representatives from various New York City, Long Island and
upstate adult ESOL programs began to convene monthly to consider
the alternatives. Bordering states of New Jersey, Connecticut, and
Massachusetts, also sensing the need for a good adult ESOL test,
joined the endeavor by sending representatives to the Committee's
meetings. A later participant joining the committee was Florida.

This committee reviewed numerous testing instruments available
to the adult ESOL field, and even met with some of the test
developers. The committee concluded that a majority of the
specifications that they had established for the test they
envisioned could be met only by an instrument specifically
developed to those specifications -- a task the committee agreed to
undertake.

It was further determined that no single instrument could be
expected to function as an indicator for placement, an achievement
marker, and a diagnostic tool. Thus, the committee decided to
first develop two forms of a placement test and schedule the
development of achievement and diagnostic instruments for a later
date.

B. TEST SPECIFICATIONS

The committee established and met a series of specifications
for the placement test. Its curricular validity is based on the
New York State's English to Speakers of other Languages curriculum
found in Managing Programs for Adults.

The committee members themselves, representing an impressive
array of experience and training in adult ESOL instruction, along
with the guidance of several nationally recognized authorities in
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the field of ESOL program design and evaluation, developed test
items that were subject to peer review. Thus, they also served as
the panel of experts that further established validity. The items
which were developed test principally for the listening and
speaking objectives of each of the four levels of the ESOL
curriculum.

The test has three sections: Oral Warm-up, Basic English
Literacy Screening, and Oral Assessment with Pictures.

1. The Oral Warm-up consists of some simple greetings and
brief commands.

2. The Basic English Literacy Screening consists of reading
numbers, letters, words, and a single sentence or
question.

3. In the Oral Assessment with Pictures, the main part of
the test, the student examines several two to four
picture scenarios depicting adults in everyday life
situations and responds to questions about the pictures.

Maximum testing time is approximately 10-15 minutes.

C. FIELD TEST/VALIDATION INFORMATION

Two forms of the NYS Place Test, Forms A and B, were developed
and field tested. Field testing results based on test scores from
1,118 students from New York, New Jersey and Florida indicate that
the scoring system is objective and that interrater reliability is
high (.96).

Form B went on to the validation phase. Validation study
results based on test scores of 1,751 students in New York State
indicate that student placement in a recommended ESOL level was
appropriate in 96.5% of the cases. The validation data also
provided convincing evidence of the appropriateness of the cut
scores that were developed on the basis of the original field test.
In addition, the item difficulties appear appropriate for the
purpose of the test.

D. CURRENT STATUS

The NYS Place Test, Form B has undergone more rigorous
evaluation than any other test currently available for use in adult
ESOL programs and surpassed projections regarding its reliability
and validity. New York State's Committee for Adult ESOL Program
Improvement has recommended use of the NYS Place Test exclusively
for assessing the oral English language proficiency of adults.
Based on the Committee's recommendations, the NYS Place Test, Form
B, has been mandated as of July 1, 1992, for all New York State

Education Department Office of Workforce Preparation and Continuing
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Education funded ESOL programs.

At this time, only Form B is available for general use. Form
A has been revised and subsequently re-field tested. Form A will
also be available for general use once the field test data analysis
and the ensuing validation study have been completed.

E. TEST ADMINISTRATOR TRAINING

A test administrator must be trained to give and score the NYS
Place Test. Training is available via two routes:

1. Attending a NYS Place Test Implementation Training
Workshop (3 hours) offered by the NYS Education
Department.

2. Using the NYS Place Test Training Video (approximately 30
minutes) in conjunction with the Administrator's Manual.

Training can be provided conveniently on-site for individuals
or small groups by using the NYS Place Test Training Video and
reviewing the Administrator's Manual, the NYS Place Test itself,
and the Videotape Training Notes. Copies of the training video,
additional copies of the NYS Place Test and looseleaf easel binder,
and Student Information and Answer Sheets (SIAS) are available for
purchase from:

Albany Educational Television
27 Western Avenue

Albany, New York 12203
Phone: (518) 465-4741 Fax:(518) 462-7104

For answers to questions concerning the State Education
Department's training or the substance, field testing, validation
and use of the NYS Place Test, contact:

NYS Place Test Information Center
NYS Education Department

Office of Workforce Preparation and Continuing Education
Cultural Education Center - Room 5D28

Albany, New York 12230
Phone:(518) 474-8701 Fax: (518) 474-2801

F. TEST ADMINISTRATION

To administer the test, the following materials are needed:

o Student Information and Answer Sheet - one per
student. This is a white and pink NCR (no carbon
required) sheet and is used to record scores as
well as other pertinent information.
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o Test Booklet - one per test administrator. (blue
pages) This booklet contains the procedural notes
and questions for the test. The Test Booklet may
be separated from this binder and placed in a
separate binder or folder for use by the test
administrator.

o Picture Cue Booklet - one per test administrator.
This section contains the stimulus cues (letters,
numbers, words or pictures) for the Basic English
Literacy Screening section and the Oral Assessment
with Pictures scenarios. The NYS Place Test loose
leaf binder has a presentation easel feature which
may be used to display the pictures for the
student. An entire set of pictures for one scenario
may be presented without having to turn pages.

o A sheet of paper and either a paper bag and four
pencils (Option I) or three pencils (Option II)-
one set per administrator.

o Clipboard to hold the Student Information and
Answer Sheet (SIAS) - (optional).

Test Administration Protocol

The test is administered orally to one student at a time.
Choose a quiet room and have the student sit so that he/she may see
the Picture Cue Booklet as you point to the pictures. You may use
a clipboard to hold the SIAS so you can record scores without
distracting the student.

The following conventions are used in the Test Booklet:

o Procedural notes for the test administrator are in italic
type.

"Point to numbers"

o Oral cues are in regular type.

"Please read these numbers."

Follow the procedural notes (in italics) as you give the test. Be
sure to point to the pictures when the procedural notes instruct
you to do so. Read the oral cues (regular type) exactly as they
are written. Do not make any changes, since this will affect the
standardization of the test. Look at the student while asking the
questions.
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If a student asks for a repetition of an oral cue, you may
repeat the cue once. There is no penalty for the student. If
after one repetition, the student still does not understand the
cue, go on to the next item. Also, if you do not understand what
a student has said, you may ask the student to repeat, without
penalty to the student. If the student responds with a gesture or
gives a non-English response, ask him/her to repeat the answer in
English.

G. SCORING

(All examples and references relate to Form B of the NYS Place

Test)

Introduction to Scoring

NYS Place Test scoring is designed to be objective, provide
accurate placement of students and be convenient for the test
administrator to learn and use. Practice is essential to make the
scoring of each response easy and almost "automatic" for the test
administrator.

There are only three possible scores for each response: 0, 1,
and 2. Responses must be verbal and must be in English.
Pronunciation and accent do not affect scores unless they make the
response unintelligible.

The following sections explain how to score each of the three
components of the NYS Place Test, followed by specific examples to
illustrate and explain correct scoring.

There is a "fail safe" question at the end of each series of
questions in the Oral Assessment with Pictures section. Use this
question to conclude the testing if the student scores three
consecutive zeros (0's). This question is designed to be easy to
answer, and enables the student to conclude with a correct response
and a positive feeling. The "fail safe" question is not scored.
The fail safe questions are found in Section II on pages 22, 23,
24, and 25. Once the fail safe question has been given, conclude
the testing session appropriately.

Scoring for the Oral Warm-up

Score Student Response

0 = No response, the response is inappropriate, or the
student did not understand the question.

1 = Response is communicative:
a) The student understands the question.

b) There is a problem with grammar or
vocabulary.

157



c) It is not something a native English
speaker would say.

2 = Response is communicative:
a) The student understands the question.
b) It is grammatically accurate.
c) It is something a native English speaker

would say.

The responses do not need to be in complete sentences.

Items 3, 6 and 7 of the Oral Warm-up are scored only 0 or 1
as they are soliciting correct physical responses only. T'-e
students score a "1" if they can perform the task, a "0" _f
they cannot.

Scoring Examples for the Oral Warm-up

Question 1 of the Oral Warm-up asks, "Hello, how are you?"

Possible Responses Score Rationale

"Yes" or "My name is Susan." 0 No response or the
response is inappropriate

"Me good." or "I not so good." 1 The response is
communicative but not
grammatically accurate.

"I'm fine." or "I am feeling 2 The response is
very well." communicative

and grammatically
accurate

"Fine." or "Great." 2 As a native English
speaker would answer.

Scoring the Basic English Literacy Screening

Scoring for the Basic English Literacy Screening may not bear
on the student's ESOL placement level. It only provides the most
general information on the student's basic English literacy skills.

Score 1 point for each correct response. For example, item
number 1 asks, "Please read these numbers." (5, 9, 28, 743) If
the student reads all four numbers correctly, score 4; if three are
read correctly, score 3; etc.

Note: 743 may be read as "seven hundred forty three" or "seven
forty three" (as in a street address) but not as single digit
numbers: "seven, four, three."
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Scoring the Oral Assessment with Pictures

0 = The student did not understand the question. No

response, or the response is inappropriate.

1 = The response is communicative:
a) The student understands the question.
b) There is a problem with grammar or vocabulary.
c) It is not something a native English speaker would

say.

2 = The response is communicative:
a) The student understands the question.
b) It is grammatically accurate.
C) It is something a native English speaker would say.

Scoring Examples for the Oral Assessment With Pictures

Question number 9 (second set of pictures) asks, "What's the woman
trying to do?"

Possible Responses Score Rationale

No response 0 The student does not understand

the question.

"Kitchen" 0 The response is inappropriate.

"She try to got a 1 The response is communicative

dish." but grammmatically inaccurate.

"To buy a dish." 1 The response is communicative.

"To get a plato." 1 The response is communicative
but incorrect vocabulary is
used. (Only English responses
are correct.)

"She try to, 1 The response indicates the

(student hesitates - student understood the

makes motion of question; lack of vocabulary.
reaching) to,
the dish."

"She is trying to 2 The response is communicative

reach a dish." and grammatically accurate.

"She's trying to 2 The response is communicative

reach a dish." and grammatically accurate.

(Contractions are acceptable.)
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"Get a dish." 2 The response as a native
English speaker would answer.
(Compressed speech acceptable,
"Gonna" is also acceptable.)

"Prepare dinner." 2 All plausible responses.
or

"Show the girl how Remain open to divergent
to reach high up." responses.
or

"Collect insurance."

If a student answers "I don't know" to any item, you must decide if
he/she is saying "I don't know" in response to what you just asked
or if he/she doesn't know what may be going on in the pictures. In
some cases, "I don't know" may be a plausible response. If you are
unsure, prompt the student by saying "What do you think?" or "Try
to think of something." If the student's answer is still "I don't
know" and the student appears confused, score 0.

Note that item 20 of the Oral Assessment with Pictures is a
two-part question requiring either a yes or no response and an
explanation.

For item 25 of the Oral Assessment with Pictures, ("What could
Joe say to his boss now? "Anything else?") the student must
respond with a minimum of two answers, to score 1 or 2. If the
student only gives one answer, score 0, regardless of the
correctness of the response.

Listen carefully in order to rate the accuracy of student
responses. Only standard English, as spoken by a native English
speaker is acceptable for a score of 2.

Remain open to divergent responses. ESOL students come to
class with a wide range of abilities, backgrounds and life
experiences. Students from various sociolinguistic and cultural
backgrounds may view the pictures differently from you. It is not
your job as test administrator to determine what may be going on in
the picture scenarios; rather, you are to determine how well the
students are able to respond to your test questions.

H. PLACEMENT

If a student scores three consecutive O's on the Oral Warm-up,
terminate testing and place the student in ESOL level 1. You may
then wish to administer the Basic English Literacy Screening
section of the NYS Place Test to gain additional information

regarding the student's reading ability.
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If the student completes the Oral Warm-up successfully
(without scoring three consecutive 0's), proceed by administering
the Basic English Literacy Screening section. Regardless of the
student's performance on the Basic Literacy Screening section of
the test, proceed by administering the Oral Assessment with
Pictures.

Stop testing when the student scores three consecutive 0's in
any part of the Oral Assessment with Pictures. Finish the testing
session by asking the fail safe question at the end of the scenario
in which the student scored three consecutive 0's. This "fail
safe" question is not scored and has been included to end the
testing situation with the student feeling successful.

Tally the total value of the scores the student obtained on
the Oral Assessment with Pictures only. Note: "Total value" means
the sum of all scores for this section of the test, not the number
of items answered correctly. Refer to section VI of the Student
Information and Answer Sheet (SIAS). Check (X) the proper
placement for the student according to the range in which his/her
score fell.

Additional comments regarding circumstances that effect the
student's scoring or placement may be added on the back of the
SIAS. Be sure to note "over" on the front of the SIAS.

Performance on the Oral Warm-up an she Basic Literacy
Screening are not used for placement. The range of scores provided
on the Student Information and Answer Sheet reflects proper
placement based on the student's performance on only the Oral
Assessment with Pictures.

Administering the first two sections of the test is necessary
to: (1) reach a quick placement of the student (failure on the
Oral Warm-up), (2) gather cursory information on the student's

literacy skills in English, and (3) establish a standardized
prelude to the administration of the Oral Assessment with Pictures.

I. STUDENT PERFORMANCE LEVELS

The performance levels used in the NYS Place Test to place
entering ESOL students at the correct level of instruction are
geared to the majority of programs in New York State which offer
four levels of instruction. However, the English language
competencies expected of students at the four levels may vary from
program to program. Therefore, the following descriptions of
Student Performance Levels (SPL's) are provided as a general
indicator of the skills which would be the focus of instruction at

the respective levels. The performance levels are described as

part of a Continuum of Competencies which may not have absolutely
clear distinctions between one performance level and another.
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The range of scores for placement (e.g., 0-15 for Level 1) is
based on this standard. If a program's Student Performance Levels
vary considerably from this standard, then adjustments in the range
of scores may be warranted to achieve more precise placement.
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English for Speakers of Other Languages
Student Performance Levels

Level 1 of the Competency Continuum

Listening Comprehension Oral Comprehension

No ability whatsoever. Vocabulary

Unable to understand spoken No ability whatsoever.
English except for a few
isolated words and extremely Limited to a few isolated
simple, previously-learned words.
phrases.

Able to understand a very Adequate only to express a
restricted range of simple, very restricted range of
previously-learned phrases immediate needs using short,
spoken extremely slowly with previously-learned phrases.
frequent repetitions in Can respond to direct
familiar situations. questions on familiar subjects

using one or two words.

Able to understand simple, Adequate only to express
previously-learned phrases immediate survival needs using
spoken slowly with frequent previously-learned, short
repetitions in familiar phrases. Can respond to
situations. direct questions on familiar

subjects, using short,
previously-learned phrases.

Grammar

No ability whatsoever.

No control.

Almost no control over basic

grammar.

Pronunciation

No ability whatsoever.

Frequently unintelligible.
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English for Speakers of Other Languages
Student Performance Levels

Level 2 of the Competency Continuum

Listening Comprehension Oral Comprehension

Able to understand previously- Vocabulary
learned phrases with ease and
very simple new phrases which Adequate to express basic
contain familiar vocabulary survival needs using
and are spoken slowly with previously-learned phrases as
frequent repetitions in well as some new phrases. Can
familiar situations. Can ask and respond to direct
partially understand new questions on familiar
phrases spoken in contexts subjects. Can engage in basic
which help convey the meaning. conversations on familiar

subjects but lacks the ability
Able to understand short to participate in most social
phrases which contain familiar situations. Speaks with
vocabulary and are spoken obvious effort and frequent
slowly, with repetition in pauses.
both familiar and unfamiliar
situations. Grammar

Very little control of basic
grammar.

Pronunciation

Often unintelligible.
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English for Speakers of Other Languages
Student Performance Levels

Level 3 of the Competency Continuum

Listening comprehension Oral Comprehension

Able to understand Vocabulary
conversations on a variety of
everyday subjects which Adequate to function
contain some unfamiliar independently in most face-to-
vocabulary and are spoken face basic survival situations
somewhat slowly with some need but needs help occasionally.
for repetition. Limited Can ask and respond to direct
ability to function without questions on familiar subjects
face-to-face contact. and a limited number of

unfamiliar subjects. Can
participate with difficulty
in some social situations when
addressed directly. Has
limited ability to convey
general meaning by repeating
and re-wording but is usually
unable to convey exact meaning
or intentions. Shows some
signs of spontaneity and
creativity, speaks with
obvious effort and frequent
pauses.

Grammar

Increasing control of basic
grammar is evident but errors
persist.

Pronunciation

Occasionally unintelligible.
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English for Speakers of Other Languages
Student Performance Levels

Level 4 of the Competency Continuum

Listening Comprehension Oral Comprehension

Able to understand most Vocabulary
conversations on non-technical
subjects spoken at normal Adequate to function
speed when addressed directly, independently in most survival
although may sometimes need situations but will
repetition or re-wording. Has occasionally need help. Can
ability to understand routine give simple explanations and
conversations in own field. ask for clarification. Can
Less dependent on face-to-face participate with some
contact. Cannot usually confidence in social
follow rapid conversation situations when addressed
between native speakers. directly. Can communicate

with some difficulty on the
Able to understand most phone on familiar subjects.
conversations on non-technical Is usually able to convey
subjects and has some ability general meaning by repeating
to understand routine and re-wording but will have
conversations in own field of difficulty conveying exact
specialization. Can function meaning. Spontaneity and
easily when not in face-to- creativity are evident but
face contact, though may have speaks with effort and
difficulty understanding rapid hesitation.
speech. Can understand most
conversations between native Adequate to function
speakers, though may miss some independently in survival and
details if the subject is most social situations but may
unfamiliar. need some help. Generally

able, though reluctant, to
communicate by phone on
familiar subjects. Increasing
ability but still speaks with
hesitation.

Grammar

Control of basic grammar is
evident but inconsistent.
Good control of basic grammar.

Pronunciation

Usually intelligible but
mispronunciations lead to
occasional misunderstandings.
Usually intelligible.
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4

New York State's Placement Test
for English as a Second Language
Adult Students

Picture Cue Booklet
Form B
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REFERENCE LISTING OF
GRAMMATICAL STRUCTURES

The following list is provided as a guide for the teaching of grammatical structures. It
suggests appropriate levels at which the structures may be introduced, reviewed and
expanded.

Clearly, any structures (regardless of suggested levels) that arise in class may be touched
upon and/or taught.

REVIEW & CHECK-
o VERBAL CONSTRUCTIONS AND ADVERBS INTRODUCE EXPAND LIST

. Adverbs of time, frequency, and manner 1 II, III, IV
. Adverb placement I II, III, IV-
. Causative "have" IV
. Commands: let's with "be" and other verbs II III, IV
* Commands: other verbs III, IV
. Direct and indirect speech III IV
. Equal and unequal comparisons of adverbs II III, IV
. Future: going to II III, IV
. Future: will II III IV
. Future continuous III IV
. Future intention in the past IV
. Future perfect IV
. Future perfect continuous IV
. "If" clauses: future III IV
. "If" clauses in unreal conditions: present IV
. "If" clauses in unreal conditions: past IV
. Infinitive constructions II III, IV
. Information question words (simple), who, what,

where, how I II, III, IV
. Information words (more complex), whose, which, why II III, IV
. Intensifiers (very, too, so) II III, IV
. Linking verbs (other than "be"): present and past II III, IV
. Modals: Ability

Can II III, IV
Be able to (present and past II III, IV
Could past of can II III, IV

. Modals: Condition
Could III IV
Could have IV
Would III IV
Would have IV
Should IV
Should have IV

* Modals: Necessity
Must, have to II III, IV
Have got to III IV
Had better III IV
Had to (past of must III IV
Should, ought to Ill IV
Should have, ought to have IV

. Modals: Permission
may, can, could (polite form) _ II fl, IV

. Modals: Polite request
would II III, IV

. Modals: Possibility
may (might) III IV

ay have (might have) _IV_ __

Modals: Probability
must III IV
must have IV
supposed to, supposed to have_ V

. Passive voice (with and without agent), past
and present ____-III IV

. Past-simple with regular and most common
irregular verbs I I _ IV
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GRA MMATICAL STRUCTURES (Continued)

REVIEW & CHECK
INTRODUCE EXPAND LIST

Past continuous II III, IV
Past continuous with past III IV
Past perfect IV
Past perfect continuous IV
Present: with be
Present: be, with there, here and it in initial
position I 11, iI, IV
Present: with other verbs I, II, IV
Present continuous y, III, IV
Present perfect III IV
Present perfect continuous IV
Tag questions and responses "be" and other verbs III, IV
Two-word verbs common) 11, 1
Two-word verbs separable and non-separable III, V

Used to TI III, IV
(be) used to (accustomed to) IV
would rather IV
would be better IV

o NOUN, CONSTRUCTIONS, PRONOUNS, AND ADJECTIVES

Adjectives (multiple) word order before nouns II III IV
Adjective and noun word order 11, 111, IV
Cardinal and ordinal numbers 1 II, III, IV
Definite and indefinite articles I1, III, IV
. emonstrative adjectives and pronouns 11, III, IV
Direct and indirect object pronouns II, III, IV
.irect and indirect object pronouns (together in
same sentence) II III IV

.Equal and unequal comparisons of adjectives II III IV
Equal and unequal comparisons of nouns III V

. Gerunds and past participles used in adjectives
(in contrast) IV
Indefinite adjectives and pronouns II III, IV
Indefinite adjectives and pronouns: more difficult III IV

. Mass and count nouns 11 Iii IV

. Prefixes some, any, every, no plus body or thing/+
somebody III IV

. Possessive nouns and adjectives 1 11, 111, IV

. Possessive pronouns I 11, 111, IV
. Reciprocal pronouns (each other, one another II III IV
. Reflexive pronouns
. Subject position use of: any one, anybody
. Verb + gerund or infinitive (or either III IV

whoever, whatever, whichever IV

o OTHER

. Conjunctions (simple) I II, III, IV
. Conjunctions in complex setences:

who that, which III IV
SConjunctions in complex sentences:

despite, because of, regardless of,
in spite of, in account of IV

Con unctions in complex setences:
whose _ IV

. 7riinctions in compound sentences:
(eithersotooeither)II IV

, xcainatory sentences- III IV
. InteectionsTxlamationsT _-- I 1, IV
. Prepositiof tsi fImeand2pacecsTmple)I, Iij Vj
. Punctuation and capitalization II 11, IV
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PROFILE DATA SURVEY: HAITIAN-CREOLE

STUDENT'S NAME DATE TIME

I. Tanpri reponn keksyon sa-yo souple:
(Please respond to the following questions:)

1. Konbyen anne ou pase lekol?
(How many years did you go to school?)

2. Eske ou te etidye franse lekol? Pandan konbyen anne?
(Did you study French in school? For how many years?)

3. Eske ou genyen yon travay?
(Do you have a job?)

Pou tout jounen? Yon moso jounen?
(Full-time?) (Part-time?)

4. Ki le ou rive nan Etazini? Depi konbyen tan ou isit-la?
(When did you arrive in the United States? How long are you here?)

II. Nan plas vid anba keksyon-yo ekri nimewo ki parey av'ek chak repons.
(In the space provided, write the number that corresponds to your answer.)

5 = byen anpil anpil (extremely well)

4 = byen anpil (very well)

3 = byen (well)

2 = byen ti kras (a little)

I = pa byen ditou (not at all)

1. Mwen kapab li yon jounal kreyol/franse.
(I can read a newspaper in Creole or French.)

2. Mwen kapab ekri let an kreyol/an franse.
(I can write letters in Creole or French.)
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TEACHER-VALIDATION-OF-PLACEMENT FORM

Please complete the following information regarding your student

Rate the degree of correct placement, on a scale of 1-6, for this student in your level.
The student would be incorrectly placed if his/her ability is below or above the level of
your class according to y.- sod. Place a check mark above the appropriate number.

Example: You teach level 3 and the student is correctly placed. Mark 6.
You teach level 3 and the student belongs in level 2. There is a difference of one
level. Mark 5.
You teach level 3 and the student belongs in level 4. Mark 5.

Completely Perfectly
Incorrect Correct

1 2 3 4 5 6

The student belongs in my level (Yes or no)

The student belongs in level -. (Write the level.)

Please record informal student comments, if any, as they relate to placement of this student
in your level.

Teacher:

Date:

Thank you for your cooperation in completing this questionnaire.
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VITA

August 10, 1947 Born, Brooklyn, New York

1968 B.A., Cum Laude, French

Brooklyn College

Brooklyn, New York

1975 M.A., Liberal Studies

State University of New York

Stony Brook, New York

1985 - present ESOL Teacher

Gene A. Whiddon Adult Center

Fort Lauderdale, Florida

1992 Teacher-of-the-Year Award

Gene A. Whiddon Adult Center

1991, 1993 Adjunct Professor

Florida International University

Miami, Florida

1993-94 Applied for and received federal, state, and

local grant funding in excess of $750,000.00

for demonstration projects
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