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SECTION 1
Introduction 
 

 
In the past year, the Diversity Project has been developing 
and providing second language acquisition and learning 
training to staff throughout the statewide Migrant 
Education Program (MEP) system.  These workshops 
have been developed to support staff so that they can 
meet the needs of an increasingly culturally and 
linguistically diverse migrant student population.   
 
Countless resources and materials have been developed 
to support educators who serve English language learners 
(ELL) and migrant students.  This resource guide is an 
attempt to address the critical issues that have been 
identified by MEP staff, who are in the unique role of 
providing one-on-one services and support to individuals 
and families.  It is hoped that it will inspire and motivate 
MEP staff to continue to learn about first and second 
language acquisition and learning, literacy development, 
and multicultural education.  It is designed to create a 
deeper understanding of how we as migrant educators 
can support our students to be successful in our schools 
and communities.  
 
Increasingly migrant students have to deal with not only 
the opportunity gaps created by mobility and low socio-
economic status, but also with the serious academic 
achievement gaps created by cultural differences, second 
language learning, and literacy development.  These 
issues directly impact migrant students’ ability to fully and 
successfully engage and participate equitably in the 
school community.  
 
 
 
 
 
 

This resource guide integrates the research and theories 
that form the foundation of all of the Diversity Project’s 
initiatives and activities (racial identity development, 
multicultural education, and creating partnership 
organizations) with the practical needs of MEP staff who 
are providing services daily to migrant English Language 
Learners.   
 
The Resource Guide provides background on second 
language acquisition research and theory while focusing 
on the three ELL student groups that the Migrant Program 
serves:  
 
• Preschool Migrant Students 
• School Age Migrant Students  
• Out of School Youth. 
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SECTION 2
Tutors and Tutoring 
 

 
Currently there are approximately five thousand migrant 
English language learners (ages 3 – 21) receiving services 
from the NYS Migrant Education Program.  Although 
Migrant Education Outreach Programs provide varied 
services throughout the state, every program provides 
one-on-one tutoring.  
 
There is overwhelming research illustrating the benefits of 
one-on-one tutoring in improving students’ grades, study 
skills, and confidence levels (Hartzog, 2007.)  For school 
age children and youth, research indicates that one-on-
one tutoring may be the most effective after-school activity 
for improving academic achievement (Southwest 
Educational Development Laboratory.)  Adults who had no 
opportunity to attend school, or who left school early, often 
succeed in one-on-one instruction (Siedow, 2005.)  There 
are two methods of tutoring: 
 
• Strategic tutoring – Where students are not only 

prepped for assignments, quizzes, and tests but are 
also taught how to master the learning strategies for 
the particular subject.  Tutors focus on the 
importance of students becoming independent, life-
long learners.  

 
• Assignment-based tutoring – Where students are 

given assistance with specific work or homework 
assignments assigned by their teacher.  

 
Although many of the MEOP tutors serving English 
language learners are bilingual and bicultural, many are 
not.  “Ninety percent of U.S. public school teachers are 
white; most grew up and attended school in middle class, 
English-speaking, predominantly white communities and 
received their teacher preparation in predominantly white 
colleges and universities”  (Gay, Dingus and Jackson, 
2003 and Berube, 2000.)  Howard notes in his recent 

article, As Diversity Grows So Must We, that all educators 
regardless of their race or ethnicity need to develop 
cultural competence, which he defines as “the ability to 
form authentic and meaningful relationships across 
differences” (2007). 
 

Funds of Knowledge – Activating Prior 
Knowledge 
 
Many tutoring sessions are held in the students’ homes.  
This is an important opportunity for tutors to better 
understand their students and their families, and to build 
authentic and meaningful relationships.  Instructional 
practices can be developed, transformed, and enriched by 
drawing upon the existing funds of knowledge in minority 
students’ households.  
 
“Funds of knowledge” (Moll, Amanti, Neff and Gonzalez, 
1992) refer to those historically developed and 
accumulated strategies (e.g. skills, abilities, ideas, 
practices) or bodies of knowledge that are essential to a 
household’s function and well-being.  In migrant families 
obvious funds of knowledge include farming, animal 
husbandry, construction, trade, business, and other 
languages and cultures.  By recognizing these funds of 
knowledge, tutors are able to link instruction to children’s 
prior knowledge, support the development of a positive 
attitude toward learning, and create a strong bond 
between the home and school. 
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SECTION 2 
Tutors and Tutoring

 

Caring Adults  
 
In 2003, the NYS Migrant Youth Program designed and 
implemented a study titled "Perceptions of Why Migrant 
Students Drop Out of School and What Can Be Done to 
Encourage Them to Graduate.”  One of its findings 
indicated that students identified “the need for a caring 
adult to be of major importance in encouraging them to 
stay in school and graduate.” 
 
Sanacore (1998) has also surveyed the research on the 
positive relationship between caring adults and children’s 
literacy learning, saying that “caring adults seem to be the 
most important factor for helping young people rise above 
their at-risk environment and lead successful lives.”    
 
Maeroff (1998) suggests four ways of building support for 
students:   
 
• Sense of connectedness – providing them with a 

sense of connectedness helps students to be 
successful because they gain a feeling of belonging 
to an academic enterprise, brought about when 
support systems are developed to help students 
navigate systems and obstacles.  This feeling is 
strengthened when schools establish bonds with the 
community, neighborhood, and home.  

 
• Sense of well-being – usually involves having 

access to a wide range of services and activities 
including medical, dental, psychological, tutorial, 
mentoring, and after-school recreation.  It is 
especially important in impoverished families and 
neighborhoods.  

 
 
 
 

 
 
• Sense of academic initiative – an essential factor 

in educational success and a formidable challenge, 
especially in neighborhoods where academic 
achievement seems unrelated to young peoples’ 
lifestyles.  Students benefit from a variety of factors, 
including high expectations, self-discipline related to 
good study habits, persistence, and authentic and 
meaningful instruction.  

 
• Sense of knowing – helps establish a sturdy 

foundation for achieving further intellectual 
outcomes:  “Those who know have a firmer basis for 
knowing more.”   
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SECTION 2
Tutors and Tutoring 
 

Stages of Uprooting  
 
Christine Igoa describes stages of uprooting that 
immigrant children go through in “The Inner World of the 
Immigrant Child.”  Through her observations and 
experiences she illustrates the depth and range of 
emotions that are the source of many of the behaviors that 
we also observe in migrant children.  As a result of high 
mobility, migrant English language learners may 
experience the phenomena of uprooting to an even higher 
degree than the immigrant children she describes in her 
book. 
 
The stages of uprooting are: mixed emotions, excitement 
or fear in the adventure/journey, curiosity, culture shock: 
depression and confusion, silent stage and assimilation or 
acculturation.  Not all immigrants experience each stage 
though Igoa has found that all of her students go through 
the silent stage.  She describes it as the stage when 
children experience the school culture as different from 
their own and when their inability to communicate with 
peers is caused by language or cultural differences.  She 
regards the silent stage as a period of incubation during 
which the child must be provided with a warm and 
nurturing environment that makes it safe for him or her to 
eventually break out of the shell.  This stage is 
experienced by immigrants of all ages.  Migrant tutors and 
outreach workers are well positioned to support their 
students through this phase. 
 
 
 
 
 
 
 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  
 
 
 

Summary 
 
In summary, one-on-one tutoring provided by caring 
adults, who thoughtfully and strategically provide 
educational services to migrant English language learners, 
is grounded in current research.  This research 
consistently demonstrates the effectiveness of one-on-one 
tutoring and the importance of caring adults for facilitating 
literacy development and academic success.  
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SECTION 3
Second Language Acquisition and Learning, Literacy Development, 
and Multicultural Education 

 
In deciding how to best meet the linguistic and cultural 
needs of migrant students, one can take a number of 
approaches.  For the purpose of this guide, the focus will 
be on integrating the research findings on second 
language acquisition and learning, literacy development, 
and multicultural education. 
 

Second Language Acquisition and Learning 
 
Stephen Krashen has written extensively about five key 
hypotheses related to second language acquisition.  
Although initially debated, over the past twenty years the 
hypotheses have gained a high level of acceptance in the 
field of second language education and research.  They 
are as follows:  
 
The Acquisition-Learning Distinction 
 
Language acquisition: A subconscious process not unlike 
the way a child learns their first language.  Language 
acquirers are not consciously aware of the grammatical 
rules of the language, but rather develop a “feel’ for 
correctness.  This hypothesis claims that adults do not 
lose the ability to acquire languages the way children do.   
 
Language learning: The conscious knowledge of a second 
language: knowing the rules, being aware of them, and 
being able to discuss them. 
 
The Natural Order Hypothesis 
 
This hypothesis states that “acquisition of grammatical 
structures proceeds in a predictable order.”  For a given 
language, some grammatical structures tend to be 
acquired early, others late, regardless of the first language 
of the speaker. Krashen is emphatic that this does not 

mean that grammar should be taught in this natural and 
predictable order of acquisition.  
 
Monitor Hypothesis 
 
The language that one has subconsciously acquired is 
responsible for fluency, whereas language 
consciously/formally learned acts as an internal editor in 
situations where the learner has enough time to edit, is 
focused on form, and knows the rule, such as taking a 
grammar test, preparing a presentation, or writing. 
Krashen calls this conscious editor the “monitor.”  
 
Input Hypothesis  
 
Second language learners acquire new language skills 
and vocabulary when they receive comprehensible input 
that is slightly above their current proficiency.  Language 
learners acquire new and increased language skills and 
vocabulary, and achieve higher levels of fluency, when 
they understand language that contains structures that 
are “a little beyond” where they are now.  Students reach 
this greater level of understanding by using the context of 
the language being heard or read, and by relying on their 
existing knowledge of the world.   
 
According to Krashen this hypothesis answers the 
question of how a language acquirer develops 
competency over time.  If language teachers focus on 
communication that is understandable and connects to 
students existing knowledge of the world, production 
ability emerges.  
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SECTION 3 
Second Language Acquisition and Learning, Literacy Development, 

and Multicultural Education 

Affective Filter Hypothesis  
 
Motivation, self-confidence, and anxiety all affect 
language acquisition.  The higher the motivation and self-
confidence and the lower the anxiety, the more quickly a 
language student will acquire fluency in a second 
language.  
 
To summarize Krashen’s theory in his own words… “real 
language acquisition develops slowly, and speaking skills 
emerge significantly later than listening skills, even when 
conditions are perfect.  The best methods are therefore 
those that supply ‘comprehensible input’ in low anxiety 
situations, containing messages that students really want 
to hear.  These methods do not force early production in 
the second language but allow students to produce when 
they are ‘ready’,  recognizing that improvement comes 
from supplying communicative and comprehensible input 
and not from forcing and correcting production.” 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Stages of Learning to Speak English 
 
Stages of learning to speak English as a second 
language are similar to those of children learning their 
first language:   
 

The Silent Period (pre-production) 
The student observes and listens but may not be able 
to actively participate. Don’t force oral production! The 
student’s responses are non-verbal: pointing, 
gesturing, or nodding.  This stage can last between 
six and eight months, usually longer for the older 
students.  It is important to remember that learning is
occurring at this stage. 
 
Early Production 
The student expands on listening comprehension by 
responding to questions using yes/no answers, one-
word answers, or two or three words strung together 
(often with errors). 
 
Speech Emergence 
This stage often occurs after about one year, when 
the student begins to speak in simple sentences. The 
student can respond with short phrases, longer 
phrases, dialogue, complete sentences, or short 
routines and patterns.  
 

Intermediate Fluency and Beyond 
Intermediate fluency usually occurs between one and 
two years. The student is able to respond by using 
complex statements, stating opinion, reporting on 
events, or giving instructions. Although they may 
appear to have attained near-native fluency, students 
at this stage need to continue to expand their 
vocabulary and concept formation. 
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SECTION 3
Second Language Acquisition and Learning, Literacy Development, 
and Multicultural Education 

Literacy Development 
 
Although emerging from aural/oral language development, 
literacy relates to reading and writing.  Literacy abilities 
enable students to use reading and writing to make sense 
of their world.  Developing these skills allows students to 
succeed both in and out of school for the rest of their lives. 
 
In her guide, Classroom Strategies for the English 
Language Learner, Socorro Herrara refers to August, 
Calderdon, and Carlo who have identified the elements 
that are essential to any balanced literacy program:   
 
• Time to develop phonemic awareness; 
• Direct instruction in decoding skills; 
• An emphasis on building comprehension skills; 
• Development of critical thinking skills; 
• Dedicated time to teach writing and time for 

students to write about meaningful topics; and 
• Literacy instruction that is engaging and meaningful 

in order to develop a love of reading and writing.  
 
Herrara states that “the elements they have identified are 
consistent with current research by experts on literacy 
development and by most reading researchers regardless 
of philosophical orientation.  Scientists clearly understand 
that phonological awareness, vocabulary development, 
fluency, comprehension, and a love of reading and writing 
are the keys to ensuring academic success and opening 
the world to students everywhere.” 
 
The following is excerpted with permission from the 
“Teaching of Language Arts to Limited English 
Proficient/English Language Learners: A Resource Guide 
for All Teachers,” NYSED Office of Bilingual Education. 
 
 
 

 

 
Over the past 30 years there has been a consistent body 
of research which points to the importance of native 
language literacy in the development of second language 
literacy.  Furthermore, research findings suggest that the 
reading and writing processes function similarly for native 
and second language learners (Grabe, 1991.) 
 
Similarly, in addressing the universal aspects of writing, 
Conner and Kaplan (1987) indicate that writing requires 
cognitive planning, problem-solving, and learning 
strategies that once learned in the native language, can 
be transferred to learning a second language. 
 
The transfer of literacy skills from one language to another 
is made possible due to the universal aspects of literacy.  
Research supports the theory that second language 
learners transfer native literacy skills into second language 
reading and writing in an interactive, reciprocal process 
(Escamilla, 1993; Rodriguez, 1988; Cohen, 1987; Garcia 
and Padilla, 1985; Barnitz, 1985).  Students use their 
native language literacy skills and strategies to become 
literate in the second language, and what is learned in the 
second language enhances native language literacy. 
 

Concepts and skills in literacy in one language will only 
transfer if they have been completely learned.  Cummins 
(1981, 1989) calls this “the threshold hypothesis” and 
asserts that native language literacy can only transfer to a 
second language when students have reached a critical 
threshold in their native language.  In a longitudinal study 
commissioned by the U.S. Department of Education to 
compare the effectiveness of early-exit bilingual 
education, late-exit bilingual education and English 
immersion strategy, Ramirez, Yuen, Ramey, Pasta and 
Billings (1991) looked at the progress of 2000 students 
enrolled in these programs from 1984 to 1988 in 
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SECTION 3 
Second Language Acquisition and Learning, Literacy Development, 

and Multicultural Education 

California, Florida, New Jersey, New  York and Texas.  
The results of this study indicated that by the end of third 
grade, there were no significant differences in reading, 
math or English among students in the three programs.  
However, by the end of sixth grade there were significant 
differences favoring students who were in late-exit 
bilingual programs.   
 
Similarly, Thomas and Collier (1996) analyzed the 
academic progress of 42,000 students over periods of 
eight to 12 years.  Their research indicated that: 
 

1. for LEP/ELLs with at least two to three years of 
schooling in their native language, it takes five to 
seven years to reach full proficiency in English 

2.  for LEP/ELLS with no schooling in their native 
language, it takes seven to ten years to reach full 
proficiency in English 

3. for LEP/ELLs schooled bilingually in both their 
native and second language, it takes about four to 
five years to reach full proficiency in English.  Their 
findings confirmed that the amount of time to reach 
full proficiency in English is significantly enhanced 
when students have academic competency and 
literacy in their native language. 

 
Both studies found, in support of Cummins’ threshold 
hypothesis, that students with the highest levels of native 
language literacy were those who eventually became the 
strongest readers in their second language.  They 
concluded that the single best predictor of second 
language reading proficiency for second language 
learners is native language literacy. 
 
In conclusion, the development of native language skills 
plays a pivotal role in the acquisition of English language 
arts by limited English proficient/English language 
learners. 

State education departments, national organizations, and 
researchers all agree that the students most at risk of not 
learning to read and write are those whose home 
language is not English, those with interrupted formal 
education, those with low socio-economic backgrounds, 
and those who attend schools that are not prepared to 
address the different learning needs of diverse 
populations.  For all of these reasons, our migrant 
students are at risk of not achieving high levels of literacy. 
 
In English-only classrooms, students who are not fluent in 
English are often not provided many opportunities to write 
because teachers inadvertently wait until students have 
“enough”  English to communicate with the written word.  
The Diversity Project has found through its collaboration 
with the migrant summer schools and other programs that 
all students can express their thoughts and feelings on 
topics that are relevant to their lives, and that staff can 
help them to express them in their native language and/or 
English, through illustrations, or by writing out stories that 
they have had students narrate to them.  
 
Personal narratives and journals are important ways for 
students to express themselves through writing.  Creating 
opportunities and providing writing prompts on meaningful 
subjects such as their journey here, what it means to 
speak another language, being uprooted from their family 
and friends, and what schools could do to be more 
inclusive, all create possibilities for self expression.  
 
All students are capable of learning to high levels, and 
their dreams can be given voice in the reading and writing 
that they do.  It means providing them with writing 
experiences in which their particular talents and strengths 
can be nurtured and selecting high-quality, inclusive 
literature in which they can see themselves, their families, 
and their communities reflected in positive, meaningful 
ways. 
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SECTION 3
Second Language Acquisition and Learning, Literacy Development, 
and Multicultural Education 

Multicultural Education 
 
Sonia Nieto defines multicultural education as 
“challenging and rejecting racism and other forms of 
discrimination in schools and society and accepting and 
affirming pluralism (ethnic, racial, linguistic, religious, 
economic, and gender, among others) that students, their 
communities and teachers reflect”. 
 
In his pivotal book We Can’t Teach What We Don’t 
Know: White Teachers in Multiracial Schools, Gary 
Howard shares that the multicultural education process 
engages us in five key arenas of learning: 
 
• To know who we are racially and culturally, 
• To learn about and value cultures different from our 

own, 
• To view social reality through the lens of multiple 

perspectives, 
• To understand the history and dynamics of 

dominance, 
• To nurture in ourselves and our students a passion 

for justice and the skills for social action. 
 
The critical elements of multicultural education described 
by Nieto and Howard are also reflected in The National 
Association for Multicultural Education (NAME)’s 
description and definition of multicultural education.  
NAME states that multicultural education is “a 
philosophical concept built on the ideals of freedom, 
justice, equality, equity, and human dignity…It affirms our 
need to prepare students for their responsibilities in an 
interdependent world.  It recognizes the role schools can 
play in developing the attitudes and values necessary for a 
democratic society.  It values cultural differences and 
affirms the pluralism that students, their communities, and 
teachers reflect.  It challenges all forms of discrimination in  
 

 
 
schools and society through the promotion of democratic 
principles of social justice.”  
 
NAME continues by saying that “… multicultural education 
advocates the belief that students and their life histories 
and experiences should be placed at the center of the 
teaching and learning process and that pedagogy should 
occur in a context that is familiar to students and that 
addresses multiple ways of thinking.  In addition, teachers 
and students must critically analyze oppression and power 
relations in their communities, society and the world”.  
 
Racial identity development theory and research  (Daniel 
Tatum, 1997, Jackson, 1976, Cross, 1996, Hardiman, 
1982) and the “Cultural Identity Groups Curriculum Guide” 
(Brown, 1996) have provided the multicultural education 
foundation for much of the Diversity Project’s training of 
the migrant education outreach program staff and 
specifically for the development of the migrant summer 
school staff. 
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and Multicultural Education 

 

All of the essential elements of second language 
acquisition and learning, literacy development, and 
multicultural education are present when we: 
 
• Provide comprehensible input on meaningful 

subjects that connect to students’ existing 
knowledge of the world (such as global and regional 
migration and  agriculture and agribusiness from 
historical and contemporary perspectives); 

• Include high-quality multicultural literature (non-
fiction and fiction) in which students can see 
themselves reflected and which provides them with 
accurate histories and role models; 

• Provide multiple opportunities for students to 
express themselves through speaking and writing; 
and 

• Include native language instruction and native 
language arts (both required components of 
bilingual education programs).  
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SECTION 4
Critical Issues for Preschool Migrant 
English Language Learners 

Ensuring that children are ready for successful school 
experiences is one of the greatest challenges that MEP 
staff face when serving migrant pre-schoolers.  Across 
cultures teachers and researchers agree that language 
development is central to the mission of pre-school.  There 
is a belief that the earlier youngsters are exposed to 
second languages, the more easily they will acquire them. 
There is also a common belief that very young children are 
universally successful at picking up languages.  Despite 
the pervasiveness of these beliefs, the literature offers no 
substantiation for it and to the contrary Hakuta (1986) 
states that “there is no single preferable period for second 
language acquisition.”    
 

Critical Issues for Parents 
 
Parents often have conflicting feelings about native 
language use at home and bilingual education.  Many 
have suffered hardships to provide opportunities for their 
children.  Being bilingual or having been an English 
language learner does not lead to a universal opinion and 
attitude toward the use of the native language for 
educational purposes.  As Marcus and Ames (1998) state 
“when a school does not have a philosophy regarding the 
critical role that children’s first language play in their 
overall development, parents receive conflicting 
information and advice about using the first language with 
their children at home….Parents need(ed) to understand 
that use of the first language during early development 
provides the necessary cognitive foundation for later 
English development.”  Important points to share with 
parents of pre-school migrant Spanish speaking children 
include:  

 

1. Language is the primary tool for socializing children.   
To develop and preserve a family’s native language 
is critical to maintaining strong familial bonds.  
Research has documented a strong negative impact 

on individuals and their families when learning a 
second language means losing the common home 
language.  (Wong Fillmore, 1991.) 

 
2. The more children learn in their first language the 

more they can transfer to a second language. 
(Cummins, 1989) 

 
3. Older children who have developed strong native 

language skills are not at risk of losing their first 
language.  It is the timing and conditions under 
which children come into contact with English that 
affects the retention and continued use of the home 
language.  (Wong Fillmore, 1991.) 

 
4. When adults attempt to communicate in a non-

native language, over time they utilize less language 
than if they were using their native language, and 
have a higher probability of using incorrect language 
patterns which their children learn and replicate.  

 
5. There are different types of bilingual education 

program models (see Critical Issues for School Age 
Children, page 20) all of which are designed to 
promote English language acquisition and literacy. 

 

Critical Issues for Tutors/Outreach Workers  
 
According to Kagan and Garcia, 1990, “…the optimal 
situation for supporting young children requires the 
caregiver’s language to match that of the child and the 
child’s family.  Providing the native language in the 
caregiving (pre-school) situation supports and reinforces 
many rich encounters the child has with the language 
within the family.  As children begin speaking, it is very 
important for them to be exposed, even “bathed” in rich 
and mutually supportive linguistic environments.  Because 
language, intellectual, and social development are so 
closely linked, young children whose native language is 
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Critical Issues for Preschool Migrant 

English Language Learners 

present in the home, community, and early care settings 
will encounter more vocabulary, grammar, ideas, and 
concepts.  This broad range of linguistic, social, and 
cognitive experiences in natural situations enriches the 
development of language and intellectual function.” 
 
What happens when the tutor/outreach worker is not fluent 
in the home languages of the families that they serve?  
The best approach to respond to a language mismatch is 
to recognize that it exists.  A bilingual staff person or 
parent can facilitate the trust building phase between a 
monolingual staff person and a preschooler and his or her 
family.   
 
Guidelines to follow include: 
 

1. Be sensitive to both verbal and non-verbal 
communication.  Over 60% of any communicative 
act is non-verbal.  Respond to all of the child’s 
communicative signals and with a willingness to 
make all communication meaningful.   

 
2. Include recognition and consideration of home 

values, cultures, and languages.  Cultural 
differences in parents’ beliefs and practices may 
affect children’s adjustment to early childhood 
services. “...When there is a lack of congruence 
between parents’ and teachers’ expectations, 
children may have the additional burden of 
determining the implicit rules and expectation that 
govern the early childhood classroom/settings” 
(Okagaki and Diamond, 2000.) 

 
3. Support child’s cognitive development. 

Uninterrupted language development is critical to 
uninterrupted cognitive development.  Hakuta, 1986 
found that “all things being equal, higher degrees of 
bilingualism are associated with higher levels of 
cognitive attainment.” 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 

The Bilingualism Continuum 
 
Bilingualism refers to a continuum of language skills 
in two languages.  The following are a few of the 
critical points along the continuum: 
 
• Additive bilingualism – The addition of a 

second language without the loss or 
competence in the first language.  This occurs 
when learning a second language does not 
interfere with learning the first language.  

 
• Balanced bilingualism – Additive bilingualism 

can lead to balanced bilingualism.  The 
individual has listening, speaking, reading and 
writing competencies in both languages. 

 
• Subtractive bilingualism – Commonly found 

in children, subtractive biligualism occurs when 
the addition of a second language interferes 
with the learning of the first language and the 
individual become dominant in the second 
language.  

 
Research affirms the value of additive childhood 
bilingualism and the negative impact of subtractive 
childhood bilingualism. 
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SECTION 5
Critical Issues for School Age Migrant  
English Language Learners 

The implications of English language development in an 
academic context are many.  Learning a second language 
can be very difficult and time consuming under any 
circumstance.  But school-age LEP/ELLs must not only 
quickly become adept at social interactions for simple 
survival, they are also expected to be able to understand, 
read, write and explain concepts at an academic level 
appropriate to their age and cognitive development at an 
increasingly rapid rate.  Cummins (1981, 1989) contrasts 
the differences between these registers of language use:  
 

1. Basic Interpersonal Communicative Skills (BICS) 
or social or conversational language is used in 
face-to-face everyday communication; and 

 
2. Cognitive Academic Language Proficiency 

(CALP) or academic language is used in 
educational settings.  

 
 
 
 

Basic Interpersonal Communication Skills 
 

• Normally acquired by all native speakers of any 
language 

• Usually by 5 or 6 years old, all children have 
“naturally” developed BICs in their first language 

 
 
• Contexts are clear and generally concrete 
 
• Not necessarily related to academic success 

 
• May take up to two years to develop in a second 

language 
 

ESL Instruction and the Acquisition of 
English Language Arts  
 
Over the past fifteen years ESL instruction has changed 
dramatically and continues to change.  The learner is seen 
as being actively involved in making sense of the new 
language, both in oral/aural as well as in literacy 
development.  As Hamayan (1993) states: “... Proficiency 
in a second language can best be developed when it is 
allowed to emerge holistically and naturally through the 
use of functional language for authentic purposes.”  This 
philosophical/pedagogical shift has required that ESL 
instruction incorporate a more meaningful and cognitively 
demanding curriculum.   
 
 
 
 

 
 
 
 

BICS CALP 

Cognitive Academic Language Proficiency 
 

• Language skills associated with literacy and 
cognitive development 

• Associated with formal education and increasing 
cognitive demands. Literacy is fully developed by 
the majority of native English speakers educated 
in the U.S. by the age of 11. 

• De-contextualized, increasingly requires abstract 
thinking 

• Necessary for reasoning, problem solving, higher 
order thinking and academic success 

• May take 5 –7 years in a second language — 
largely dependent on level of first language CALP 
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SECTION 5 
Critical Issues for School Age Migrant 

English Language Learners 

ESL Instruction and the Acquisition of 
Content-Area Knowledge 
 
In support of cognitive academic language and content-
area integration, O’Malley and Valdez-Pierce (1996) 
acknowledge: 
“…what second language educators have overtly 
recognized is that the language of each content area has 
special concepts, vocabulary, and language functions that  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 
Sources:  Cummins, J. (1991). The role of primary language 
development in promoting education success for language minority 
students.  Schooling for language minority students. Sacramento, CA:  
California Department of Education, pp 3 – 9; Collier, V.P. (Fall, 1995). 
Acquiring a second language for school. (Directions in language and 
education, Vol.1, No. 4). Washington DC: National Clearinghouse for 
Bilingual Education. 

 
 
 
require unique forms of instruction in which language and 
content are integrated.  As part of this instruction, students 
should have opportunities to learn and apply concepts in 
the content areas through all four language skills.... 
Research has shown that appropriate content instruction 
facilitates language learning.” 
 
 
 
 
 
 

Length of Time Required to Achieve Age-Appropriate Levels  
of Social and Academic Language Proficiency 

Native English Speakers  
 
 

ESL/English Language Learners 

 
 
 
 
 
 
 
 

 

 

 
 
 
 
 

*Typically 5 – 7 years if ESL learners have had 2 –3 years 
of first language schooling in their home countries; 7 – 10 
years without first language schooling prior to attending 
U.S. schools. 
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Academic Proficiency 
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SECTION 5
Critical Issues for School Age Migrant  
English Language Learners 

The Role of the Native Language in 
Acquiring English  
 
Study after study has also demonstrated that there is a 
strong and positive correlation between literacy in the 
native language and learning English.  Cummins (1989) 
explains that: 
“…although the surface aspects (e.g. pronunciation, 
fluency, etc.) of different languages are clearly separate, 
there is an underlying cognitive/academic proficiency 
which is common across languages.  This common 
underlying proficiency (CUP) makes possible the transfer 
of cognitive/academic or literacy-related skills across 
languages.  Transfer is much more likely to occur from 
minority to majority language because of the greater 
exposure to literacy in the majority language outside of 
school and the strong social pressure to learn it. 
 
In March 1998 the National Research Council, in its study 
entitled “Preventing Reading Difficulties in Young 
Children” (Snow, Burn and Griffin, eds.), recommends 
that: 
“LEP children should be taught to read in the first 
language while acquiring proficiency in spoken English 
and then subsequently taught to extend their skills to 
reading in English.” 
 
The importance of valuing the skills and knowledge which 
students bring to the school regardless of the native 
language they speak cannot be underestimated.  It is in 
utilizing the students’ background knowledge that a more 
effective and efficient transition to acquiring English can 
best be accomplished. 
 
 
 
 
 

 
 
 
 
 
 
 
 
 
 
 

                               At Risk Zone 
 
 
 
 
 
 
 
 
 

1. Pre-schoolers – cognitive and linguistic 
development interrupted.  Children may present as 
developmentally delayed. 

 
2. Five to eleven year olds – cognitive, linguistic and 

academic development interrupted. Children may 
present as delayed or learning disabled. 
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SECTION 5 
Critical Issues for School Age Migrant 

English Language Learners 

 

 

Bilingual Education 
 
Bilingual education is the use of two languages as the 
media of instruction in part or all of an instructional 
program.  Several types of bilingual education programs 
exist, including: 
 
• Transitional bilingual education programs, in 

which the primary language of the student is used 
for instructional support until some prescribed level 
of proficiency in the second language is reached; 

 
• Maintenance bilingual education programs, in 

which the primary language of the students is first 
used, with gradual transition toward the use of the 
primary language in some subjects and the second 
language in others; 

 
• Two-way programs (also known as dual 

language programs), in which two languages are 
employed, one of which is English, for the purpose 
of instruction, and which involve students who are 
native speakers of each of the languages.  Both 
groups of students, English language learners and 
native English speakers, have the opportunity to 
become bilingual and biliterate.  They learn curricula 
through their native language and the second 
language while continuing to develop skills and 
proficiency in both.  

 
 
 
 
 
Adapted  from The Teaching of Language Arts to Limited English 
Proficient/English Language Learners: A Resource Guide for All 
Teachers, NYSED Office of Bilingual Education  
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SECTION 6
Critical Issues for Out of School Youth (OSY) 
Migrant English Language Learners 

Out of school youth are a growing population that present 
unique challenges to the MEP tutors and outreach 
workers.  These students come from homes in which a 
language other than English is spoken, and for the 
moment have decided to not participate in formal 
education (public school).  Within the context of providing 
ESL to Spanish speaking OSY students, the major factors 
that impact their potential to learn English are their native 
language literacy level, their motivation to learn English, 
and their availability to attend classes.  Most OSY 
students are either non-literate learners or semi-literate in 
their native language: 
 
• Non-literate learners come from situations where 

they have not had sufficient access to literacy, often 
because of their socio-economic or political status.  
Although they have not learned to read, they have 
probably been exposed to written language and 
have awareness of the value and uses of literacy.  
They may be reluctant to disclose their limited 
literacy background.  They generally progress slowly 
and may need frequent re-teaching of skills. 

 
• Semi-literate learners usually have had access to 

literacy in their native culture/country, but because 
of their socio-economic status or political or 
educational situation, they have not achieved a high 
level of literacy in their native language.  They may 
have left school at a young age or may have lived in 
the United States and developed oral English 
proficiency but not literacy. 

  
Although OSY are school age, it is adult learning and adult 
second language acquisition research that is most 
applicable and should be taken into consideration when 
developing ESL programs and classes to meet their 
needs.  Adult second language learners demonstrate 
either (or both) integrative motivation or instrumental 

motivation.  Understanding what motivates their students 
helps tutors/outreach workers to create teaching and 
learner objectives that meet learner needs and interests.  
 
Second language learners with integrative motivation want 
to learn the language to connect and engage with a 
language community.  Learners who have instrumental 
motivation want to learn the language to meet their own 
needs and goals, such as getting a job, workplace literacy, 
navigating their community, or talking to their children’s 
teachers.  Most OSY students demonstrate instrumental 
motivation.  (Dörnyei, 2002) 
 
Learner motivation is not static and can vary from day to 
day or from week to week based on the learner’s work life, 
personal life, or the learning environment.  When 
tutors/outreach workers connect to why students decide to 
do something, how long they are willing to sustain the 
activity, and how hard they are going to pursue it, they can 
align their instruction in meaningful and authentic ways.  
 
Many of the OSY ESL students live and work in situations 
in which they do not have reason or opportunity to use 
English.  It is important for tutors/outreach workers to 
create opportunities for students to continue their 
language learning outside of the class, which will support 
the development of their communicative competence.  For 
example, instructors could provide audio and print 
resources that can be borrowed, or give students 
assignments to use spoken English outside of the 
classroom.  Interactions in English provide opportunities to 
receive language input (hearing) and allow the ESL 
learners to negotiate understanding through verbal 
expression. 
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SECTION 6 
Critical Issues for Out of School Youth 

Migrant English Language Learners

Strategies for Tutors/Advocates to 
Accelerate Oral Language Development 
 

1. Create opportunities for learners to continue their 
language learning outside of class. 

 
2. Create interactive tasks in class to give students 

opportunities to use language in authentic situations 
and meaningful ways. 

 
3. Show students how to use dictionaries effectively.  

 

Literacy Development 
 
OSY have multiple and diverse needs for literacy and 
therefore individual and varied sources of motivation.  
They may want to be more successful at work, pursue 
further education, more effectively interact with their 
community, or achieve U.S. citizenship.  Whatever their 
goals, ESL instruction should be designed to meet their 
needs.  Workplace instruction materials should be used 
with students who want to focus on Vocational ESL; GED 
preparation materials should be used with students are 
interested in pursuing their GED; materials that reflect 
their daily lives should be used to assist students in 
navigating their communities; and civics-focused 
instruction and materials should be used in citizenship 
classes.   
 
 
 
 
 
 
 
 
 

Critical Issues for Tutors/Outreach Workers 
 

1. Language, cognitive, and social issues are different 
for OSY English language learners than the other 
student populations served by MEP. 

 
2. Adult learning theory and research and adult second 

language learning theory and research are the most 
relevant fields to consider when designing programs 
and services for OSY Spanish speaking English 
language learners.  

 
3. Learner motivation must be identified and 

addressed when developing classroom instruction 
and designing lesson plans.  

 
4. Health and safety issues are often the most urgent 

and may need to be addressed initially in the 
student’s first language.  Corresponding ESL 
lessons can then be created to support the content 
to be transferred from the native language to 
English and to build vocabulary knowledge.  

 
5. Since OSY English language learners are almost 

always employed, tutors/outreach workers need to 
be flexible when scheduling sessions and classes 
because of their students’ work schedules.   

 
 
 
 
 
 
 
 
 
 
 

18



SECTION 7
Bibliography and Resources 

  
Apicella, Robert. “Perceptions of Why Migrant Students Drop Out of School and What Can be Done to Encourage them to 

Graduate.” Migrant Youth Program, NYSME. 2003. 
 
August D. and L. Pease-Alvarez.  “Attributes of Effective Programs and Classrooms Serving English Language Learners.” 

National Center for Research and Cultural Diversity and Second Language Learning. 1996. 
 
Banks, James A., et al. Diversity Within Unity: Essential Principles For Teaching And Learning In A Multicultural Society. 

Seattle: University of Washington, Center for Multicultural Education, College of Education. 2001. 
 
Barnitz, J.G. “Reading Development of Non-Native Speakers of English: Research and  
 Instruction.” Center for Applied Linguistics. Eric Clearinghouse. Ed. No. 256182. 

 
Berube, Barney. Managing ESL Programs in Rural and Small Urban Schools. Alexandria, Virginia: Teachers of English to 

Speakers of Other Language, Inc. 2000. 
 
Brown, Phyllis C. Cultural Identity Groups: A Curriculum Guide For Conducting Cultural Identity Groups With Youth. 

Unpublished document. 1996. 
 
Chomsky, Aviva. “They Take Our Jobs! And 20 Other Myths About Immigration.” A book excerpt published in Diversity 

Inc. p. 72-76. September 2007.  
 
Cohen, D. “Issues Related to Transferring Reading Skills from Spanish to English.” In a paper 

presented at the National Association for Bilingual Education Annual Conference. Denver, CO. 1987. 
 
Coming Up on the Season: Migrant Farmworkers in the Northeast: A Traveling Exhibition.  Resources for Teachers, 

Grade Levels 2-5, 6-8, 9-12. 
Developed by Kay Embrey, Cornell Migrant Program. Funded by NYSME.  
Produced by Media and Technology Services, Cornell University.  

 
Crawford, James. 5th ed. Educating English Learners: Language Diversity In The Classroom. L.A. California. Bilingual 

Educational Services. 2004. 
 
Creighton, Allan, and Paul Kivel. Helping Teens Stop Violence: A Practical Guide for Counselors, Educators and Parents. 

California: Hunter House. 1990.  
 
Conner, U. and R. Kaplan. Writing Across Languages:  Analysis of L2 Text. Reading, MA: 

Addison Wesley Publishing Co. 1987. 

19



SECTION 7 
Bibliography and Resources

 
Cummins, James. “The Role of Primary Language Development in Promoting Educational Success for Language Minority 

Students.” In Schooling and Language Minority Students:  A Theoretical Framework. Sacramento, CA: California 
State Department of Education. 1981. 

  
Cummins, James. Empowering Minority Students. Sacramento, CA: California Association for Bilingual Education. 1989. 
 
Daniel Tatum, Beverly. “Why Are All the Black Kids Sitting Together in the Cafeteria?” and Other Conversations About 

Race. New York: Basic Books. 1997. 
 
DeSantis, Dean, Randi Douglas, Nancy Henry, Nicky Martin, and Rich Melo. “The Verdict is In: Trained Tutors = 

Increased Student Learning.” Northwest Regional Educational Laboratory. The tutor. Summer/Fall 2001.  < 
http://www.nwrel.org/learns/tutor/ 
sum2001/sum2001.pdf>. 20 Aug. 2007. 

 
Dörnyei, Z. Teaching and Researching Motivation. Essex, England: Pearson Education Limited. 2002. 
 
DRAFT Annotated List of Reading Materials for Middle and High School Limited English Proficient/English Language 

Learners Chinese, English, Haitian Creole, Russian and Spanish. NYSED Office of Bilingual Education, 2000. 
Principal Contributors and Editors, Kristen Masson and Amy Booth Raff. 

 
Eastern Stream Center on Resources and Training (ESCORT), Region IV Comprehensive Center at AEL, Region XIV 

Comprehensive Center/Center for Applied Linguistics. 3rd edition. Help! They Don’t Speak English Starter Kit – for 
Primary Teachers: A resource guide for educators of limited English proficient migrant students, grades Pre-K – 6. 
1998. 

 
Escamilla, K. “Promoting Biliteracy: Issues in Promoting English Literacy in Students Acquiring English.” In The Power of 

Two Languages; Literacy and Biliteracy for Spanish Speaking Students. New York: Macmillan/McGraw-Hill. 1993. 
 
“Topics in Adult ESL and Family Literacy English.” Language and Literacy Learning: Research to Practice IV- 23. 

Published by the Center for Adult English Language Acquisition. Washington, D.C. 2004. 
 <http://www.cal.org/caela/tools/program_development/elltoolkit/Part4-0TitlePage.pdf> 

 
ESL Handbook: A Guide for Educators of English as a Second Language Students. Monroe BOCES 2. Spencerport, NY. 

2004.  
 
Freire, Paolo.  Pedagogy of the Oppressed. New York: Continuum Publishing. 1970.  
 

20

http://www.nwrel.org/learns/tutor/


SECTION 7
Bibliography and Resources 

 
“Funds of Knowledge: Learning from Language Minority Households.” National Center for Research on Cultural Diversity 

and Second Language Learning. February 1994. EDO-FL-94-08. 9 Aug. 2007. 
<http://www.cal.org/resources/Digest/ncrcds01.html> 

 
Garcia, E. and R. Padilla. “Effects of Language Transfer on Bilingual Proficiency.”  In Advances in Bilingual Education 

Research. Tucson, AZ: University of Arizona Press. 1985. 
 
Gay, G., J.E. Dingus and C.W. Jackson. The Presence and Performance of Teachers of Color in the Profession. 

Unpublished report prepared for the National Collaborative on Diversity in the Teaching Force. Washington, D.C. 
(as cited by Gary Howard, As Diversity Grows So Must We). July 2003. 

 
Hartzog, Sally Gail.  “What You Should Know–and Questions You Should Ask–Before You Hire a Tutor or Tutoring 

Company.” Tutoring Direct. <http://www.tutoringdirect.com>. 11 Sept. 2007. 
 
Hamayan, E.  “Current Trends in ESL Curriculum.”  In English as a Second Language Teacher Resource Handbook. A 

Practical Guide for K-12 ESL Programs. Thousand Oaks, CA: Corwin Press, Inc. 1993.  
 
Herrera, Socorro. Classroom Strategies for the English Language Learner: A Practical Guide for Accelerating Language 

and Literacy Development. Kansas: The MASTER Teacher. 2001. 
 
Howard, Gary R. “As Diversity Grows So Must We.” Educational Leadership. ASCD. 2007. 
 
Howard, Gary R. We Can’t Teach What We Don’t Know. New York: Teacher’s College Press. 1999.  
 
Igoa, Christine. The Inner World of the Immigrant Child. New Jersey: Lawrence Erlbaum Associates. 1995. 
 
Kagan, Sharon and Eugene E. Garcia.  “Educating Culturally and Linguistically Diverse Preschoolers: Moving the 

Agenda.” Early Childhood Research Quarterly, 6, 427-443. 1991. 
 
Krashen, Stephen D. and Tracy D. Terrell. The Natural Approach Language Acquisition in the Classroom. California: 

Alemany Press. 1983. 
 
Krashen, Stephen D. Principles and Practice in Second Language Acquisition. Elsevier. 1982. 
 
Lee, Enid, Deborah Menkart and Okazawa-Rey. eds.  Beyond Heroes and Holidays A Practical Guide to K-12 Anti-Racist, 

Multicultural Education and Staff Development. Washington, DC: Network of Educators on the Americas. 1998. 
 

21



SECTION 7 
Bibliography and Resources

 
Living in America Series.  Six Teacher Resource Guides with Reproducible Masters. A teacher student series developed 

by BOCES Geneseo Migrant Center for migrant farmworkers. Syracuse, NY: New Readers Press. 2006.  
 
Maeroff, G. Altered Destinies: Making Life Better for Schoolchildren in Need. New York: St Martin’s Press. 1998. 
 
Marcus, Susanne D. and Margery E. Ames. “Reaching Linguistically and Culturally Diverse Young Learners with 

Disabilities.”  TESOL Journal. Summer, 1998. 
 
Mathewson, Betty García. Language Interpretation Guidelines. Funded by New York State Migrant Education. Brockport, 

NY. 2006.  < http://www.diversity-project.org/resources> 
 
Moll, L.C., C. Amanti, D. Neff, N. Gonzalez. “Funds of knowledge for teaching: Using a qualitative approach to connect 

homes and classrooms.” Theory into Practice, 31(2), 132-141.  
 
National Association for Multicultural Education. 2007. <http://www.nameorg.org> 

 

National Clearinghouse for English Language Acquisition & Language Instruction Educational Programs (NCELA). 2007. 
<http://www.ncela.gwu.edu> 

 
Nieto, Sonia.  Language, Culture, and Teaching Critical Perspectives for a New Century. New Jersey: Lawrence Erlbaum 

Associates. 2002.  
 
O’Malley, J. and Valdez-Pierce, L. Authentic Assessment for English Language Learners. Reading, MA. Addison Wesley 

Publishing Co. 1996. 
 
Ramirez, J., S. Yuen, D. Ramey, D. Pasta, and D. Billings. “Final Report: Longitudinal Study of Structured Immersion 

Strategy. Early-Exit, and Late-Exit Transitional Bilingual Education Programs for Language Minority Children.” 
San Mateo, CA: Aguiree International. 1991.  

  
Riojas-Cortez, Mari, Belinda Bustos Flores and Ellen Riojas Clark. “Valuing and Connecting Home Cultural Knowledge 

with an Early Childhood Program.” Beyond the Journal: Young Children on the Web. November 2003. 
<http://www.journal.naeyc.org/btj/200311/valuinghomeculture.pdf> 

 
Sanacore, Joseph.  “Improving Student’s Literacy Learning Through Caring Relationships with Adults.” EDRS report. 

Brookville, NY: C. W. Campus. 1998. 
 

22

http://www.journal.naeyc.org/btj/200311/valuinghomeculture.pdf


SECTION 7
Bibliography and Resources 

 
Schniedewind, Nancy and Ellen Davidson. Open Minds to Equality: A Sourcebook of Learning Activities to Affirm Diversity 

and Promote Equity.  Boston: Allyn and Bacon. 1998. 
 
Siedow, Mary Dunn. “One-on-One Tutoring.” Focus on Basics Connecting Research and Practice. NCSALL, March 2005. 

NCSALL. Volume 7, Issue C. March, 2005. 
 <http://www.ncsall.net/?id=740> 
 
Snow, C., S. Burns and P. Griffin. eds. “Preventing Reading Difficulties in Young Children.” Washington D.C. National 

Academy Press. 1998. 
 
Southwest Educational Development Laboratory. Afterschool Training Toolkit. One-on-One and Small Group Tutoring. 13 

Aug. 2007.  
<http://www.sedl.org/afterschool/toolkits/literacy/pr_tutoring.html>   

 
Teaching of Language Arts to Limited English Proficient/English Language Learners: A Resource Guide for All Teachers. 

Albany: New York State Education Department, Office of Bilingual Education. 
 
Thomas, W. and V. Collier. “Language Minority Student Achievement and Program Effectiveness.” Center for 

Bilingual/Multicultural ESL Education. George Mason University. 1996. 
 
Thompson, Charles D. Jr. and Melinda F.Wiggins. The Human Cost of Food: Farmworkers’ Lives, Labor and Advocacy. 

Austin: University of Texas. 2002.  
 
Wijeyesinghe, Charmaine L. and Bailey W. Jackson, III. eds.  New Perspectives on Racial Identity Development: A 

Theoretical and Practical Anthology. New York: University Press. 2001.  
 
 
 
 
 
 
 
 
 
 
 
 

23



 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

24



New York State – LEP Identification Process

1. SCREENING
ENROLLMENT – Administer Home Language Questionnaire* 

Home language is other than English or Home language is English. 
Student’s native language is other than English Student’s only language is English.

STOP – Student is NOT LEP.
Student enters general education program

Conduct Informal Interview in Native Language and English.

Student speaks language other than English and Student does not speak any 
Student speaks little or no English language other than English
Go to #2 Initial Assessment STOP – Student is NOT LEP.

Student enters general education program

2. INITIAL ASSESSMENT
Administer Language Assessment Battery-Revised (LAB-R)

Student scores at: Student scores at: 
Beginning, Intermediate or Advanced Level Proficient Level

Student IS LEP STOP – Student is NOT LEP.
Go to #3, Program Placement Student enters general education program

3. PROGRAM PLACEMENT
Place Student in Appropriate Program

Student IS LEP
Place student in bilingual education or
freestanding ESL Program

4. ANNUAL ASSESSMENT 
Spring – Administer the New York State English as a Second Language Achievement Test

(NYSESLAT)

Student scores at: Student scores at:
Beginning, Intermediate or Advanced Level Proficient Level

Student IS LEP Student is NOT LEP
CONTINUE SERVICES Student enters general education program

(CR PART 154)

vmercado
* HLQ: http://www.emsc.nysed.gov/ciai/biling/pub/hlq.htm



 



The University of the State of New York • The State Education Department • Office of Bilingual Education
Albany, New York 12234

Home Language Questionnaire (HLQ)
TO BE COMPLETED BY SCHOOL PERSONNEL

DISTRICT Please print or type clearly

SCHOOL GRADE

STUDENT NAME

DATE OF BIRTH

STUDENT IDENTIFICATION NUMBER

COUNTRY OF BIRTH / ANCESTRY

NUMBER OF YEARS ENROLLED IN SCHOOL OUTSIDE THE U.S.

NAME/POSITION OF SCHOOL PERSONNEL COMPLETING THIS SECTION

DETERMINATION: ❏ Possible LEP

❏ English Proficient

Dear Parent or Guardian:

In order to provide your child with the

best possible education, we need to

determine how well he or she under-

stands, speaks, reads and writes

English. Your assistance in answering

these questions is greatly appreciated.

Thank You

(✔ boxes that apply)

1. What language(s) is spoken in the student’s ❏ English ❏ Other __________________________________
home  or residence? specify

2. What language(s) are spoken most of the time ❏ English ❏ Other __________________________________
to the student, in the home or residence? specify

3. What language(s) does the student understand? ❏ English ❏ Other __________________________________
specify

4. What language(s) does the student speak? ❏ English ❏ Other __________________________________
specify

5. What language(s) does the student read? ❏ English ❏ Other _______________ ❏ Does Not Read
specify

6. What language(s) does the student write? ❏ English ❏ Other _______________ ❏ Does Not Write
specify

7. In your opinion, how well does the student understand, speak, read and write English?

_________________________________________________ ____________________________________________________
Signature of Parent/Guardian/Other Date HLQ (2/00)  99-337 PM

Month:                         Day:                     Year:

Month:                         Day:                     Year:

Very well Only a little Not at all

Understands English ❏ ❏ ❏

Speaks English ❏ ❏ ❏

Reads English ❏ ❏ ❏

Writes English ❏ ❏ ❏



 



(✔ Marque las casillas que aplican)

1. ¿Qué idioma(s) se habla en el hogar ❏ Inglés ❏ Español ❏ Otro ___________________________
o residencia del estudiante? (Especifique cuál)

2. ¿En qué idioma(s) se le habla al estudiante ❏ Inglés ❏ Español ❏ Otro ___________________________
la mayor parte del tiempo (Especifique cuál)

en el hogar o residencia?
3. ¿Qué idioma(s) entiende el estudiante? ❏ Inglés ❏ Español ❏ Otro ___________________________

(Especifique cuál)

4. ¿Qué idioma(s) habla el estudiante? ❏ Inglés ❏ Español ❏ Otro ___________________________
(Especifique cuál)

5. ¿En qué idioma(s) lee el estudiante? ❏ Inglés ❏ Español ❏ Otro _____________ ❏ No lee

(Qué idioma)

6. ¿En qué idioma(s) escribe el estudiante? ❏ Inglés ❏ Español ❏ Otro _____________ ❏ No escribe

(Qué idioma)

7. ¿En su opinión, qué tan bien el estudiante entiende, habla, lee y escribe inglés?

The University of the State of New York • The State Education Department • Office of Bilingual Education
Albany, New York 12234

CUESTIONARIO SOBRE EL IDIOMA QUE SE HABLA EN EL HOGAR
(“Home Language Questionnaire, HLQ”) – Spanish

PARA SER COMPLETADO POR EL PERSONAL ESCOLAR
(TO BE COMPLETED BY SCHOOL PERSONNEL)

DISTRITO   IMPRIMA O ESCRIBA CLARAMENTE  
(District) (Please print or type Clearly)

ESCUELA                                                         GRADO 
(School) (Grade)

NOMBRE DEL ESTUDIANTE 
(Student Name)

FECHA DE NACIMIENTO 
(Date Of Birth)

NUMERO DE IDENTIFICACION DEL ESTUDIANTE 
(Student Identification Number) 

PAIS NATAL O ASCENDENCIA 
(Country of Birth/Ancestry)

NUMERO DE AÑOS MATRICULADO EN ESCUELA(S) FUERA DE LOS E.U. 
(Number of years enrolled in school outside the U.S.)

NOMBRE/POSICIÓN DEL PERSONAL ESCOLAR LLENANDO ESTA SECCION 
(Name/Position School Personnel Completing This Section)

DETERMINACIÓN: ❏ Posiblemente LEP (Possibly LEP)
❏ Dominante en Inglés (English Proficient)

Estimado Padre/Madre o Guardián:

Para poder ofrecer a su hijo(a) la mejor

educación posible, necesitamos

determinar cuán efectivamente él o ella

entiende, habla, lee y escribe el idioma

inglés.  Su ayuda será apreciada si

contesta estas preguntas. 

Gracias.

Muy bien Un poco Nada

Entiende Inglés ❏ ❏ ❏

Habla Inglés ❏ ❏ ❏

Lee Inglés  ❏ ❏ ❏

Escribe Inglés  ❏ ❏ ❏

_________________________________________________ ____________________________________________________
Firma del Padre/Madre/Guardián/Otro Fecha 
(Signature of Parent/Guardian/Other) (Date)

HLQ (2/00)  99-337 PM

Mes:            Día: Año: 
(Month) (Day) (Year)

Mes:            Día: Año: 
(Month) (Day) (Year)

(Determination)



 



Instructional Components of Programs and Required 
Units of Study in Language Arts under CR Part 154 

(Effective July 2003) 
 
 

Freestanding English as a Second Language Program 

Instructional Components REQUIRED UNITS OF STUDY – Language Arts Component 

Level Beginning Intermediate Advanced   
1.   Language Arts Instruction 
 
English as a Second Language (ESL) 
English Language Arts (ELA) 

 
Grades 

K 
to 
8 
 

 
2 ESL 

 
2ESL 

 
1 ESL 

 
1 ELA 

2.   Content Area Instruction 
 
In English through ESL methodologies 
(Provided in accordance with CR Part 100) 

 
Grades 

9 
to 
12 
 

 
3 ESL 

 
2 ESL 

 
1 ESL 

 
1 ELA 

 
 
 

Bilingual Education Program 

Instructional Components REQUIRED UNITS OF STUDY – Language Arts Component 

Level Beginning Intermediate Advanced  
1. Language Arts Instruction 
 
Native Language Arts (NLA) 
English Language Arts (ELA) 

 
Grades 

K 
to 
8 
 

 
1 NLA 

 
2 ESL 

 
1 NLA 

 
2 ESL 

 
1 NLA 

 
1 ESL 

 
1 ELA 

 
2. Content Area Instruction 
 
In the Native Language 
In English through ESL methodologies 
(Provided in accordance with CR Part 100) 

 
Grades 

9 
to 
12 
 

 
1 NLA 

 
3 ESL 

 
1 NLA 

 
2 ESL 

 
1 NLA 

 
1 ESL 

 
1 ELA 

 



 



NEW STANDARDS AND ASSESSMENTS 
STATUS OF ACCOMMODATIONS FOR LEP/ELL STUDENTS 

Effective 2005   

HIGH SCHOOL 

 

Curriculum Area Grade Approved Accommodations 

Regents Comprehensive 
Examination in English 
 

11 

• Optimal testing environment 
• Extended test time (such as time and a half) 
• Use of bilingual dictionaries (only direct translation 

of words) 
• Read listening comprehension passage 3 times. 

 
Sequential Math 
Course I 
Or 
Mathematics A Regents 
Examination 
 
Social Studies 
 
 
Science 

9 
 

10 
 
 

10-11 
 

9-12 

• Optimal testing environment 
• Extended test time (such as time and a half) 
• Translated tests into Chinese, Haitian-Creole, 

Korean, Russian, Spanish. 
• Oral translation for low incident languages. 
• Use of bilingual glossaries and dictionaries (only 

direct translation of words) 
• Simultaneous use of English and Native Language 

versions of tests. 
 

 

 
ELEMENTARY/MIDDLE SCHOOL 

 

Curriculum Area Grade Approved Accommodations 

 
English Language Arts 

 
 3-8 

• Optimal testing environment 
• Extended test time (such as time and a half) 
• Use of bilingual dictionaries (only direct translation 

of words) 
• Read listening comprehension passage 3 times. 

 
Mathematics 
 
Social Studies 
 
Science 

 
3-8 
 
5 & 8 
 
4 & 8 

 
• Optimal testing environment 
• Extended test time (such as time and a half) 
• Translated tests into Chinese, Haitian-Creole, 

Russian, Spanish. 
• Oral translation for low incident languages. 
• Use of bilingual glossaries (only direct translation of 

words) 
• Allow simultaneous use of English and Native 

Language versions of tests. 
 

All accommodations are determined by the building principal in accordance with their best judgment 
about the needs of the LEP students.  Principals should consult with each student's classroom teacher 
in making these determinations. For additional information, refer to the school administrator’s 
assessment manual.  Revised 9-27-05 



 



 



 




