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Executive Summary

Adult English language learners comprise a substantial proportion of the
adult education population in the United States. In program year 2006—2007,
46% of participants enrolled in state-administered adult education programs
were in English as a second language (ESL) classes. This percentage does not
include English language learners enrolled in other types of programs, such
as adult basic education (ABE) and adult secondary education (ASE).

To meet the increasing demand for English language instruction, existing
adult education programs are expanding and new ones are being established.
In addition to federally funded programs, services are offered by volunteer-
and faith-based organizations, museums, libraries and other community
centers, private language schools, and academic institutions.

'This paper describes education for adult English language learners in the
United States, focusing on the following topics:

m Characteristics of the foreign-born population

m Foreign-born adults enrolled in adult ESL programs, their access to
and participation in programs, and factors that affect their participa-
tion and success

m The types of instructional programs that serve adult English language
learners

m Professional development for teachers of this population

m The U.S. adult education assessment and accountability system

m Future directions in English literacy education and lifelong learning

EX
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THE FOREIGN-BORN POPULATION IN THE UNITED STATES

'The United States has seen a steady increase in the number of foreign-born
residents since the 1970s. In 2006, the number was 37,547,789—12.5% of the
total U.S. population, up from 10.4% in 2000. Between 2002 and 2006, the
level of immigration averaged 1.8 million per year. Hispanics and Asians are
the two largest groups represented. Traditionally, the majority of immigrants
have settled in a few states, the top five in 2006 being California, Florida,
Illinois, New York, and Texas. At the same time, many states have experi-
enced recent growth in foreign-born populations, with 14 states experiencing

a 30% or greater increase from 2000 to 2005.

'The educational levels and English language proficiency of this population
vary widely. The majority (68%) have earned at least a high school diploma
in their home countries or in the United States, and 52% report speaking

English “very well.”

Foreign-born adults play a significant role in the U.S. civilian labor force,
with the number growing 76% from 1990 to 2002, compared to a growth rate
of 11% for native-born workers. Some studies indicate that immigrants have
a positive effect on the overall economy of the United States. However, im-
migrants often earn lower wages than native-born workers. Factors affecting
the income levels of the foreign-born population include level of education,
length of time in the United States, immigration status, and English lan-
guage proficiency.

LEARNER PARTICIPATION IN PROGRAMS AND OUTCOMES

Many factors have an impact on learner participation in adult education
programs. Learner factors include work schedules, family responsibilities,
opportunities to learn and use English outside of an instructional setting,
marital and family status, and personal motivation. Program factors include
availability of classes, class schedules and locations, instructional setting,
type of entry into the program (open or managed enrollment), length of
courses and frequency of classes, and training and expertise of the teachers.

VIII EDUCATION FOR ADULT ENGLISH LANGUAGE LEARNERS IN THE UNITED STATES
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When considering factors that affect gains in English language proficiency
and other educational outcomes, it is important to keep in mind the amount
of time that may be required for adults to reach the goals that are set. Stud-
ies in second language acquisition of school-age children suggest that it can
take 2-3 years to develop social language and 5—7 years to develop academic
language proficiency. One study estimates that adult immigrants may need to
study 103 hours for 6 years to reach the level of English proficiency necessary
for civic integration or postsecondary education.

PROGRAM DESIGN AND INSTRUCTIONAL PRACTICE

Adult ESL programs serve a diverse population through a variety of funding
streams, depending on learners’ status (e.g., immigrants, refugees, asylees),
goals (e.g., basic or functional literacy, family literacy, workplace education,
citizenship preparation), and circumstances (e.g., farm workers, displaced
workers, incarcerated youth and adults). The diversity of learner populations
served, program settings, systems of delivery, and instructional philosophies
result in a wide range of program designs and instructional practices.

Adult education programs seldom provide only language and literacy in-
struction. Rather, they may provide English language learners with access to
information they need for success in their roles as parents, employees, consum-
ers, and lifelong learners. The most common types of programs and classes
for adult English language learners are lifeskills or general ESL classes, fam-
ily literacy programs, English literacy (EL)/civics programs, vocational ESL
(VESL) programs, and workplace ESL classes.

Large classes, or classes of learners with widely varying English language
proficiency levels (multilevel classes), are not uncommon. In fact, in some
parts of the country, multilevel classes are the only option for learning Eng-
lish. Technology provides additional instructional options—in the classroom,
through distance education, and in extended self-study. However, while
computers and the Internet play an increasing role in adult ESL learners’ and
teachers’ lives at work and at home, there are segments of both populations
that do not have easy access to technology.

EXECUTIVE SUMMARY IX
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Across intructional settings, there is a recent emphasis on the development of
both content and program standards to ensure the quality and consistency of
the content and program provided to learners. Content standards specify what
learners should know and be able to do in certain subject or practical domains.
Program standards specify the components of quality ESL programs.

Another area of importance is the transition of English language learners
through the upper levels of ESL courses and into and through programs that
will help them attain their goals, such as earning a degree or a certificate in a
vocational program. There is some evidence that if English language learners
have moved through the beginning levels of ESL classes and into a workforce
training program, they are more likely to complete the program and attain
their goals for learning English and participating in the workforce.

RESEARCH ON ADULTS LEARNING ENGLISH

Funding for major research efforts in adult education in the United States,
including the education of adults learning English, has not been extensive.
However, there is information about promising practices based on descriptive
studies (e.g., case studies, ethnographic research, and teacher research) and on
the research base in adult second language acquisition and reading develop-
ment. Recent efforts to fund major research studies that focus on adult ESL
instruction or that include adult English language learners and programs that
serve them will expand the currently limited research base.

Available research focuses on learner populations (e.g., the Adult Reading
Components Study, projects funded by the Adult Literacy Research Con-
sortium, and the Illinois Health Literacy Research Project), instructional
strategies (e.g., studies of learner interaction and language development
conducted at the Adult ESL Lab School at Portland State University), and
second language acquisition (e.g., studies of learner motivation, opportuni-
ties for interaction, task-based learning, focus on form in instruction, and the
development of English literacy). Promising instructional strategies that have
emerged from this research suggest that teachers and programs need to do
the following:

X EDUCATION FOR ADULT ENGLISH LANGUAGE LEARNERS IN THE UNITED STATES
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m Incorporate principles of adult learning, adult second language acquisition,
and working with multicultural groups into their instruction.

m Begin with an assessment of learners’ needs and goals and include ongoing
opportunities for language assessment and evaluation of learner progress.

m Acknowledge and draw on learners’ prior experiences and strengths with
language learning.

m Employ a number of instructional approaches that match diverse learner
needs, motivations, and goals and provide opportunities for interaction,
problem solving, and task-based learning,.

m Provide courses of varied intensity and duration, with flexible schedules, to
meet the needs of learners who may be new to this country and occupied
with settlement demands or multiple jobs.

m Use technology to expand or individualize learning inside and outside the
classroom in accordance with learners’ language proficiency, preferences,
and needs, and to reach learners who cannot attend classes.

PROFESSIONAL DEVELOPMENT AND TEACHER QUALITY

'The need for qualified personnel to work with adult English language learners
has risen rapidly in recent years due to the ever-increasing demand for classes.
In addition, changing immigration patterns and demographics have had an
impact on teachers and on their professional development needs. New teachers
are entering the field, experienced teachers are being asked to take on greater
challenges, and many adult basic education teachers are working with English
language learners in classes along with native English speakers. Much of this
is occurring in areas where the adult ESL education infrastructure is limited
or nonexistent. Professional development is crucial for these teachers.

Studies of professional development in adult education shed light on the factors
to consider in designing and delivering professional development to teachers of

adult English language learners. They identify the need to do the following:

EXECUTIVE SUMMARY XI
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m Examine data to see what kinds of teachers are needed and what those
teachers need.

m Design professional development that is coherent and reflects what we
know about how adults learn. Include opportunities for the application of
new ideas in instruction, collaboration among practitioners, and feedback.

m Ensure that teachers have access to professional development opportunities.

m Encourage the participation of teachers who work together and promote
reflective practice and the formation of professional communities.

m Increase the time and duration of professional development.

m Provide a system for professional development.

m Use technology to offer professional development that optimizes financial
resources, reaches scattered teachers and programs, and promotes collabo-
ration and community.

m Encourage teachers to bring theory, second language acquisition and read-
ing research, and practice together through practitioner research or joint
projects between teachers and researchers.

m Implement systems for teacher credentialing and certification based on the
skills and knowledge that teachers working with adult English language
learners need to demonstrate.

m Deliver professional development that meets national guidelines for qual-
ity and is consistent with other national efforts.

ASSESSMENT AND ACCOUNTABILITY

Learner assessment is a priority in adult education. Programs use a variety of
assessment tools to place learners in classes, inform instruction, evaluate learner
progress, and report outcomes of instruction. These tools include standardized
tests, materials-based and teacher-made tests, portfolios, projects, and demon-
strations. Needs assessment and goal-setting activities also play an important
role in determining the areas on which teachers and classes need to focus.

The Workforce Investment Act of 1998 (WIA; Public Law 105-220), which
funds adult ESL instruction through the U.S. Department of Education,
requires states to evaluate each local program’s performance according to
outcome measures established under the National Reporting System (NRS),

X1l EDUCATION FOR ADULT ENGLISH LANGUAGE LEARNERS IN THE UNITED STATES
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which include educational level advancement and subsequent goal achieve-
ment. States have the flexibility to choose which assessments and procedures
they will use to measure these outcomes as long as the assessments are stan-
dardized and conform to accepted psychometric standards for validity and
reliability. Assessments currently approved for use for NRS reporting include
BEST (Basic English Skills Iest) Literacy, BEST Plus, CASAS (Comprehensive
Adult Student Assessment Systems), CELSA (Combined English Language Skills
Assessment), Compass ESL, REEP (Arlington Education and Employment
Program) Writing Assessment, and TABE CLAS-E (TABE Complete Language
Assessment System—IEnglish).

'The adult ESL field faces a number of challenges in the selection, use, and
development of assessments for accountability reporting:

m Staffing issues, such as inexperienced instructors and volunteers, high
teacher turnover rates, part-time and temporary employment, and limited
professional development, may affect practitioners’ knowledge of assess-
ment, its purposes, and its alignment with instruction.

m Program administrators may not know how to use assessment data to
make decisions about instruction, program, and professional development
needs.

m Students may attend class sporadically, making it difficult for teachers to
align instruction and assessment and to show educational gain for account-
ability purposes.

m Tests used may not align with the goals and content of instruction, or they
may not document incremental changes in learning that occur over short
periods of instructional time.

EXECUTIVE SUMMARY XIII
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Recommendations for the development and use of adult ESL assessments
indicate that assessments must

m Meet standard psychometric requirements related to appropriateness, reliabil-
ity, validity, standardization, bias review, and test development procedures

m Have a clear purpose and a defined construct and be able to reliably show
learner gains over specific periods of time

m Evaluate language proficiency through learner performance

m Be useful for all stakeholders involved in teaching and learning through
timely, clear, and accessible scoring, interpretation, and reporting of results

m Include documentation that supports the recommended number and in-
tensity of instructional hours necessary to show learner progress

m Be cost effective and incorporate an understanding of ESL program limita-
tions in terms of funding, personnel, time, materials, logistics, and support

m Be carried out within the context of a comprehensive program evalua-
tion plan

m Include uses of technology as appropriate

m Be informed by a variety of perspectives, including new research on lan-
guage learning processes, psychometrics, educational measurement, and
curricular frameworks and instructional content areas

FUTURE DIRECTIONS FOR LIFELONG LEARNING

As is true for native-born workers, success for immigrants in the United
States is related to educational attainment and literacy levels. Those with a
higher level of education and better literacy skills in English earn more and
are more likely to be continuously employed than those without. The educa-
tion level and literacy of parents also influences their children’s educational
progress and success. The adult education field is connected to and influenced
by a variety of workforce and postsecondary education challenges and op-
portunities and by the tasks in daily American life that require knowledge of
new technologies. Opportunities for developing needed knowledge and skills
include the following:

XIV EDUCATION FOR ADULT ENGLISH LANGUAGE LEARNERS IN THE UNITED STATES
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m Transitioning from adult education programs to workforce training and
postsecondary education

Workforce training and instruction to prepare for the workplace

Training and instruction for those who are employed

Workforce training and career pathways to provide opportunities for ad-

vancement

Distance education for those unable to attend traditional instructional
programs

CONCLUSION

'The adult education system in the United States is committed to provid-
ing high-quality instruction for adults learning English. The emphasis on
learner assessment and program accountability, professional development
for practitioners, program and content standards, transitions to postsecond-
ary and vocational education and the workplace, and uses of technology will
help meet this goal. More research needs to be conducted and disseminated
on how adults learn English, which instructional and assessment methods
are most effective, how practitioners implement professional learning in the
classroom, and how technology can best be used for learner instruction and
teacher training. In addition, support for efforts in all of these areas is needed
from federal, state, and local agencies and practitioners.

EX
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| Overview

Adult English language learners comprise a substantial proportion of the
adult education population in the United States. According to recent statis-
tics, 46% of all participants (1,101,082 out of 2,408,525) in state-administered
adult education programs during 2006—2007 were enrolled in English as a
second language (ESL) classes (U.S. Department of Education, 2008b). This
percentage does not include English language learners served in other sectors

of the U.S. education system, such as those enrolled in adult basic education
(ABE) or adult secondary education (ASE) classes.

Adult English language learners seek to improve their lives as individuals,
community and family members, and workers. Many are settling into com-
munities that have never had large populations of immigrants. To meet the
increasing demand for English language instruction, existing adult education
programs are expanding, and new programs are being established. Goal 5
of the strategic goals and objectives of the U.S. Department of Education
(2002) mandates enhancing the quality of and access to postsecondary and
adult education, and federal policy requires accountability for reporting pro-

gram outcomes.

'The Economic Opportunity Act of 1964 launched adult basic education pro-
grams and authorized instruction “toward the elimination of the inability of
all adults to read and write English,” thus establishing services for English
language learners within the federally funded adult education system. Sub-
sequent legislation continued to support language instruction for immigrants
and refugees, sometimes setting aside discretionary monies for services for
specific populations (e.g., Cuban, Haitian, and Southeast Asian refugees)
or for the development and teaching of specific content, such as citizenship
and civics (U.S. Department of Education, 1991). Adult education classes
for English language learners are offered through agencies that are eligible
to receive federal adult education funds through the state delivery systems.
In 2003-2004, ABE, ASE, and ESL programs were administered through

OVERVIEW 1
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local school districts (54%), community-based organizations (24%), com-
munity colleges (17%), and correctional and other institutions (5%) (U.S.
Department of Education, 2005a).

Adult ESL services are also provided through other organizations that may
or may not receive federal funding. These include faith- and volunteer-based
organizations, museums, libraries, private language schools, workplace-based
programs, and academic institutions that are financed through means other
than federal funds (e.g., some community colleges). Significant numbers of
adult English language learners are served in programs sponsored by commu-
nity-based organizations and large national volunteer literacy organizations
such as ProLiteracy, but reliable data are limited on the number of English
language learners served through these organizations.

'This paper describes education for adult English language learners in the Unit-
ed States. It gives an overview of the foreign-born population in the United
States and provides a closer examination of those enrolled in adult ESL pro-
grams, including their access to and participation in these programs and the
factors that affect their participation and success. Also discussed are the types
of instructional programs that serve adult English language learners, profes-
sional development for teachers of this population, teacher quality, the adult
education assessment and accountability system, and future directions in Eng-
lish literacy education and lifelong learning for adults learning English. Each
section discusses the state of the field, research, and promising practices.

'The goal of this paper is to provide adult education practitioners (teachers, teach-
er trainers, curriculum developers, volunteers, and administrators), researchers,
and policymakers with a thorough overview of the field of adult education for
English language learners and a clear understanding of what is needed to en-
sure a quality education for and the ultimate success of this population.

2 EDUCATION FOR ADULT ENGLISH LANGUAGE LEARNERS IN THE UNITED STATES
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| The Foreign-Born
Population in
the United States

'This section describes the foreign-born population in the United States: their
characteristics, the states in which they reside, and different perspectives on
their economic contributions to U.S. society. The foreign-born population
consists of legal immigrants (including naturalized citizens), refugees and
asylees, and undocumented immigrants. Demographic information about
the U.S. foreign-born population is collected through the U.S. Census Bu-
reau and related analyses, including the Current Population Survey and the
American Community Survey, the U.S. Department of Labor, the Office of
Refugee Resettlement (ORR), and the U.S. Department of Education. In
addition, organizations such as the Migration Policy Institute, the Pew His-
panic Center, and the Asian American Justice Fund use data from the U.S.
Census Bureau to study the demographic, educational, linguistic, occupa-
tional, and socioeconomic status of the foreign-born population. Nationwide
surveys, such as the National Assessment of Adult Literacy (National Center
for Education Statistics, 2003), provide information about the language pro-
ficiencies and educational achievement of foreign-born individuals.

BACKGROUND ON THE FOREIGN-BORN POPULATION

Data on learners enrolled in adult English as a second language (ESL) classes
or adult education classes are limited. However, data on the foreign-born
population overall are documented in census reports. Recent statistics are
available from the U.S. Census Bureau’s (2006) American Community Sur-
vey (ACS). These include data on the number and percentage of foreign-born
individuals, their countries of origin, ages, educational attainment, English
speaking ability and literacy, and employment status and income levels.

THE FOREIGN-BORN POPULATION IN THE UNITED STATES 3
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NUMBER AND PERCENTAGE

'The United States has seen a steady increase in the foreign-born population
since the 1970s. According to the ACS, there were 37.5 million foreign born
individuals in the United States in 2006, representing 12.5% of the total U.S.
population. In 2000, there were 28.4 million, or 10.4% of the population. Be-
tween 2002 and 2006, the level of immigration averaged 1.8 million per year.

Naturalized citizens and refugees are two subgroups of the foreign-born pop-
ulation. Of the 37.5 million foreign-born individuals in the United States in
2006, 15.7 million (almost 42%) were naturalized citizens (Terrazas, Bata-
lova, & Fan, 2007). In 2007, 48,281 refugees arrived in the United States,
with the majority coming from Burma (20%), Somalia (14%), Iran (11%), the
former Soviet republics (9%), and Burundi (9%) (U.S. Department of Health

and Human Services, n.d.).

CoUNTRIES OF ORIGIN

Hispanics and Asians are the two largest groups represented in the foreign-
born population. In 2006, 47% of this population was of Hispanic origin;
31% of this population was born in Mexico. Projections for the size of the
Hispanic population in the future range from 15.5% of the total U.S. popu-
lation in 2010 to 24.4% in 2050 (U.S. Census Bureau, 2004). From 1990 to
2004, the U.S. Asian and Pacific Islander population doubled in size; the
Asian population rose from 7 million to 14 million, and the population of
Pacific Islanders rose from 500,000 to approximately 1 million (Asian Amer-
ican Justice Center and Asian Pacific American Legal Center, 2006).

Other highly represented groups include those from the Philippines (4.4%),
China (4.1%), India (4.0%), Vietnam (3%), El Salvador (2.8%), Korea (2.7%),
Cuba (2.5%), Canada (2.3%), and the United Kingdom (1.8%; Terrazas,
Batalova, & Fan, 2007).

AGE
Data from the 2006 ACS show that the majority of foreign-born individuals
in the United States (71%) are between ages 25 and 64 years; 8.1% are age

4 EDUCATION FOR ADULT ENGLISH LANGUAGE LEARNERS IN THE UNITED STATES
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0-17 years; 9.6% are age 18-24 years; 43.7% are age 25—44 years; 27.2% are
age 45—64 years; and 11.5% are 65 years of age or older.

EpucarioNar ATTAINMENT

'The educational backgrounds of foreign-born adults vary, but the majority
(68%) have earned a high school diploma in either their native country or the
United States. Of those age 25 years or older, 26.7% have a bachelor’s degree
or higher (U.S. Census Bureau, 2006).

ENGLISH SPEAKING ABILITY AND LITERACY
'The English language proficiency of U.S. foreign-born residents also varies
widely. Data from the 2006 ACS reveal the following:

m 52.4% of the 37.2 million foreign-born persons age 5 years and older re-
ported speaking English less than “very well” in 2006, compared with 51%
of 30.7 million in 2000.

m 84% reported speaking a language other than English at home.

m 31.4% live in linguistically isolated households (i.e., one “in which no person
14 years old and over speaks only English and no person 14 years old and over

who speaks a language other than English speaks English ‘very well”).

A recent report claims that 55% of immigrants eligible to naturalize, and
67% of immigrants soon to be eligible have limited English proficiency (Pas-
sel, 2007). Another report argues that 5.8 million legal permanent residents
need English language instruction to pass the naturalization exam and be
able to participate in civic life, 6.4 million unauthorized immigrants will
require English language instruction to pass the naturalization exam and
obtain legal permanent resident status, and 2.4 million immigrant youth age
17-24 years will need English instruction to begin postsecondary education

without remediation (McHugh, Gelatt, & Fix, 2007).

Although many first-generation adult immigrants struggle to become proficient
in English, English language proficiency appears to increase with each subse-
quent generation. For example, the Pew Hispanic Center conducted a study

THE FOREIGN-BORN POPULATION IN THE UNITED STATES 5
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that surveyed 14,000 Latino adults on their ability to speak English (Hakimza-
deh & Cohn, 2007). The study found that while only 23% of first-generation
Latino immigrant adults reported speaking English very well, 88% of second-
generation, U.S.-born Latino adults reported speaking English very well, and
94% of subsequent U.S.-born generations of Latino adults reported speaking
English very well. The study found that the level of education, age of arrival in
the United States, and number of years in the United States had an impact on
Latino immigrants’ ability to speak English very well and to use it often.

'The National Assessment of Adult Literacy (NAAL) (National Center for
Education Statistics, 2003) provided in-depth information about the differ-
ent types of literacy abilities found in native- and foreign-born adults living in
the United States (Kutner, Greenberg, Jin, Boyle, Hsu, & Dunleavy, 2007).
'The NAAL measures adults’ knowledge and skills in prose literacy (text-
based), document literacy (noncontinuous texts), and quantitative literacy
(computations). Participants’ abilities in each of these three literacy domains
are described as below basic, basic, intermediate, or proficient. NAAL data dis-
aggregated by native language and ethnicity show the following:

m Approximately 11 million adults in the United States (5% of the total pop-
ulation) were estimated to be nonliterate in English, as defined by their
inability to complete a minimum number of questions on the assessment.

m Average prose and document literacy decreased as the age at which indi-
viduals learned English increased.

m Of adults who learned English at age 16 years or older, 39% performed at
below basic prose literacy, and 63% who performed at zasic prose literacy
had attended or were currently enrolled in adult ESL classes.

m Of adults who learned English at age 16 years or older and who had never
enrolled in an adult ESL class, 82% had below basic prose literacy, com-
pared with 63% of adults who had attended such classes and 69% of adults
who were currently enrolled.

m Of adults who spoke only Spanish before starting formal schooling, 62%
had below basic prose and quantitative literacy, and 49% had below basic
document literacy.

6 EDUCATION FOR ADULT ENGLISH LANGUAGE LEARNERS IN THE UNITED STATES
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m Average prose and document literacy for adults of Mexican and Central or
South American origin declined, except for those who were still in high
school and those who had a college degree or higher.

m Spanish-speaking adults with below basic prose literacy increased from
35% to 44%.

m Prose, document, and quantitative literacy levels of Asian/Pacific Islander
adults did not change significantly.

m The percentage of the U.S. adult population who spoke only Spanish be-
fore starting formal schooling increased from 5% to 8%. The percentage
who spoke only English before starting school decreased from 86% to 81%
(Kutner et al., 2007).

EMPLOYMENT AND INCOME

Foreign-born adults play a significant role in the U.S. civilian labor force
(defined as individuals age 16 years or older who are employed or seeking
employment). In 2007, 24 million workers—15.7% of the U.S. workforce—
were foreign-born individuals (U.S. Department of Labor, 2008). From 1990
to 2002, the percentage of foreign-born workers grew 76%, compared to a
growth rate of 11% for native-born workers (Grieco, 2004).

Immigrants often earn lower wages than native-born workers. Although they
represented only 12.4% of the total U.S. population, immigrants made up
21% of all low-wage workers in the United States in 2005 and 45% of all
workers without a high school education (Capps, Fortuny, & Fix, 2007). In
2007, the median weekly earnings of foreign-born full-time wage and salary
workers was $554, compared to $722 for native-born workers (U.S. Depart-
ment of Labor, 2008).

A number of factors can affect the income levels of the foreign-born popula-
tion. These include level of education, length of time in the United States,
immigration status, and English language proficiency.

Education. Foreign-born workers age 25 years and older with less than a
high school education earned $405 per week in 2007, compared to $1,057

for those with a bachelor’s degree or higher. Immigrants with bachelors’
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degrees or higher earn almost as much (98.3%) as native-born workers with

equivalent levels of education (U.S. Department of Labor, 2008).

Length of time in the United States. A study conducted in 1997 found that im-
migrants who have lived in the United States for more than 10 years earned
about 10% less per household than native-born individuals (e.g., $45,400 ver-
sus $50,200) (Fix & Passel, 2001). Foreign-born workers with 10 or fewer
years in the United States tended to have lower incomes than those who had
lived in the United States longer.

Immigration status. A study conducted in 2001 found that among immigrant
groups, undocumented immigrants showed the lowest annual household in-
come level, reported at $32,200. Refugees earned more than undocumented
immigrants, $34,000, and legal immigrants earned the most, $44,000 (Fix &
Passel, 2001). A more recent study found that those students who enrolled in
ESL classes, obtained a year of college credit, and received a credential went
on to earn about $7,000 per year more than ESL students who did not con-
tinue their education after exiting ESL classes (Washington State Board for
Community and Technical Colleges, 2005a).

English language proficiency. Martinez & Wang (2005) reported a 46% wage
differential between immigrants who spoke English and those who did not.
Even after adjusting for education and work experience, those who spoke
English earned 12% more than those who did not.

'The 2000—-2005 survey of the U.S. refugee population conducted by the Of-
fice of Refugee Resettlement found that refugees who indicated that they did
not speak English were less likely to be employed (45%) than those who indi-
cated they spoke English (63%). The survey also found that the average hourly
wage of employed refugees who reported speaking English well or fluently at

the time of the survey was $9.07; for refugees who did not speak English at all,
it was $7.95 (U. S. Department of Health and Human Services, 2005).

A study of immigrants in Los Angeles and New York City conducted by the
Urban Institute found similar results. Many of the adult immigrants studied

did not speak English “well” or “at all” (51% in Los Angeles and 38% in New
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York). This group was poorer than immigrants who spoke English “well” or
“very well.” In Los Angeles, 33% of the former group lived below the pov-
erty rate compared with 13% who spoke English well. In New York, 34% of
the immigrants who did not speak English well lived below the poverty rate
compared with 14% who spoke English well (Capps et al., 2002).

GEOGRAPHICAL DISTRIBUTION

Traditionally, the majority of foreign-born individuals have settled in a few states,
the top five in 2006 being California, New York, Texas, Florida, and Illinois,
as shown in Table 1. In 2007, California, Texas, Minnesota, New York, and
Florida were the top five states for initial refugee resettlement (U.S. Department
of Health and Human Services, n.d.). California leads the nation in the number
of foreign-born residents, and Los Angeles has the greatest number of any city in
the country: 36% of its 9.9 million residents and 46% of the workforce are foreign
born, and approximately 2 million residents are considered limited English pro-

ficient (Fix, McHugh, Terrazas, & Laglagaron, 2008).

Table 1. Top Five U.S. States by Number of Foreign-Born Residents in 2006

State Number of Foreign-Born Residents in 2006

California 9,902,067
New York 4,178,962
Texas 3,740,667
Florida 3,425,634
lllinois 1,773,600

Source. Terrazas, Batalova, & Fan, 2007.

At the same time, as shown in Table 2, many other states have experienced
recent growth in foreign-born populations. From 2000 to 2005, 14 states
experienced an increase of 30% or more (Jensen, 2006; McHugh, Gellatt,
& Fix, 2007). One reason for this trend is that immigrants are settling in
states with employment opportunities in construction, industry, and tourism

(Singer & Wilson, 2006).
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Table 2. Top Five U.S. States by Increase in Foreign-Born Population Between 2000 and 2006

State Percentage Increase in Foreign-Born Population from 2000 to 2006

Delaware 53.1% (from 44,898 to 68,722)
South Carolina 51.8% (from 115,978 to 176,018)
Nevada 50.3% (from 316,593 to 475,914)
Georgia 48.9% (from 577,273 to 859,590)
Tennessee 48.7% (from 159,004 to 236,516)

Source. Terrazas, Batalova, & Fan, 2007.

ECONOMIC CONTRIBUTION OF IMMIGRANTS TO U.S. SOCIETY

Immigrants accounted for 51% of U.S. labor force growth between 1996 and
2002, while they constituted just 14% of the total U.S. population (Orrenius,
2003). Although data are limited and localized, and various groups consid-
ering this topic have come to different conclusions, some studies indicate
that immigrants have a positive effect on the economy of the United States
(Waslin, 2008). For example, in Arizona in 2004, immigrant workers con-
tributed an estimated $2.4 billion to the state tax revenue. After estimated
immigrant-related fiscal costs of $1.4 billion (for education, healthcare, and
law enforcement), the net 2004 fiscal impact of immigrants in Arizona was
approximately $940 million (Gans, 2007). Another study found that from
2002 to 2004, Florida’s immigrant workers each contributed almost $1,500
more per year in federal, state, and local taxes than they received in benefits
such as Social Security, supplementary income and assistance, food stamps,
and Medicaid (Eisenhauer, Angee, Hernandez, & Zhang, 2007). More re-
search is needed on this question to gain a better understanding of the roles
of native- and foreign-born adults in the U.S. economy.

SUMMARY

A complete picture of the nationalities, educational attainment, English lan-
guage proficiency, and employment status of foreign-born individuals in the
United States is helpful in understanding who they are and how their unique
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needs might best be served in adult education programs. These factors also
influence their children’s socioeconomic status and education. Further col-
lection and analysis of disaggregated data on the foreign born from a variety
of sources, including the U.S. Census Bureau, labor and economic reports,
and educational measurements, will continue to inform decisions and policies
related to immigrant integration in the United States.

THE FOREIGN-BORN POPULATION IN THE UNITED STATES

11

03/2/2010 8:01:20AM‘ ‘



‘ ‘ CAL-002-V7.indd 12

03/2/2010 8:01:20AM‘ ‘



‘ ‘ CAL-002-V7.indd 13

Il Participation of
Foreign-Born Adults in
Adult Education Programs

'This section describes the funding for and structure of adult education pro-
grams, factors that influence the participation of English language learners in
these programs, and outcomes of their participation.

FEDERAL FUNDING FOR ADULT EDUCATION

Under the Adult Education and Family Literacy Act, the federal government
provided $564,079,550 in grants to states for program year 2004-2005 for
adult education programs. Nationally, this amount represented approximately
26% of the total amount spent in states and local communities to support
adult education and literacy (U.S. Department of Education, 2007a). From
the federal monies that states receive, each state awards 82.5% to adult basic
education providers and keeps 17.5% for program improvement activities and
administrative expenses (U.S. Department of Education, 2005a).

PROGRAM ADMINISTRATION

Although the majority of federally funded adult basic education programs are
administered by local school districts, community-based organizations, and
community colleges, the sites where these services are provided vary consid-
erably. In fiscal year 2003, these sites included public schools, adult learning
centers, community centers, adult correctional facilities, faith-based facilities,
workplaces, community colleges, libraries, and learners’ homes (U.S. Depart-

ment of Education, 2005b).
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ADULT LEARNER PARTICIPATION IN PROGRAMS

In program year 2006—2007, there were 1,101,082 adults of all ages, nation-
alities, native languages, and English proficiency levels enrolled in federally
funded, state-administered English as a second language (ESL) programs in
the United States (46% of adults enrolled in these programs. The five states
with the highest number of English language learners enrolled in these pro-
grams were California (414,568), Florida (117,773), New York (77,327),
Illinois (70,001), and Texas (59,174) (U.S. Department of Education, 2008Db).
Of those enrolled,

m 48% were enrolled in literacy or beginning-level ESL classes
m 3% were age 16-18 years, 19% were 19-24, 56% were 25-44, 17% were
45-59, and 5% were 60 or older (U.S. Department of Education, 2008b)

According to the National Household Education Survey of 2005, 1% of
the 211,607 adults surveyed reported taking an ESL class within the pre-
vious 12 months (O’Donnell, 2006). Most of these classes were held in
public schools, adult learning centers (46%), and postsecondary schools
(37%). 'The average number of ESL classroom instructional hours per
learner was 72.

In a related study, combined data from the National Household Education
Surveys of 2001 and 2005 found that an average of 54% of adults surveyed
(between the ages of 16 and 64) reported participating in at least one formal
learning activity during the 12 months prior to the survey. Adults with no
high school credential (4.4%) were more likely to be enrolled in ESL class-
es than those with a General Educational Development (GED) certificate
(0.4%), a high school diploma (0.9%), some college (1%), or a bachelor’s de-
gree or higher (0.6%) (Kienzl, 2008).

FACTORS RELATED TO LEARNER PARTICIPATION IN PROGRAMS

Many factors can have an impact on learner participation in adult educa-
tion programs. Learner factors include work schedules, family responsibilities,
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opportunities to learn and use English outside of an instructional setting,
marital and family status, and personal motivation. Program factors include
availability of classes, class schedules and locations, instructional setting, type
of entry into the program (open or managed enrollment), length of courses
and frequency of classes, and training and expertise of the teachers (National
Center for ESL Literacy Education, 2003; Teachers of English to Speakers
of Other Languages, 2003).

An important program factor is availability of classes. The National Associa-
tion of Latino Elected and Appointed Officials conducted a study to examine
the wait times associated with popular adult ESL programs across the coun-
try (Tucker, 2006). Among 176 adult ESL providers surveyed, 57% reported
that their wait list was from a few weeks to more than 3 years. In some parts
of the country, such as New York City, waiting lists have been abolished,
because the wait has become too long. Rather than put students on waiting
lists, some programs place students in available classes that may not meet the
students’ specific goals or are not the appropriate instructional level, in the
hope that space in a suitable class will open up.

LENGTH OF TIME AND INTENSITY OF INSTRUCTION FOR ADULTS
TO ACQUIRE A SECOND LANGUAGE

'There is limited research on the length of time it takes adults to acquire a second
language (e.g., Collier, 1989; Competency-based Mainstream English Language
Training Resource Package, 1985). Extrapolating from the studies of children’s
language acquisition cited below, it appears that it can take several years. For ex-
ample, studies suggest that school-age children need 23 years to develop social
language (conversational skills) and 5-7 years to acquire the academic language
proficiency needed to reach parity with native English speakers (Cummins,
1991; Thomas & Collier, 1997). Moreover, school-age children usually attend
school 5 days a week for approximately 6 hours a day, which is considerably
more hours of instruction than adult education programs provide. Therefore,
when considering factors that affect gains in English language proficiency and
other educational outcomes, it is important to keep in mind the amount of time
that may be required for adults to reach the goals that are set.
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McHugh, Gelatt, & Fix (2007) examined the number of instructional
hours needed for the approximately 5.8 million adult lawful permanent res-
idents currently in the United States to reach a level of proficiency necessary
for civic integration or to begin postsecondary education. They found that
an estimated 103 hours of study per person per year for 6 years would be
necessary (600 million hours of English language instruction per year for
6 years for over 5 million immigrants). This number of instructional hours
is comparable to the number provided to immigrants in other countries,
such as Australia and Germany). However, the costs of implementing such
a plan would be significant.

'The Center for Applied Linguistics examined the National Reporting Sys-
tem (NRS) educational level gain of 6,599 adult English language learners,
as measured by the oral proficiency assessment BEST' Plus (Young, 2007).
'This descriptive study found that the more hours of instruction received and
the higher the intensity of instruction, the greater the rate of gain across the
six NRS educational functioning levels. The effect of instructional hours was
particularly strong for students who pretested at the Beginning ESL Literacy
level (21% difference in gain between those with the least number and those
with the greatest number of instructional hours) and the Advanced ESL level
(16% difference). There was also a general trend toward greater NRS level gain
for students with high levels of instructional intensity than for those with low
intensity. Intensity of instruction had the greatest effect on students in the

Beginning ESL Literacy, Low Intermediate, and Advanced ESL levels.

Transition from noncredit to academic studies is another measure of prog-
ress in English language development. A 7-year longitudinal study of 38,095
noncredit and 6,666 credit ESL students at the City College of San Fran-
cisco (CCSF) examined students’ rate of persistence and advancement in
academic coursework from the noncredit ESL program through the credit
ESL program and beyond (Spurling, Seymour, & Chisman, 2008). Sixty-
seven percent of CCSF’s noncredit ESL students began at the lowest NRS
levels (Beginning ESL Literacy and Low Beginning). Of these noncredit
participants, 44% advanced only one level within the six NRS educational
tunctioning levels. The students most likely to advance were those with the
most instructional hours; on average, students who advanced a level had re-
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ceived 100 instructional hours. Students age 16—19 years were more likely
to advance than other students and were more likely to transition to credit
programs. Most of the transition students had reached the NRS Intermediate
level prior to leaving the noncredit ESL program. According to the report,
those students who transitioned from noncredit ESL to credit ESL and be-
yond performed as well as or better than those students who began in credit
ESL or other credit programs at the college.

EDUCATIONAL OUTCOMES
In program year 2006 —-2007, 39% of students enrolled in ESL classes advanced
to the next proficiency level. Table 3 gives information on the percentage of

students making gains at each ESL level in the NRS (www.nrsweb.org).

Table 3. State-Administered Adult Education Programs. Educational Gains by Educational
Functioning Levels. English Literacy. 2006 — 2007 Program Year.

Level Number Enrolled Percentage Completing Level
ESL Beginning Literacy 192,667 38%
ESL Beginning Low 148,712 40%
ESL Beginning High 189,888 46%
ESL Intermediate Low 258,714 42%
ESL Intermediate High 163,972 40%
ESL Advanced 147,129 22%
Total 1,101,082 39%

Source. U.S. Department of Education, 2008b.

'The NRS also collects information about learner outcomes beyond educa-
tional functioning levels, including information about obtaining and retaining
employment, earning a high school degree or equivalency diploma, and en-
tering a postsecondary education program. At the time of this report, the
U.S. Department of Education did not disaggregate ESL student data from
general adult education data for these additional outcomes, although it is safe
to assume that many of the learners who got and kept jobs, and at least some

PARTICIPATION OF FOREIGN-BORN ADULTS IN ADULT EDUCATION PROGRAMS 17

03/2/2010 8:01:23 AM‘ ‘



of those who achieved their GED, were English language learners. Outcomes
for general adult education for program year 2006 —2007 are provided below:

m 19% of the 2,408,525 learners enrolled in adult basic education (ABE,
adult secondary education [ASE], and ESL) entered postsecondary educa-
tion or training at the conclusion of instruction

m 31% of all students entered the workforce

m 34% of all students retained employment

m 44% of these 2.5 million students were English language learners

m 44% (1,070,341) were Hispanic (U.S. Department of Education, 2008b)

SUMMARY

Because a variety of adult English language learners enroll in a diversity of
programs across the United States, no one program model has proven to be
consistently effective in serving these learners. English language acquisition
rates are affected by both personal and program-related factors, such as avail-
ability of classes, learner motivation, and learner attendance and persistence.
There are different ways to measure and track English language ability and
progress; the assessments that are used to measure progress through the NRS
are discussed in chapter VI of this publication.
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'V Program Design
and Instructional Practice

Because of the growing demand for English as a second language (ESL)
classes, qualified personnel to work with adult English language learn-
ers, and appropriate resources to support these efforts, critical issues have
emerged in program design and instructional practice, professional develop-
ment and teacher quality, and assessment and accountability. At the same
time that changes in federal policy are calling for increased accountability for
all programs receiving federal funding, programs are confronted with serving
populations of adult learners that they may not have served in the past. Adult
learners need to prepare for the complexities of modern life, particularly the
workplace, and equip themselves with the skills necessary for success. This
section focuses on the types of programs available to these learners and on
specific instructional approaches.

STATE OF THE FIELD

Adult ESL programs serve a diverse population through a variety of funding
streams, depending on learners’ status (e.g., immigrants, refugees, asylees),
goals (e.g., basic or functional literacy, family literacy, workplace education,
citizenship preparation), and circumstances (e.g., farm workers, displaced
workers, incarcerated youth and adults). The diversity of learner populations
served, program settings, systems of delivery, and instructional philosophies
result in a wide range of program designs and instructional practices.

In general, the hallmark of adult ESL programs is flexibility. To be effective,
programs need to offer classes that vary in terms of scheduling, location,
duration, and content in order to maximize learning opportunities while ac-
commodating the realities and constraints of adult learners’ lives.

PROGRAM DESIGN AND INSTRUCTIONAL PRACTICE 19
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ProGraMm TYPES

Adult ESL programs seldom provide only language and literacy instruction.
'They may also provide English language learners with access to informa-
tion they need for success in their roles as parents, employees, consumers,
and lifelong learners in their new land. (See descriptions of adult education
tor English language learners in Burt & Mathews-Aydinli, 2007; Hughes
& Karp, 2006; Mathews-Aydinli, 2006; National Center for ESL Literacy
Education, 1998; Taylor, 1997; Teachers of English to Speakers of Other
Languages, 2003; Weinstein-Shr & Quintero, 1995; Wrigley & Guth, 1992.)
'The most common types of programs and classes for adult English language
learners are described below.

w Lifeskills or general ESL classes focus on development of general English lan-
guage skills. Language skills are often developed in the context of topics or
tunctions of daily life, such as going to the doctor, getting a job, shopping,
or managing money.

w Family literacy programs address the family as a whole, providing English
language and literacy instruction for adults and children. Often, these pro-
grams include parenting elements and information that parents can use
to promote their children’s literacy and general educational development.
Some programs, such as Even Start, are collaborations between K-12 and
adult education programs.

w English literacy/civics (EL/civics) programs integrate English language in-
struction with opportunities to learn about civil rights, civic participation
and responsibility, and citizenship. While instruction of this type has been
offered for some time, there is new interest in developing EL/civics classes
since a specific EL/civics initiative was enacted by the Office of Vocational
and Adult Education, U.S. Department of Education in fiscal year 2000.
Outcomes (e.g., manuals and curricula) from the seven demonstration
grants awarded are available for program planning and use (www.ed.gov/
about/offices/list/ovae/pi/AdultEd/elcnote.html).

w Vocational ESL (VESL) programs prepare learners for jobs. These programs
may concentrate on general pre-employment skills, such as finding a job
or preparing for an interview, or they may target preparation for jobs in
specific fields, such as horticulture or hospitality.
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w Workplace ESL classes focus on developing and improving English language
skills that are directly relevant to the work setting. They may be offered
at the workplace during the work day, before or after the work day, or in
a mixed configuration, with the first hour of the class, for example, held
during the work day and the second after work. Workplace classes may be
tunded by the company, by the labor union, through a grant from the U.S.

government or a foundation, or through a combination of funding sources.

INSTRUCTIONAL FORMATS

Given the increasing demand for adult ESL instruction, large classes and
classes of learners with widely varying English language proficiency levels
(multilevel classes) are not uncommon. In fact, in some parts of the country,
multilevel classes are the only option for offering ESL instruction (IMathews-
Aydinli & Van Horne, 2006; National Center for ESL Literacy Education,
1998; Teachers of English to Speakers of Other Languages, 2003).

Technology provides additional instructional options in the classroom,
through distance education and in extended self-study options. ESL teach-
ers use technology both as an instructional tool (e.g., integrating multimedia
packages and PowerPoint presentations into instruction) and as instructional
content (e.g., learning word processing programs, using the Web to access
information, and using English through email communications). Similarly,
distance learning has become an area of interest for many adult educators
(National Center for the Study of Adult Learning and Literacy, 2003). The
Office of Vocational and Adult Education is exploring the feasibility of devel-
oping a national portal for adult learning, Strengthening Programs through
Technology (U.S. Department of Education, 2005b). While computers and
the Internet play an increasingly larger role in adult ESL learners’ and teach-
ers’ lives at work and at home, there are still segments of both populations
that could benefit from easier access to this type of technology and the infor-
mation it conveys (Children’s Partnership, 2000; Terrill, 2000).
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CONTENT AND PROGRAM STANDARDS

Across intructional settings, there is a recent emphasis on the development
of English language acquisition content and program standards to ensure the
quality and consistency of the content and programs provided to learners. Con-
tent standards are broadly defined as what learners should know and be able to
do in a certain subject or practical domain (American Institutes for Research
and U.S. Department of Education, 2005; Kendall, 2001). Content standards
are the foundation for designing curricula, instruction, and assessment, but
they do not stipulate the types of lesson plans, activities, or teaching meth-
odologies that should be used. In the education of adults learning English,
content standards offer teachers and program administrators a shared vision
of the education to be provided and offer students guideposts to follow as they
make progress in learning English (Schaetzel & Young, 2007; Young & Smith,
2006). Although there are no national content standards, some states and two
national adult education organizations—the Comprehensive Adult Student
Assessment Systems (CASAS) and the University of Tennessee at Knoxville—
have developed content standards. There are similarities across states’ content
standards, but overall they reflect the unique approaches to teaching adult Eng-
lish language learners that have been developed by each state. The Office of
Vocational and Adult Education has established a Content Standards Ware-
house (www.adultedcontentstandards.ed.gov) to facilitate states’ development
and use of content standards. The warehouse features standards from 12 states,
CASAS, and University of Tennessee at Knoxville; a guide for establishing
content standards; and field resources, including examples of content standards

from other countries and information on how to implement them.

In addition to content standards to guide instruction and learning, program
standards have been developed by the Teachers of English to Speakers of Other
Languages (TESOL; 2003) to define the components of quality ESL education
programs. Program indicators in nine areas (program structure, administration,
and planning; curriculum and instructional materials; instruction; learner re-
cruitment, intake, and orientation; learner retention and transition; assessment
and learner gains; employment conditions and staffing; professional development
and staff evaluation; and support services) can be used to review an existing pro-
gram or as a guide for establishing a new program (Peyton, 2005).
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LEARNER TRANSITIONS

Transitioning English language learners through the upper levels of ESL
courses and into and through programs that will help them attain their goals,
such as those leading to a 2-year associate’s degree in a vocational program, is
another area of emphasis. A study of ESL services at community colleges carried
out by the Council for Advancement of Adult Literacy (CAAL; Chisman &
Crandall, 2007) examined five community colleges that exceed national and
state norms in learner gains and transitions. The study showed that these
colleges had developed innovative strategies for improving services to help
learners progress and attain their goals. The following three strategies were
identified for increasing learner gains:

m Deliver high-intensity programs with managed enrollment.
m Expand learning outside the classroom.
m Adapt curricula to learner needs.

These colleges also use the following strategies to increase learner transi-
tion rates:

Integrate English language learning with college preparation.

Co-enroll students in English and community college content classes.

Design VESL programs.
Offer the GED in Spanish.

Offer strong learner guidance and counseling systems.

Mathews-Aydinli (2006) highlights the importance of addressing non-
academic factors in tr