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CCAST 

 
The Checklist for Cross-cultural Administration of Standardized Tests (CCAST) is  
a tool for documenting cultural and linguistic modifications to standardized 
assessment instruments. It will assist with selecting appropriate instruments and 
procedures, making and documenting good evaluation and interpretation decisions. 
CCAST is based upon research cited in Assessing Minority Students (Collier, 1988) 
and Separating Difference from Disability: Assessing Diverse Learners (Collier, 
2001). It is part of our recommended 7 Steps for Separating Difference and 
Disability.1 CCAST should be used with any instrument normed on a population 
different from that of the student of concern. Hammill (1987) notes that assessment 
results are merely observations of behavior that must be interpreted to give them 
meaning. The results of assessment procedures must be interpreted in light of 
sociocultural information as well as performance during formal evaluation. The 
CCAST guides the selection and use of evaluative procedures with culturally and 
linguistically diverse students by modifying and guiding the scoring and 
interpretation of test results. It includes reviewing the test before administration to 
identify possibly biased or questionable items, modifying the interpretation of 
student errors, re-scoring potentially biased items, and comparing the results of 
alternative scoring. 

 

The team reviewing and monitoring test use with specific groups of students can 
develop a resource file of the CCAST checklists. The resource file of the various 
checklists generated should be kept available for instructional support teams and 
multidisciplinary teams who may be considering similar instruments or procedures 
in the future. 

 

What Does The CCAST Do 
 

The CCAST guides a team or individual using standardized tests through 
documentation of possible modifications for culture and language necessitated in 
cross-cultural situations. The CCAST provides a useful way to document 
assessment information related to evaluating culturally and linguistically diverse 
students for placement in special services.      It may be used to plan the selection of 

 
1  Collier, 2010 
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specific intensive learning and behavior interventions for culturally/linguistically 
diverse students as part of an evaluation and staffing. It may be used to identify 
areas remaining to be evaluated concerning a student’s learning and behavior 
problems. It may also be used as part of formal documentation of compliance with 
Office of Civil Rights regulations about the use of standardized instruments with 
diverse learners outside the norming sample of specific tests and tools. The CCAST 
is also a successful tool when used for substantiating decisions to modify testing 
evaluation and assessment procedures. 

 

How To Use The CCAST 
 

The team members involved in evaluating the needs of a particular diverse learner 
should review each individual instrument or procedure that they intend to use in this 
evaluation for appropriateness and potential modification. Each review of a 
standardized instrument or procedure is done in relation to a specific student profile. 
Assessment administration resource files on groups of students sharing cultural and 
linguistic characteristics should be kept available for instructional and 
multidisciplinary staffing teams. 

 

Record the student profile information on the top of the CCAST: name, age, 
ethnicity, language proficiency, and level of acculturation. Write the name of the 
test, procedure, or instrument being examined. Describe the learning and behavior 
problems to be evaluated; be specific. 

 

There are three sections for documenting modifications in administration and 
interpretation. These are Analysis of Content, Modifications, and Scoring and 
Interpretation. There is a final section for recording comments about test 
modification and administration with specific populations of  students. 

 

If the rescoring shows little difference in performance, further student assessment is 
needed to determine eligibility for placement in special education. However, the 
influence of sociocultural factors should not be ruled out. If the rescoring shows 
moderate difference in performance, the student may need further eligibility 
assessment and programming that will address language and acculturation needs. If 
the  rescoring  shows  considerable  difference  in  performance,  the  student  needs 
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language  and  acculturation  assistance. However,  possible  disabling  conditions 
cannot be ruled out as a factor in learning and behavior problems. 

 

Guidelines For Specific Items 
 
 
1. Analysis of Test Content 

 
Document your analysis of the content of the test by considering the eight questions 
under “Analysis of Test Content.” You will need to review the test manual and 
descriptions of norming and standardization procedures to answer these questions. 
Your team should include resource personnel from the particular ethnic or cultural 
community as the student under consideration. 
This section of the CCAST asks your team to rate the degree to which the instrument, 
without modifications, addresses areas of known test bias that can affect its validity 
and reliability for specific populations. 

 
 

I.  Analysis of Test Content Degree of Applicability 
Yes No 

Issues to consider: 5 4 3 2 1 
Is the student’s ethnic and cultural group part of the 
sample? 

     

Is the student’s socioeconomic group part of the sample?      
Is the student’s language or dialect group part of the 
sample? 

     

Is the specific focus of concern included in the test?      
Are the questions in the test familiar to the student?      
Has the student’s level and rate of acculturation been 
identified? 

     

Does the student have experience with the items 
illustrated? 

     

Does the student have experience with the tasks and 
processes used? 

     

Column Totals      
Applicability of Unmodified Content/Procedures to Student/Group: Applicability 

Score 
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Under “Degree of Applicability,” rate the degree to which the instrument 
addresses ethnicity, language/dialect, focus of concern, and level of 
exposure. Use the comment section to note specific examples of how this is 
addressed in the instrument. 

 
Total the scores in each column, i.e. all the 5’s, all the 4’s, etc. Then add these points 
together and put the total in the box labeled “Applicability  Score.” 

 
 

Score Range Degree of Applicability 
8-13 Not appropriate for use with this student. 

14-20 Will need extensive modification to be valid. 
21-27 Must modify most items and procedures. 
28-34 Appropriate with specific modifications. 
35-40 Appropriate for use with this student without 

modification. 
 

Remember that the CCAST process provides you with documentation that supports 
your evaluation and placement decisions, particularly regarding potential 
compliance issues. Therefore, the more detail and explanation you provide, the more 
useful the CCAST will be as a resource for you and other district  personnel. 

 

2. Modifications 

 
This section records the degree of test applicability after modifications have been 
made. Consider the eight questions under “Modifications.” Elements of the test that 
are highly divergent from the student’s culture or language should have been 
identified. With enough lead-time, identify alternative ways of eliciting the desired 
knowledge. 
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II.  Modifications Degree of Modification 
A Lot Very Little 

Issues to consider: 5 4 3 2 1 
The examiner modified the time on each task.      
The examiner modified the administration procedures.      
The examiner used a trained interpreter.      
The examiner tagged problem items ahead of 
administration. 

     

The examiner used review, test, retest procedures on 
problem items. 

     

The examiner tagged problem illustrations ahead of 
administration. 

     

The examiner modified item protocols.      
The examiner used a normed translated version of the 
instrument. 

     

Column Totals      
Applicability of Modified Content/Procedures to Student/Group: Applicability 

Score 

 
Under “Degree of Applicability,” rate the degree to which the examiner modified 
time, procedures, items, illustrations, protocols, etc. Use the next section to note 
specific examples of how this was addressed during testing. 
Total the scores in each column, i.e. all the 5’s, all the 4’s, etc. Then add these points 
together and put the total in the box labeled “Applicability  Score.” 

 
 

Score Range Degree of Applicability 
8-13 Little to no modification was done on this test. 
14-20 Few modifications were made. 
21-27 Specific modifications were necessary. 
28-34 Most items and procedures had to be modified. 
35-40 Complete modifications were necessary. 

 
Record the Degree of Applicability for both the unmodified and modified instrument 
on the summary page. 
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3. Scoring and Interpretation 

 
The test or procedure should now be administered and the results analyzed for 
sociocultural divergence. In the column marked “Assessment Item,” list each 
examination area. The unmodified, standard score should be written in the column 
labeled “Standard Score.” 

 
 

III.  Scoring and Interpretation 

Assessment Item Modifications Standard 
Score 

Modified 
Score 

    
    
    
    
    

 
Answers to items previously identified as being problematic should be examined. 
These should be marked, set aside, re-administered in alternative form, rescored, or 
specifically discussed in your interpretation. 

 

If alternatives have been developed, these should be given and the results recorded 
and discussed in your interpretation. Under “Modifications,” describe the changes 
made in item, task, illustration, or procedure. When items are found to be incorrect 
according to the manual, compare them with reported dialect and linguistic features 
of the student’s language. If the responses are correct according to the linguistic 
rules of his/her language, record a second set of scores with these items marked 
correct. Rescore each item allowing credit for those items that are considered correct 
in the student’s language and culture, or have been modified to a more appropriate 
form. 

 

This page provides a structure for documenting your comparison of the student’s 
performance scores. Record the specific item or area in which divergence occurred 
and note any specific issues in the comment area. 



 2016 Dr. Catherine Collier 
All Rights Reserved 

11  

 
 
 
 

CCAST 
 

Under “Modified Score,” record the student’s score for the item when an alternative 
form was used or when accepting the student’s culturally or linguistically 
appropriate response. Compare both sets of scores with the norms in the manual. 
The modified scores will probably be higher than those scored by the manual. 
However, students who are truly disabled in the area being assessed will score low 
no matter how the test is scored. If the modified scores are significantly higher than 
the standard, unmodified score, the student is likely to have the knowledge or skill 
being tested, but may need instruction in transferring that knowledge or skill in 
English. 

 
When reporting the results of this test, indicate where the adjustments were made in 
the protocol, content, and scoring. Be sure to describe what was done, and the 
differences in the student’s responses after each modification. 

 

4. Summary 
This section provides side-by-side documentation of the instrument’s 
appropriateness for this particular student and a place to record the student’s scores 
in relation to the modified and unmodified procedures. You can use this as formal 
documentation to support your interpretation of specific assessment results on 
standardized instruments. 

 
 

IV.  Summary 

Standard Modified 

Unmodified Applicability  Modified Applicability  

Unmodified Scores  Modified Scores  
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Enter the unmodified applicability rating in the first box under “Standard” and the 
modified applicability rating in the first box under “Modified” to represent the two 
versions of your assessment. Then in the boxes next to “Unmodified Scores” under 
Standard, enter the specific items, sections, or elements of the test and the scores you 
obtained for this particular student. Enter the modified scores for each item, section, 
or element that you modified to better reflect his or her cultural or linguistic situation. 

 
5. Comments 

 
This section provides an opportunity for the examiner and assessment team to 
summarize modifications to the test instrument, testing procedures, and general 
remarks about specific assessment tools in relation to a specific student population 
or speech/language issue. This is also where the reviewers can sign off on the 
CCAST. 

 

6. Summary Notes on Particular Tests 

 
A resource file of the CCAST checklists can be developed. The resource file of the 
various checklists generated should be kept available for instructional support teams 
and multidisciplinary teams that may use specific standardized tests with particular 
groups of culturally and linguistically diverse learners. A copy of the CCAST should 
be attached to the evaluator’s report as documentation of scoring and  interpretation. 

 

A number of summary table forms are included in this manual to assist with these 
resource files. 
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1.  Name of Test: 

Unmodified Applicability: Modified Applicability: 

Comments on test 

 
Enter the name of each test for which you used the CCAST process. Enter the 
unmodified applicability rating and the modified applicability rating for each test. 
Under “Comments” enter your thoughts about modifications and interpretation 
issues related to this test for specific populations. 
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Cross-Cultural Administration of Standardized Tests 
 

Student:   Age:   Ethnic Background:                     
Language Proficiency:  L1    L2  L3                    
Level of Acculturation:     AQS Score:  
Standardized Test:           

 
I.  Analysis of Test Content Degree of 

Applicability 

Yes No 

Issues to consider: 5 4 3 2 1 

Is the student’s ethnic and cultural group part of 
the sample? 

     

Is the student’s socioeconomic group part of the 
sample? 

     

Is the student’s language or dialect group part of 
the sample? 

     

Is the specific focus of concern included in the 
test? 

     

Are the questions in the test familiar to the 
student? 

     

Does the student have experience with the items 
illustrated? 

     

Has the student’s level and rate of acculturation 
been identified? 
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Does the student have experience with the tasks 
and processes used? 

     

Column Totals      
Applicability of Unmodified Content/Procedures to 
Student/Group: 

Applicability 
Score 

 
II. Modifications Degree of 

Modification 

A Lot Very Little 

Issues to consider: 5 4 3 2 1 

The examiner modified the time on each task.      

The examiner modified the administration 
procedures. 

     

The examiner used a trained interpreter.      

The examiner tagged problem items ahead of 
administration. 

     

The examiner tagged problem illustrations 
ahead of administration. 

     

The examiner used review, test, retest 
procedures on problem items. 

     

The examiner modified item protocols.      

The examiner used a normed translated version 
of the instrument. 

     

Column Totals      
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Applicability of Modified Content/Procedures to 
Student/Group: 

Applicability 
Score 
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III.  Scoring and Interpretation 

Assessment Item Modifications Standard 
Score 

Modified 
Score 
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IV.  Summary 

Standard Modified 

Unmodified Applicability  Modified Applicability  
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Reviewer(s): 

   
Date of 

Review:    
 
 

 

 
 

V.  Comments 
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Summary Notes on Particular Tests 
 
 

1.  Name of Test: 
Unmodified Applicability: Modified Applicability: 
Comments on test 

2.  Name of Test: 

Unmodified Applicability: Modified Applicability: 
Comments on test 

3.  Name of Test: 

Unmodified Applicability: Modified Applicability: 
Comments on test 
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4.  Name of Test: 

Unmodified Applicability: Modified Applicability: 

Comments on test 

5.  Name of Test: 
Unmodified Applicability: Modified Applicability: 

Comments on test 

6.  Name of Test: 
Unmodified Applicability: Modified Applicability: 
Comments on test 
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7.  Name of Test: 

Unmodified Applicability: Modified Applicability: 

Comments on test 

8.  Name of Test: 
Unmodified Applicability: Modified Applicability: 

Comments on test 

9.  Name of Test: 
Unmodified Applicability: Modified Applicability: 
Comments on test 
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10.  Name of Test: 

Unmodified Applicability: Modified Applicability: 

Comments on test 

11.  Name of Test: 
Unmodified Applicability: Modified Applicability: 

Comments on test 

12.  Name of Test: 
Unmodified Applicability: Modified Applicability: 
Comments on test 
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Making A Decision 
This is an excerpt from the Separating Difference and Disability Workbook2 about making 
decisions about culturally and linguistically diverse (CLD) students who have learning and 
behavior problems, including English Language learners (EL). 

 

Referral to Special Education 
Berkeley, Bender, Paester, and Sanders (2009) state that in all three-tier RTI models, 

special education placement is considered a separate process that occurs after instruction and 
remediation interventions have been exhausted. However, they note inconsistencies regarding 
when the special education referral process can be initiated. 

Although many programs consider a formal referral to special education only after students 
have progressed through tiers of intensive intervention, many others allow special education 
referrals to be made at any point in the instruction and intervention process. For EL and CLD 
students, this must be accompanied by documentation showing the extent to which language and 
culture transition issues are contributing to the presenting concern and that these are not the 
“determining factor” for placement in special services. 

It takes time to collect and analyze this documentation, but setting arbitrary time limits on 
referral is not an option. In an advisory letter to school administrators in the spring of 2015, the 
federal department of education noted that it is impermissible for districts to have a policy of 
delaying disability evaluations of EL students for special education and related services for a 
specified period of time based on their EL status. 

Referral is a crucial element of the assessment process, as misinterpretation of referral data 
may have considerably adverse effects on students, especially those from different cultural 
backgrounds (Stefanakis, 1998). A formal referral indicates the need for more complete and 
comprehensive assessment, based in part on the fact that insufficient progress has been made as a 
result of pre-referral interventions. In their study, however, Ysseldyke  and Algozzine (1982) 
found that the decision to place a student in special education was primarily based on the teachers' 
reasons for referral, even when the results of academic and behavioral assessment measures did 
not support their opinions. 

The element of referral in the problem solving process is thus an extremely important area 
of concern for EL and CLD students. The initial task of the team who receives the formal referral 
is to determine whether a comprehensive evaluation is warranted, based on the data and 
information gathered during instruction and intervention. 

At this point, cultural and linguistic factors should already have been considered and found 
to not be significant contributing factors to the student's problem(s). To facilitate this decision, a 
checklist is often helpful. Following are examples of what should be included along with such a 
checklist. I have provided an example of such a checklist in the Forms section at the end of this 
chapter. 

• Document that student received sufficient prior instruction. 
 

2  Collier, 2016 
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• Document that acculturation and language issues were addressed during the instruction and 
intervention process in adequate and sufficient manner. 

• Document that acculturation and language issues can be excluded as significant factors in 
the student’s problems. 

• Document that instruction and intervention was appropriate and sufficient to determine the 
student’s capacity to achieve when provided with specific  interventions. 

• Document that instruction and intervention was appropriate and sufficient to resolve the 
students presenting problems. 

• Document that the student’s response to instruction, strategies and interventions was 
inappropriate, inadequate, unresolvable, or otherwise troubling. 

• List unanswered questions. 
 

At the time of deciding that something other than learning opportunities, access to prior 
instruction and intervention, etc. is causing the presenting problem, the team should ensure that all 
pertinent information gathered during instruction, screening and intervention activities is compiled 
and available prior to moving to recommend formal evaluation for special services. The team 
deciding that the student may have a learning problem beyond that common to other ESL students, 
will facilitate the process by succinctly and objectively outlining in their documentation form the 
suspected problem and the information obtained during the intervention stage. This includes 
ensuring that sociocultural factors have been considered and, though part of the CLD student’s 
learning and behavior profile, have been found to not be significantly contributing factors to the 
student's problems. In essence, one purpose of intervention activities is to gather sufficient 
information to ascertain the role of sociocultural factors in the exhibited learning and behavior 
problems. 

 

If the referral portion of the assessment process is completed appropriately and a formal 
referral to staffing is made, the following items will be evident: 

1. Sociocultural information that has been compiled suggests whether acculturation, culture, 
and language factors are primary contributors to the student's learning or behavior problem 
or that other factors contribute significantly to the suspected learning and behavior 
problem; 

2. Specific attempts to remedy the problems through the use of appropriate instruction and 
interventions were completed and insufficient progress was made; 

3. All information, instruction, interventions, and screening data were monitored regularly 
and over specific problem solving periods of time. 

4. All data compiled from the progress monitoring during problem solving or RTI sessions 
was documented accurately and organized prior to a full evaluation; 

5. Data compiled during problem solving sessions was used to guide assessment procedures 
used in the evaluation; 

6. The decision is made that the CLD student's learning and behavior problems are more 
complex than can be assessed through the problem solving process;  and 

7. A formal individualized comprehensive evaluation is necessary to determine more 
complete and appropriate forms of remediation. 
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Current Compliance Issues for Referrals of EL/CLD 
In the event that the various strategies used in the instruction and intervention of El and 

CLD students are not successful after being delivered with sufficient intensity, fidelity, and a 
reasonable amount of time, the student may be referred for a special education evaluation. 
(Ferguson, Katakowski, Koceski, & Whitmore, 2015) Students with identified medical or 
developmental conditions present from birth may also be referred for a special education 
evaluation at any time. As noted by Ferguson et al, when these documented medical or 
developmental conditions exist, a lack of response to intervention is not a prerequisite for a special 
education evaluation. Similarly, proficiency in English is not a prerequisite for a special  
education evaluation,  no matter how long    the student has attended English-speaking schools. 

 

Since individual districts establish procedures for referring students for special education 
evaluation, it is important that districts don’t engage in practices and policies that avoid or make   
it almost impossible to evaluate ELs in a timely manner because of their EL status. As noted above, 
the current IDEA requires that 

 

Policies and practices related to this stance are hard to defend from a compliance 
standpoint. At no point should an evaluation of a student suspected of having a disability be denied 
an evaluation for the sake of gathering more information or delaying the process. As with any 
special education evaluation, once a student is suspected of having a disability, a referral and 
consent should be initiated. 

 

Table 8  Special Education Eligibility Considerations for EL  Students 
 
 

Student Characteristics Special Education 
Recommendation 

• Difficulties only in English (L2) that are typical of students 
learning English as a second language or expected given the 
primary language of the student. 

 
Not eligible as a student with 

a disability 

 
• Difficulties in both English (L2) and the student’s primary 

language (L1), with no history of L1 concerns prior to beginning 
English schooling. 

• “Language Loss” in the primary language (L1) that results from 
the process of learning English and a lack of sustained academic 
literacy support in L1. 

 
 

Not eligible as a student with 
a disability 
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• Difficulties in both English (L2) and the student’s primary 

language (L1). 
• Difficulties in the primary language (L1) are explained by a true 

language disability present from early on and either atypical of 
students learning English as a second language or atypical of 
students with the same primary language-learning background as 
the EL. 

 
Eligible as a student with a 

Speech and Language 
Impairment; 

 
Possibly eligible as a student with 

a Specific Learning Disability 
depending on the impact of the 

language impairment on reading 
and writing acquisition 

 
• Even with access to English reading, writing and/or math 

instruction matched to the student’s level of English proficiency, 
o A pattern of strengths and weaknesses in achievement 

exists that is significantly discrepant from grade-level 
standards, follows known patterns of specific learning 
disabilities, and is atypical of students learning English as 
a second language. 

o Academic difficulties that are severely discrepant from 
grade-level standards and learning trajectories, and 
demonstrate insufficient progress when given high-quality, 
tightly-aligned instruction. 

• Academic difficulties cannot be attributed to specific differences 
associated with a culture or its language. 

• Academic performance patterns are atypical of students with the 
same primary language-learning background and schooling 
exposure as the EL. 

 
 
 

Eligible as a student with a 
Specific Learning Disability 

 
• Documented medical condition or developmental delay (i.e., 

hearing loss, visual impairment, Down’s Syndrome, etc.) that has 
been present from birth, interferes with access to and/or progress 
in the general curriculum, and requires specially-designed 
instruction for the student to access and/or progress in the general 
curriculum. 

• Documented generalized cognitive delays across social, academic 
and adaptive functioning that have been present from birth and are 
atypical of students learning English as a second language. 

 
 
 

Eligible as a student with 
a disability 

(Ferguson, Katakowski, Koceski, Whitmore, 2015) 
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Referral to a Formal Individualized Evaluation 
The next stage of the assessment process, evaluation and staffing, begins upon 

completion of the instructional intervention stage if, at that time, it is decided that 
formal comprehensive evaluation is warranted. This transition is only possible when 
a culturally and linguistically diverse student has an unresolved learning or behavior 
problem that needs more than the instruction and intervention provided within the 
regular program. A district must address the following elements to conclude that 
referral is warranted: 

1. A specific point in the intervention process has been identified for making a final decision 
to refer or not refer for an evaluation and staffing. 

2. An identified and trained team is responsible for making the decision to refer to evaluation 
based on documented and monitored interventions of sufficient  duration. 

3. Documentation is adequate and appropriate to terminate intervention and move to a formal 
referral. 

4. Documentation is used to certify that the learning or behavior problem is not due to the 
student’s cultural or linguistic difference or to his/her level of  acculturation. 

5. Documentation exists to identify the student’s language and acculturation needs in addition 
to an unresolved learning or behavior problem. 

6. There is a process for documenting the results of the intervention period and how these 
were used to justify the formal referral to evaluation and staffing. 
After a formal referral, a comprehensive evaluation is scheduled and relevant 

specialists are involved in testing and assessing the student. Their task is to reach a 
data-based decision regarding the best placement for this student and to determine if 
the student meets the eligibility requirements for special education services. If they 
determine that the student is eligible, they will recommend a targeted services plan 
or an individualized educational plan, including a monitoring  plan. 

A basic premise of this book is that assessment is the process of gathering 
meaningful, instructional information about student needs.  However, the question  
of what is "meaningful" creates some controversy during the interpretation of data. 
Educators want information related to the classroom-learning environment, to 
students' learning and behavior problems within that environment, and to particular 
circumstances in which students can perform learning tasks successfully. Knowing 
when, how, and in what way a student can do something helps in planning for 
success, effective teaching, and optimal learning. Educators are also concerned with 
the collection of information related to students' socioeconomic background, home 
environment, and other out-of-school experiences. Two key elements to consider 
during staffing for CLD students are (a) the skills of the multidisciplinary team  and 
(b) the appropriateness and the comprehensiveness of the interpretation of evaluation 
findings. 
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Including qualified bilingual culturally and linguistically knowledgeable 
personnel on the evaluation team is one way to address this. Providing consistent 
and regular training about the diverse populations in the school enrollment area is 
another. The team conducting the formal evaluation is constrained by federal 
regulations that do not apply during the instructional intervention process per se. 
These include signed approval forms, required presence of parents, and specific 
timelines for completion of the assessment process. As a result of these concerns, 
the team usually involves members whose primary function is to determine an 
appropriate special education placement in the least restrictive environment. Such 
teams must address the special needs of culturally and linguistically different 
students who also have disabilities; therefore, they should be composed of educators 
who can respond to these special needs. The team is only as effective as the skills 
and competencies of its members, and individuals involved in the assessment of 
diverse students should possess several competencies to ensure the attainment of the 
most meaningful and accurate information. 

Baca and Cervantes (2003) discuss the type of skills needed by team members 
involved in the assessment of diverse students. In addition to the usual range of 
abilities in assessment and instruction, one or more members of the team must also 
possess the following skills: 

 

1. Knowledge of the appropriate use of instruments and procedures to 
assess language proficiency and first and second language  abilities. 

2. Knowledge of the principles to select a measure designed for use with 
students from the target populations, including but not limited to 
consideration of reliability, validity, norms, and standards for 
administration, interpretation of outcomes, and sources of cultural bias. 

3. Knowledge of limitations of language assessment that result from 
examiner role, testing situation, content selection, questioning, dialect 
varieties of the target language, use of interpretation, and social- 
emotional factors. 

4. Ability to apply the information from testing, observations, and parent 
and teacher interviews to identify (a) baseline levels of skills and 
comprehension, (b) conditions under which skill acquisition can occur 
most efficiently, (c) the sequence of instructional activities needed, and 
(d) a plan for evaluation of both process and performance  objectives. 

5. Knowledge and application of appropriate collaboration skills related  
to   working   with   educational   staff   and   parents   in   planning and 
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implementing individual educational plans for diverse pupils 
demonstrating exceptionality. 

6. Ability to devise or adapt existing instruments for assessing diverse 
pupils, which may include developing (a) new normative data 
appropriate to the population and (b) informal instruments appropriate 
to the population. 

7. Knowledge of factors that influence second language acquisition, 
including use, motivation, attitude, personality, cognition, and the first 
language. 

8. Knowledge of the cognitive and language development of a normally 
developing EL student. 

9. Knowledge of cultural factors, including semantic and pragmatic 
systems, as they relate to sociolinguistic environment (i.e., parent- 
student, school-student interaction). 

10. Knowledge of the dynamics of the interpretation procedure, including 
but not limited to the establishment of rapport with participants, kinds 
of information loss inherent in the interpretation procedure (such as 
omissions, additions and substitutions), the use of appropriate 
nonverbal communication, methods, and techniques of interpretation 
and translation, the importance of obtaining accurate translations, the 
need to procure translations that do not reflect personal evaluations of 
the person whose remarks are being interpreted, and efforts to minimize 
the interpreter's elaborated responses or questions. 

11. Ability to plan and execute pre- and post-assessment conferences 
including in cross-cultural bilingual settings. 

 
An additional competency related to item 10, above, is the ability of the 

evaluation team to decide whether the services of an interpreter are necessary. An 
interpreter can translate the test or other assessment techniques, prepare the student 

and parents for the assessment process, interpret student responses, and facilitate 
communication with the parents during the staffing meeting. An interpreter may be 
necessary when a bilingual professional is not available, when it is inappropriate to 

have a peer or sibling translate, when the student is not literate in his or her dominant 
language, or when no tests are available in the student's dominant language. It is 
important to remember that the ability to speak a language well and the ability to 

translate are two distinct skills and are not necessarily found in all bilingual persons. 
Among the skills needed by professionals who utilize the services of 

interpreters is the ability to plan and execute pre- and post-diagnostic conferences 
with the interpreter.  In these conferences, the school professional trains and  orients 
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the interpreter to the purposes and procedures appropriate to formal testing, 
interviews, observations, and other assessment activities. Perhaps one of the most 
important skills the school professional needs is the ability to work with the 
interpreter, which entails ensuring trust between the person conducting the 
assessment and the interpreter, knowing how to record the behavior of the interpreter 
in testing situations, and being able to effectively convey information to the 
interpreter so an accurate translation can be facilitated. Professionals may need 
preparation to work effectively with interpreters and the training of interpreters 
themselves is an ongoing process that takes into account the current activities of the 
school assessment personnel. 

The CLD student is assessed, as are all referred students, in all areas related  
to the suspected disability, including, when appropriate, health, vision, hearing, 
social and emotional status, general intelligence, academic performance, vocational 
skills, communicative status, and motor abilities. The evaluation for EL students 
differs in that this assessment must occur in both the first and second language of  
the student and address his or her acculturation level. Thus, the composition of the 
evaluation team for particular EL students may vary. All tests are evaluated prior to 
administration for cultural and linguistic bias. The results of the evaluation are 
provided to the parents, or persons in parental relationships, in their most proficient 
language. There are five steps to addressing the focus of concern within the process, 
and the evaluation team will follow these steps to arrive at the decision whether or 
not to place the CLD student in special education classes. The information gathered 
and evaluated will provide the basis of the IEP, addressed in Step  6. 

When the team documents its decision to refer, the information recorded 
should remove all doubt that sociocultural or linguistic factors are the primary 
contributors to the student's learning or behavior difficulties. Federal regulations are 
very clear that a student should not be found as a student with a disability if the 
determinant factor is limited English Proficiency (§ 300.306). This means that a team 
must rule out that the primary cause of the student’s inadequate achievement is not  
a student’s limited English proficiency. Furthermore, Federal regulations require 
that during any assessment of an EL, the evaluation team must consider the child’s 
cultural and language differences. Assessment tools must be non-discriminatory 
with respect to race and culture (see § 300.304 in sidebar). If the evaluation team is 
attempting to determine the EL‟s proficiency in the primary language, assessments 
must be administered in the EL‟s primary language, or in a form that best estimates 
the child’s abilities. 

The forms and procedures described previously ensure that the team receives 
all the cross-cultural and linguistic information the team needs to proceed with 
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appropriate formal evaluation. The team reviews the instructional intervention team 
files and the documentation summarized from the instructional intervention process. 
If there are unresolved culture, language, or acculturation questions, the evaluation 
team enlists the assistance of the instructional intervention team to obtain further 
information. After the referral is accepted, the parents’ permission to evaluate the 
student must be obtained in writing. This consent form and other due process forms 
must be provided in the parents’ most proficient language. 

Prior to initiating the evaluation, the team must determine in which 
language(s) the student needs to be assessed, and to what extent assessment 
procedures will need to be modified to get reliable results. Also, any other remaining 
questions about the student that are of concern need to be identified. Upon reviewing 
the instructional intervention team information, the evaluation team will identify 
specific questions about the CLD student’s learning and behavior problems that 
remain to be addressed, including the following specific concerns of how the 
assessment process, intervention, and instruction will be affected by (a) the student’s 
native language development, (b) the student’s level of second language acquisition 
in English, and (c) the acculturation profile of the student. To determine when and 
where to use the EL student’s first and second language, the group reviews the 
student’s acculturation and language transition scores.  For example, a score of 25  
or below on the AQS (Collier 2009) indicates that the student is still experiencing 
culture shock and that standardized test procedures must be modified. An AQS 
below 19 indicates that, in addition, testing should occur in the student’s native 
language to the extent possible. The student’s academic language in English 
(recorded on the CLIC (collier 2007) or other language screening instrument) will 
show the evaluation team whether or not they can acquire meaningful results from 
standardized tests in English. If the student has both social and academic language  
in English, then minimal bilingual assistance will be needed. The student’s  
academic language in their native language (recorded on the CLIC or other language 
screening instrument) will show the evaluation team whether or not they can get 
meaningful results from standardized tests in the native language. When a bilingual 
evaluation is conducted, it must be reported and stated both on the IEP and in the 
individual assessment and eligibility report. A statement should be added to the 
bottom of the report to indicate that the evaluation was conducted  bilingually. 
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Testing 
To ensure eligibility and access to special programs, when appropriate, it is 

imperative that students be tested thoroughly. A combination of formal and informal 
assessment procedures should be used to determine the student's level of functioning 
and possible disability. Each school district must establish procedures to assure that 
testing and evaluation materials and procedures utilized for the purposes of 
evaluation and placement of disabled students are selected and administered so as 
not to be racially, linguistically, or culturally discriminatory. Such materials or 
procedures shall be provided and administered in the student's native language or 
mode of communication, as well as English, unless it is clearly not feasible. No 
single procedure shall be the sole criterion for determining an appropriate 
educational program for a student. The assessment of CLD students should take into 
consideration the following issues: 

• Tests and evaluation materials must be provided and administered in the 
student's native language and in English. 

• Tests should be culturally nonbiased. 
• Tests and other assessment procedures include those tailored to assess specific 

areas of education need and not merely those that are designed to provide a 
general intelligence quotient (IQ). 

• A structured observation of the student in his or her primary educational 
setting and a home language observation should be conducted. 

• Student's behavior throughout the testing situation should be recorded and 
analyzed. 

• Persons who possess knowledge and skills related to both cultural and 
linguistic dimensions of diversity should administer all tests. 
One way to adapt tests for culturally and linguistically diverse students is to 

evaluate the instruments for content and language bias. Bias occurs for many 
reasons: experiential background, socioeconomic status, family history, cultural and 
sociolinguistic background, gender, and other variables. Most general aptitude and 
ability tests rely on a student’s previous experience and exposure to mainstream 
cultural concepts, and therefore are of little educational use in assessing students 
from different cultural and linguistic backgrounds. The tasks included in the most 
frequently used standardized tests require a relatively high level of academic 
language in English. Therefore, the EL student might be judged as having an ability 
deficit while, in reality, test performance merely exhibits differences in experiential 
background and limited English proficiency. 

The first and perhaps simplest step in adaptation is to conduct a visual and 
structural overview of the illustrations in a test to determine if they are within the 
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student's experiential background. It is also important to identify the standardization 
data, to determine the representation of the normed population sample. This should 
be followed by an evaluation of the response modes that the testing instrument 
requires. If the assessment concern is whether or not the EL student knows the 
multiplication facts or can recognize colors, the test must actually measure this 
ability and not the student's English proficiency in this area. The Test Evaluation 
Checklist (Collier 2004a) and other such tools may be used to address all of these 
test evaluation concerns. 

The two most controversial issues in the assessment of CLD students are 
standardization and norming. According to Hammill (1987), standardization is 
applicable to all assessment techniques and knowledge of reliability. Tests that are 
highly standardized are considered formal assessments, while tests lacking 
standardization are considered informal assessments. Test validity is  important 
when interpreting data collected from any assessment technique (e.g., analytic 
teaching, interviews, and observations, testing). Hammill (1987) also notes that, 
while norms are often associated with standardized devices, their presence is by no 
means an essential element of standardization; in many cases norms are superfluous. 
With precise and consistent administrative procedures, testing and other assessment 
techniques adapted for use with culturally and linguistically diverse students can 
yield reliable, valid results and can be interpreted consistently without being norm- 
referenced. 

For example, in many test constructions, items become increasingly more 
difficult and the scoring and interpretation of such tests are a progression of item 
difficulty that was normed with a population that may not have included students of 
diverse linguistic and cultural backgrounds. Tests that use geometric patterns and  
no written language illustrate this inappropriateness. The patterns often become 
increasingly more complicated and asymmetrical, and when a student misses several 
consecutive items the examiner assumes a ceiling level has been reached and testing 
is discontinued. However, studies show that Crow students do better on the later 
portions of the test than on the beginning, "easier" portions. Chesarek (1981) 
suggests that often performance is related to the cultural use of asymmetry, a concept 
that test designers and administrators need to bear in mind when assessing culturally 
and linguistically diverse learners. 

Since it often takes EL students five or more years to catch up academically  
in English, standardized achievement tests frequently underestimate an EL student’s 
academic progress and potential (O’Malley & Valdez-Pierce, 1996). Although 
aware of the cultural and linguistic bias inherent in tests, most professionals see  test 
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scores as true measures of students' achievement and performance and often accept 
test scores as the sole basis for determining the instructional needs of  students. 

An additional component to testing CLD students is that the person who 
administers the test must be "functionally familiar" with the student's 
communication style and communicative repertoire. Functional familiarity goes 
beyond sensitivity to the standard literate use of the native language. It requires that 
the test administrator sense how students can be helped to maximize their 
communication knowledge as they respond to test questions (Duran, 1994). This 
does not solely relate to EL students, but also to students from minority cultures. 
Students’ reactions and impressions are influenced by their home culture, which 
could lead students from other geographic locations or non-majority ethnic groups  
to respond in what could be considered an inappropriate way. The major underlying 
problem with formal assessment of CLD students for special education purposes is 
the lack of adequate connection between assessment outcomes and the subsequent 
instruction that is provided as a result of special education classification (Heller, 
Holtzman, & Messick, 1982). 

 

EL Methodological Issues with Standardized Tests 
Some evaluation team teams are tempted to use standardized, norm- 

referenced tests when attempting to answer the questions above. Assessment of 
culturally and linguistic diverse students using standardized tests is fraught with 
validity and reliability issues for three major reasons: 1) lack of representation in the 
norm sample, 2) cultural loading in any given test, and 3) linguistic demands 
required by the test. 

• Lack of Representation in the Norm Group during Test Construction. Norming 
samples used in standardized tests developed in the United States do not typically represent the 
background, cultural values, language, and experiences of ELs and therefore, are rarely applicable 
to the majority of culturally and linguistically-diverse students being assessed. If norms from these 
assessments are used as a comparison for performance, the results are likely invalid and lead to 
over-identification of culturally and linguistically-diverse students. 

As a strategy, examiners are tempted to employ or utilize an interpreter to 
administer the assessment to overcome issues of bias or linguistic demands of the 
test. Direct translation of standardized, norm-referenced tests does not circumvent 
the fundamental norming issues and is psychometrically defenseless. Norm- 
referenced tests must always be administered in the standardized way when 
standardized scores are going to be reported and therefore cannot be translated. 
Informal assessments administered in the EL‟s primary language should be used to 
gauge proficiency in the primary language. 
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• Cultural Loading. While tests try to eliminate cultural bias, all tests are influenced by 
culture. This means that all tests have some degree of cultural bias. For example, basing a test on 
what a 10 year-old English-speaking student in US schools is expected to have learned (either 
formally or informally) is only valid when the student has had 10 years of exposure to the US 
culture. In contrast, an EL student who is the same age and has not had the same cultural 
experiences cannot be expected to demonstrate the same cultural knowledge. The EL‟s score will 
undoubtedly be lower and may lead to erroneous assumptions about what a student does or does 
not know. Therefore, when a student’s background experiences are different than the normative 
sample on which the test was based, the use of the test is inappropriate. 

• Linguistic Demands. Nonverbal assessments are often sought as a way to circumvent 
the linguistic demands of typical standardized tests. Nonverbal assessments tend to tout no  
cultural or language bias. This is an illusion when evaluating EL students. Nonverbal tests do not 
eliminate the issue of lack of norm sample representation and cultural bias previous discussed. 
Most importantly, closer examination of these tests reveals that while the expressive language 
demands decrease with the use of nonverbal assessments, the receptive language requirements 
remain the same. Thinking is mediated by language and nonverbal tests that use physical gestures, 
facial nuances and subtle body movements to convey directions are using forms of communication 
that still are culturally bound. Examiners need to be aware of the limits of using a nonverbal 
assessment approach for measuring a student’s skills. 

Collecting information about what the student knows and can learn using non- 
discriminatory assessment practices is the goal. In this light, educators should be 
comfortable in using assessment tools and techniques that provide information about 
a student’s learning. Traditional norm-referenced assessments standardized on 
monolingual language learners are static in nature and compare what an EL can 
currently express in English to what monolingual English peers can express; these 
norms cannot be applied to ELs. Big Idea #8 addresses more dynamic assessment 
techniques. 

It is important to remember that every test administered in English to a non- 
native English speaker becomes, in large part, a language test and therefore it may 
not in fact measure what it is intended to measure. Attention should be given to the 
assessment of the student's range of communicative competence in English across 
naturalistic settings, in addition to obtaining information about a student's problem 
solving competencies in specific skill areas via an array of assessment instruments 
and devices. The following guidelines should be followed in the collection of the 
assessment data, as determined by the nature of the referral. All data should look at 
what ways the student is and is not successful at various tasks. 

 

Observational Data 
Observational data are needed in order to provide systematic and objective 

information regarding the student's behavior in formal and informal contexts by 
someone other than the referring person.  Information should include the  following: 
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peer dynamics within the cultural group; amount of group participation when using 
the native language and when using English; classroom structure and organization; 
characteristics of the teaching/learning environment; and student-teacher 
interactions. 

 

Intellectual Assessment Data 
Assessment of cognitive functioning should be conducted by a bilingual 

certified psychologist who is sensitive to the cultural background of the student and 
aware of indications of culturally appropriate behavior that may be demonstrated 
throughout the testing situation. Standardized intelligence tests must be valid. This 
means that if the normative population does not apply to the student, if the test items 
are culturally or linguistically inappropriate, or if the test must be modified during 
administration, then it is unethical to use standardized test scores to qualify that 
student to receive special education services. 

Scores obtained from tests translated but not standardized on the student's 
cultural group or translated by the examiner during the assessment process may not 
be used as representative of the student's present performance. The information 
collected and reported should be of a descriptive nature. Reports should state the 
language in which the tests were administered and whether a translator was used 
during the assessment. 

 

Adaptive Behavior Data 
Adaptive behavior should be assessed within the linguistic and cultural 

framework of the student. When recording adaptive behavior of language minority 
pupils, one must include their learning styles, approaches to learning, 
communication strategies, and psychomotor abilities, as well as aspirations. Much  
of the adaptive behavior information will be obtained from observing the student in 
different situations and in different settings. It may also be acquired from 
interviewing parents, siblings, peers, and significant others through a systematic, 
objective framework. 

 

Social/Emotional Behavior Data 
Social/emotional behavior data should be collected through informal and 

formal means and should be objectively reported in terms of appropriate behavior 
within  the  linguistic  and  cultural  framework  of  the  family  and       community. 
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Consideration should also be given to the student's level of acculturation and use of 
behavioral roles and rules associated with language and culture. 

 

Sociocultural Information 
When collecting data on students from culturally diverse backgrounds, all 

aspects of the student's environment should be considered. Interviews and informal 
measures may be used to collect sociocultural information. This information should 
be documented by the bilingual social worker in relation to home and family 
responsibilities, cultural practices and behavior patterns, traditional vs. non- 
traditional values, the role of education, and religious beliefs. 

 

Academic/Educational Test Data 
As explained previously, standardized tests are valid only for those 

populations included in the standardization population of the test. If a test used to 
assess a CLD student is not valid for the student, informal assessment tools may be 
the best alternative. When informal assessment techniques are used, clinicians 
should describe the tasks presented, how they were presented, the student's responses 
and the basis for the conclusions drawn from the behaviors described. As per the 
Intellectual Assessment, mentioned previously, scores obtained from tests 
translated, but not standardized, on the student's cultural group or translated by the 
examiner during the assessment processes may not be used as representative of the 
student's present performance. The information collected and reported should be of 
a descriptive nature. Reports should state the language(s) in which the tests were 
administered and whether a translator was used during the assessment. Again, if the 
normative population does not apply to the student, if the test items are culturally or 
linguistically inappropriate, or if the test must be modified during administration, 
then it is unethical to use standardized test scores to qualify that student to receive 
special education services. 

 

Language Assessment 
The student's development in both L1 and L2 should be assessed and current 

levels of proficiency in different skill areas (i.e., oral, writing, reading) should be 
established. Such language assessment should include data in language proficiency 
that is related to both social language (informal communication skills) and to 
academic language (formal communication skills) necessary for cognitive/academic 
environments.      Language   observations   should   include   language   in    natural 



© 2016 Dr. Catherine Collier 
All Rights Reserved 

39  

 
 
 
 
 
 

communication settings in various contexts, including the verbal and nonverbal 
strategies between the parent/guardian and the student. 

The assessment of language development should include the following 
components, in both the native language and in English: pre-language requisites, 
receptive language abilities, expressive language abilities, communicative 
competence (pragmatics), functional language usage, and language used for 
academic tasks (reading, comprehension, oral dictation, the ability to retell a story, 
etc.). The student’s proficiency in different contexts and in both L1 and L2 should 
be documented (e.g., face to face communication, interpersonal communication, 
academic literacy). 

Language and phonological assessment should take into consideration the 
differences between the sound and grammatical system of English and the student's 
other-than-English language(s). In assessing the student's abilities in his or her 
languages, the dialect and/or language employed by the native community should be 
used as the norm, with consideration given to phonetic, semantic, and syntactic 
variations within each dialect. Also important are the age of the student when the 
second language was introduced and the manner in which it was  introduced. 

The language assessment of the EL student is crucial, as language data is 
essential to distinguishing characteristics associated with the normal second 
language acquisition process and those associated with a specific language disorder. 
If a language disability or a disorder of voice, fluency, or articulation is suspected,   
it should be evidenced in the native language of the student. A comprehensive 
speech and language assessment in the native language is needed, and thus a 
bilingual licensed/certified speech and language specialist should conduct this 
assessment. 

 

Measurement of Acculturation 
Early acculturation studies conceptualized acculturation as a process taking 

place along a single, or unilinear, continuum (Szapocznik et al. 1978). “According  
to the unilinear model, acculturation occurs when a person moves from one end of a 
continuum, reflecting involvement in the culture of origin, to the other end of the 
same continuum, reflecting involvement in the host culture.”(Kim & Abreu, 2001). 
Many of the current instruments used to measure acculturation are dual-cultural 
unilinear measurements based on a single continuum, with one end reflecting high 
adherence to the indigenous culture and the other indicating high adherence to the 
dominant culture. Szapocznik and his colleagues (Szapocznik & Kurtines, & 
Fernandez, 1980) developed the first bilinear measurement model    of acculturation 
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in which one continuum represented either cultural involvement or marginality while 
the other continuum reflected either monoculturalism or biculturalism. There have 
been several formal and informal screening tools developed to measure and monitor 
the level and rate of acculturation. In the United States these tools have been 
primarily developed to study the adaptation of Spanish-speaking students from 
Mexico, Cuba and Puerto Rico. There are also specific tools to assess the 
acculturation of individuals from Asian, African American and Native American 
backgrounds. 

Table 9 compares the most recent of these tools by language focus, age range, 
and other factors. Most of these focus on the psychological impact of acculturation 
upon youth and young adults adapting to American society and have been used to 
identify students at risk for dysfunctional sexual relationships and substance abuse 
problems. Table 10 is an excerpt from the Abbreviated Multidimensional 
Acculturation Scale, developed by Zea, Asner-Self, Birman, and Buki (2003) to 
assess the acculturation of Hispanic students at the college level. It is an example of 
how educators measure acculturation among adults. 

 
Table 9 Comparison of Recent Acculturation Screening Tools 

 
Title/ Author Current 

Edition/ 
Original 

Pub. Date; 
Publisher 

Age/ 
Grade 
Range 

Purpose Ethnic 
Focus 

Language 
Focus 

Results Research 
Example 

Acculturation 
Quick Screen 

(AQS)/ 
C. Collier 

2002/ 
1985 

CCDES 

6-20 
yrs/ 
1st- 
12th 

Measures 
level and rate 

of       
acculturation 

to public 
schools in US 

& Canada. 

All  
indigenous, 
immigrant, 
refugee, & 

migrant 
groups in 

US & 
Canada. 

English 
and all 

languages 
and 

dialects 

5 levels of 
acculturation 
with specific 

recommendati 
ons for 

strategies to 
facilitate 

integration 

Compared 
differences 

among 
Hispanic 

students who 
were or might 

be referred 
and placed in 

special 
education. 

Acculturation 
Rating Scale for 

Mexican 
Americans 
(ARSMA) 

Rev./ 
I. Cuellar 

(original author 
S. Orozco) 

1995/ 
1991 

Hispanic 
Journal of 
Behavioral 
Sciences 

Colleg 
e age 

Measures 
psychological 
adjustment on 

cultural 
orientation 

range - MA to 
Anglo 

Mexican 
American 

Bilingual 
Spanish/ 
English 

Revised scale 
generates 

multidimensio 
nal     

acculturative 
types 

Compared 
adjustment to 

college. 

Scale To 
Assess African 

American 

1999 
Journal of 

Black 
Psychology 

Adults Measured 
psychological 
acculturation 
characteristics 

African 
American 

English Ethnic 
orientation 

within sample 
indicated, with 

Assessed 
reliability and 
validity social 
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Acculturation/ 
L. Snowden, 

A. Hines 

     notable 
variations on 
10 scale items 

integration 
measures. 

Behavioral 
Acculturation 

Scale/ 
J. Szapocznik 

1978/1975 
Westview 

Press 

Adults 
/ High 
school 

Measures 
adherence to 
home culture 
vs. transition 

to N. 
American 
culture. 

Cuban 
American 

English Intergeneratio 
nal differences 

shown to 
develop as 
younger 
family 

members 
acculturate 
faster than 
older ones 

Used to study 
Chinese- 
Canadian 
youth in 

Manitoba, 
Canada. 

Latino Youth 
Acculturation 
Scale (LYAS)/ 
M. Pillen, R. 

Hoewing- 
Roberson 

1992 5th- 
8th 

Measures 
level of 

acculturation 
for Latino 

youth 

Puerto 
Rican/ 

Mexican 
Latino 

Spanish/ 
English 

Four key 
factors appear 

to drive 
acculturation: 

family 
identity, 
self/peer 
identity, 

customs, and 
food. 

Used to 
compare with 

high-risk 
behavior rate. 

Orthogonal 
Cultural 

Identification 
Scale (OCIS)/ 

Oetting & 
Beauvais 

1991 All Measures 
identification 

with a 
traditional 
culture vs. 

identification 
with other 
cultures. 

All ethnic 
groups 

English Has been 
validated for: 

Native 
American 
youth and 

adult Mission 
Indians, as 

well as other 
populations 

Compared 
ethnic 

identification 
of Asian 

American 
university 

students vs. 
acculturation 

using the 
Suinn-Lew 

Scale 
Short 

Acculturation 
Scale for 

Hispanic Youth 
(SASH-Y)/ 

A. Barona, J. 
Miller 

1994 
Hispanic 

Journal of 
Behavioral 
Sciences 

5th- 
8th 

Modification 
of an existing 
acculturation 

scale for 
Hispanic 

adults 

Hispanic 
youth 

Spanish/ 
English 
(assumed 

) 

Analysis 
indicated 

relevance of 
Extrafamilial 
& Familial 

Language Use, 
& Ethnic 

Social 
Relations 

N/A 

Societal, 
Attitudinal, 
Familial, & 

Environmental 
Acculturative 
Stress Scale 

(SAFE) – Rev./ 
D. Chavez 

(original author 
A. Padilla) 

1997/1985 
Hispanic 

Journal of 
Behavioral 
Sciences 

8-10 
yrs. 
old 

Measures 
level of 

acculturative 
stress 

Latino Spanish/ 
English 
(assumed 

) 

U.S.-born 
Latinos 

experienced 
significantly 

more 
acculturative 
stress than 
mainstream 

peers 

Compared US- 
born Latino & 
Euroamerican 
children age 8- 

10 
- Has also 

been 
specifically 
adapted for 

Korean 
American 

adolescents) 
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Suinn-Lew 
Asian Self- 

Identity 
Acculturation 

Scale (SL- 
ASIA)/ 

R. Suinn 

1992/1987 
Education 

al & 
Psychologi 

cal   
Measurem 

ent 

Stude 
nts 

Modeled after 
a successful 

Hispanic scale 
to apply to 

Asian subjects 

Asian English Reliability & 
validity data 

reported for 2 
samples of 

Asian subjects 

Re-validated 
with Chinese- 
and Filipino- 
Americans 18 

years and 
older 

 
 

Table 10 Abbreviated Multidimensional Acculturation Scale 

 
 Strongly 

Agree 
Agree 

Somewhat 
Disagree 

Somewhat 
Strongly 
Disagree 

1. I think of myself as being 
  (a member of my 
culture of origin). 

4 3 2 1 

2. I feel good about being 
  (a member of my 
culture of origin) . 

4 3 2 1 

3. Being  (a member 
of my culture of origin) 
plays an important part in 
my life. 

4 3 2 1 

4. I feel that I am part of my 
  (culture of origin). 

4 3 2 1 

5. I have a strong sense of 
being  (culture of 
origin). 

4 3 2 1 

6. I am proud of being 
  (culture of origin). 

4 3 2 1 

7. I think of myself as being 
US American. 

4 3 2 1 

8. I feel good about being 
US American. 

4 3 2 1 

9. Being US American plays 
an important part in my life. 

4 3 2 1 

10. I feel that I am part of 
US American culture. 

4 3 2 1 

11. I have a strong sense of 
being US American. 

4 3 2 1 

12. I am proud of being US 
American . 

4 3 2 1 
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Acculturation of Asian Americans 
The reliability and validity of the Orthogonal Cultural Identification Scale (OCIS) was 

evaluated in a sample of Asian American university students (Johnson, Wall, Guanipa, Terry- 
Guyer, Velasquez, 2002) using the OCIS to measure the strength of the students’ ethnic 
identification and the degree of this strength as a factor in the students’ level of acculturation. In 
this study, the OCIS was compared with the Suinn-Lew Asian Self-Identity Acculturation Scale. 
The OCIS and the Suinn-Lew scale were found to measure related but separate constructs. The 
Suinn-Lew scale is a dual-cultural unilinear model of measurement. A monocultural unilinear 
system of measurement is the Asian Values Scale (Kim, Atkinson, & Yang, 1999) used to measure 
an individual’s adherence to Asian cultural values endorsed more highly by Asian Americans than 
by European Americans. 

Acculturation of African Americans 
The African American Acculturation Scale (AAAS) is used to measure changes in and 

retention of beliefs, practices and attitudes within the African American population. A shorter 
version has been developed and validated (Landrine & Klonoff, 1995). Another tool for measuring 
the acculturation of African Americans is the SAAAA, Scale to Assess African American 
Acculturation (Snowden & Hines, 1999). Both the AAAS and the SAAAA use a dual-cultural 
unilinear model of measurement with a continuum of scores ranging between immersion in the 
African American culture to immersion in the European American  culture. 

Acculturation of Hispanic/Latino Americans 
As part of a substance abuse prevention project, a tool was developed in both English and 

Spanish to measure levels of acculturation among members of a Latino youth population for later 
comparison of acculturation with high-risk behaviors. The Latino Youth Acculturation Scale 
(LYAS) appears to measure levels of acculturation in terms of four factors: family identity, 
self/peer identity, customs, and food (Pillen & Hoewing-Roberson, 1992). The Short  
Acculturation Scale for Hispanic Youth (SASH-Y) is a modification of an existing acculturation 
scale for Hispanic adults and provides a means to measure the impact of language use within and 
outside the family settings as well as ethnic social relations (Barona & Miller, 1994). The 
Acculturation Rating Scale for Mexican Americans (ARSMA) has been used several times to 
examine the acculturation of Mexican students at the college level, especially in conjunction with 
the Minnesota Multiphasic Personality Inventory (MMPI). The ARSMA consists of 20 questions 
measuring preferences and behavioral tendencies on a five-point continuum from Mexican to 
Anglo orientation (Orozco, 1991; Orozco & Freidrich, 1992; Dana, 1996). There is also a revised 
version available (Cuellar, 1995), which provides multifactorial assessment. The Bicultural Scale 
for Puerto Ricans (BSPR) is a bilinear tool using factor analysis which examines reference culture, 
language preferences and usage, values, child-rearing practices and more (Cortes, Rogler, and 
Malgady, 1994). 

Acculturation of Native Americans 
The Navajo Family Acculturation Scale (Boyce & Boyce, 1983) is a dual-cultural unilinear 

system of measurement designed to measure the modernity of the physical home environment, 
involvement of the family in the elements of a traditional lifestyle, and the extent of family contact 
with the Anglo world. The Rosebud Personal Opinion Survey (Hoffman, Dana, & Bolton, 1985)  
is a dual-cultural unilinear model, which measures the behavioral dimension of acculturation. The 
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Acculturation Quick Screen for Native Americans (Collier, 2000) uses a modified bilinear model 
to measure the adaptation of indigenous people in the Americas to public  schools. 

Adaptation of Assessments 
The evaluation team must document any modifications it has made from the standard 

procedure to adjust for language and culture differences, e.g., the presence of an additional adult  
or student, the use of an interpreter, a translated version of the instrument or procedure, or changes 
in the process or setting. The CrossCultural Adaptation of Standardized Tests (CCAST) (Collier, 
2004a) is an example of a form to document the precise modifications in standardized tests that 
may have been made. It also provides a vehicle for comparing standardized and modified 
achievement scores. Other similar forms or procedures may be followed to document these 
modifications. 

It is extremely important that all team members document the cultural and linguistic 
accommodations that have been made and the language context of the testing itself. This 
documentation must accompany all files and reports on the CLD  student. 

Evaluation Interpretation 
Eligibility for special education is determined by the evaluation team. The evaluation team 

will review and take into consideration all available assessment data, including the results of the 
instructional intervention team actions. The evaluation team develops a summary analysis to show 
which assessment instruments were used, any modifications for language or acculturation level, 
the scores, and the results.  Elements that must be included in the evaluation report  are: 

1) Impact of sociocultural environment 
2) Modifications to tests and evaluation procedures including translations and  interpreters 
3) Impact of translations and interpreters 
4) Use of nonverbal tests and comparison of those results to other areas  assessed 
5) Effect of examiner’s cross-cultural and linguistic competence 
6) Cross-validation of information for home setting 

Through the information gained from the assessment data, the evaluation team records the 
pertinent issues relative to the student’s level of functioning, including L1 and L2 information. If 
the disability adversely affects the student's educational performance and creates a need for special 
education services, the student is determined eligible and the evaluation team members sign the 
report.  This becomes the basis for the IEP. 

Sometimes modifying the scoring and interpretation of test results for CLD students is 
beneficial to the evaluation process. This procedure includes reviewing the test before 
administration to identify possibly biased or questionable items, modifying the interpretation of 
student errors, re-scoring potentially biased items, and comparing the results of alternative scoring. 
If the re-scoring shows little difference in performance, further student assessment is needed to 
determine eligibility for placement in special education. However, the influence of sociocultural 
factors should not be ruled out. If the re-scoring shows moderate difference in performance, the 
student may need further eligibility assessment and programming that will address language and 
acculturation needs. If the re-scoring shows considerable difference in performance, the student 
may need language and acculturation assistance. However, possible handicapping conditions 
cannot be ruled out as a factor in learning and behavior problems. The multidisciplinary team 
must consider all assessment results during the staffing meeting, including considerations of   pre- 
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referral intervention information, evaluation of sociocultural indicators, and evaluation of specific 
learning and behavior problems. The following are adaptations the evaluation team can make to 
the scoring and interpretation of test results: 

1. Determine specifically what the evaluation team wishes to  know. 
2. Select a test that examines the knowledge or skill that needs to be  assessed. 
3. Select a test that has the most appropriate and valid items for the knowledge or skill being 

assessed. 
4. Determine if the test was designed to be administered to the student's cultural/linguistic 

group. 
5. Examine each item or illustration before administering the test to determine whether the 

student has had access to the information necessary to respond to  it. 
6. Modify inappropriate items or illustrations. 
7. First administer the test according to the manual, recording the student's complete response. 
8. If the student misses items previously identified as possibly inappropriate, reword your 

instructions and provide additional time for the student to  respond. 
9. Continue testing beyond the ceiling unless the student is clearly at his or her  threshold. 
10. Provide positive feedback after every response. 
11. Record all of the student’s responses and allow the student to change his or her mind if it  

is clear that he or she knows the answers. 
12. Compare the student's responses with those responses considered to be correct on the  test. 
13. Give credit for very similar responses. 

One begins the evaluation by scoring the test as directed in the manual. Even though some 
items may have been modified, compare the responses according to the rules of the test. Next, one 
rescores each item, allowing credit for those items that are considered correct in the student's 
language and culture. Both sets of scores are then compared with the norms. The modified scores 
will probably be higher than those scored "by the book"; however, students who are truly 
handicapped in the area being assessed will score low no matter how the test is scored. If the 
modified score is significantly higher than the other, the student is likely to have the knowledge or 
skill being tested, but may need instruction in transferring that knowledge or skill to the second 
language and culture. When reporting the results of this test, one must indicate where the 
adjustments were made in the protocol, content, and/or scoring, being sure to describe what was 
done and the differences in the student's responses after each  modification. 

 
Use of Standardized Norm-Referenced Tests 

The composition of the population used for norming a test is the major concern in using 
standardized norm-referenced tests when assessing diverse students. The test designer must decide 
which population will provide the norms for the varied sociocultural populations examined. If, for 
example, a test designer's decision about establishing norms causes the test scores of one 
sociocultural group to be consistently higher or lower than those of another sociocultural group, 
the norm-referenced test may be biased against the group obtaining consistently lower test scores. 
When norm-referenced instruments are based on experiences unfamiliar to students from a certain 
sociocultural group, the rights of those students must be  protected. 

The Larry P. v. Wilson Riles case of 1979 exemplifies the concern about the use of 
standardized norm-referenced tests in the assessment of diverse students. The case, begun in 1970, 
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was a class action suit against the San Francisco Unified School District and the California State 
Department of Education on behalf of African American students who were allegedly 
misclassified as educable mentally retarded based on invalid IQ test results. The case challenged 
the construct validity of standardized IQ tests as a measure of the learning potential of diverse 
students. As a result of the Larry P. case, California banned the use of standardized IQ tests for  
the assessment of diverse students for special education  purposes. 

The implications of this case extend far beyond testing for special education. Any use of 
an IQ test is prohibited if such assessment could lead to special education placement or services, 
even if the test is part of a comprehensive assessment plan. Since the case was based on bias 
inherent in standardization, norm-referenced interpretation and content, it has far-reaching 
implications for the continued use of standardized norm-referenced tests with all culturally and 
linguistically diverse students. . 

Dynamic Assessment 
One promising piece of evidence useful in distinguishing between difference and disability 

is using a dynamic assessment procedure, sometimes referred to as test-teach-test (Moore- Brown, 
et.al, 2006). This comes out of the work done by Reuven Feuerstein and Lev Vygotsky. Vygotsky 
viewed a child’s interaction with the world as mediated by symbolic tools provided by the given 
culture. Like the social psychologist, Feuerstein gave further insight on cognitive functioning such 
as logical memory,  voluntary  attention,  categorical  perception  and  self-regulation  of  
behavior. Feuerstein  filled  a  theoretical  gap  with  his  theory  of Mediated   Learning 
Experience (MLE) in which he assigns the major role to a human mediator. According to 
Feuerstein (1990), all learning interactions can be divided into direct learning and mediated 
learning. Learning mediated by another human being is indispensable for a child because the 
mediator helps the child develop prerequisites that then make direct learning  effective 

This is similar to a more commonly known and widely accepted practice of Response to 
Intervention (RTI) for eligibility determination. Test-teach-test differs in the sense that 
intervention cycle is much shorter in duration (within a week) as opposed to longer cycles 
commonly used in buildings implementing RTI (8-12 weeks). 

Dynamic assessment procedures attempt to measure a student’s potential for learning new 
information. Using a test-teach-retest method, teams can obtain evidence for what a student can 
currently do as well as how easily that student can learn something new as a result of instruction 
matched to the student’s level of English proficiency. Student leaning is measured through 
repeated sampling of student performance before, during  and after teaching within a single  
testing session or across 2-3 teaching sessions. This teaching is referred to as “interactive teaching” 
or “mediated learning” because it often follows a script and allows the teacher to apply scaffolds 
as needed to determine what helps and what hinders a student’s learning (Moore-Brown, et. al, 
2006). When pre-to-post student growth data is triangulated with a judgment of the student’s 
“modifiability” (responsiveness to instruction) and a judgment of the amount of effort the examiner 
had to put forth to cause the change, identification of true learning disabilities are reliably 
uncovered (Pena, et. al, 2006). Because dynamic assessment provides information on how well a 
student can learn something new (rather than how much he currently knows), the assessment 
process is much less confounded by factors that often preclude clear interpretation of assessment 
results (Gutierrez-Clellen & Pena, 2001; Pena, Iglesias & Lidz, 2001). The procedure is also 

https://en.wikipedia.org/wiki/Lev_Vygotsky
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helpful in situations where ELs have not previously been exposed to language or academic 
concepts because it offers a glimpse into what the EL can learn given solid instruction. 

Assessing Student Modifiability and Teacher Effort during Dynamic  Assessment 
Dynamic assessment is essentially done by testing the skill or behavior desired, then 

teaching the student the elements he or she is struggling with and then re-testing. During this test- 
teach-test cycle (which may be repeated several times), the teacher or evaluator observes the 
student’s responsiveness during each teaching session using MLE as noted above. Notice any 
changes across time. When interpreting the results, you may use scales such as those shown in 
Table 11 which are adapted from Peña et al 2006. Lower scores or a decrease in scores across 2 
MLEs indicate better language-learning ability and are less evidence of a language-learning 
disability. 

 
Table 11 Student Modifiability Scales 

 

Internal Social-Emotional 
 1 2 3 4 5 
Anxiety Calm, little to 

no soothing 
required 

Fidgety, but can 
be soothed 

t 

Uncomfortable, 
breaks  needed 
o sooth 

Distressed, 
much soothing 
required 

Distraught, 
crying, cannot 
be soothed 

Motivation Enthusiastic, 
engages in tasks i 
readily 

Curious, shows 
nterest 

t 

Ambivalent, 
unsure about 
asks 

Guarded, seems 
fearful of tasks 

Avoidant, does 
not want to 
engage 

Non-verbal 
persistence 

Persistent, 
wants to 
continue despite 
difficulty 

Indicates 
difficulty non- 
verbally, but 
continues 

Tentative, 
appears unsure 
about 
continuing 

Demonstrates 
non- verbal 
frustration, 
continues under 
protest 

Non-verbal 
rejecting, 
cannot continue 

Cognitive Arousal 
 1 2 3 4 5 
Task 
orientation 

Completely 
understands 
tasks 

Mostly 
understands 
tasks (75%) 

Understands 
tasks some of 
the time (50%) 

 

Often does not 
understand tasks 
(25% of the 
ime) 

Doesn’t 
understand tasks 

Meta- 
cognition 

Aware of all 
errors 

Aware of most 
errors (75%) 

Aware of some 
errors (50%) 

Unaware of 
most errors 
(25%) 

Unaware of any 
errors 
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prompting 
 
 
 
 

Documenting the level and type of teacher supports provided during MLE is also helpful in your 
record keeping during dynamic assessment.  Noting the number and type of teacher supports  
used during dynamic assessment helps with interpreting the results of the assessment.  The  fewer 

Non-verbal 
self reward 

Positive 
response to task 
regardless of 
difficulty 

Positive 
response related 
to task difficulty 

Demonstrates 
insecurity, 
positive & t 
negative 
responses 
related to 
difficulty 

Negative 
response related 
o task difficulty 

Negative 
response 
regardless of 
task difficulty 

Cognitive Elaboration 
 1 2 3 4 5 
Problem- 
solving 

Systematic and 
efficient, used 
forethought, 
reflection 

Organized, but 
somewhat 
inefficient, (less 
than 25% off 
task) 

Sketchy plan, 
trail & error 

Disorganized, 
haphazard plan 

No plan; 
unsystematic 
guessing 

Verbal 
mediation 

Elaborates plan 
clearly 

Talks through 
problem 

Talks 
occasionally 

1-2 word 
utterances only 

No verbal 
mediation 

Flexibility Uses multiple 
strategies readily 

Has preferred 
strategies, but 
can change 
when necessary 

Some evidence 
of more than l 
one strategy 
and 
occasionally 
utilizes them 

Recognizes 
imitations of 
strategy, but 
cannot see 
alternatives 

Persists with 
one strategy, 
regardless of 
outcome 

External Social-Emotional 
 1 2 3 4 5 
Responsive- V 
ness to 
feedback e 

ery positive, 
maintains 
nthusiasm 

Positive, but 
hesitant; 
requires some 
feedback 

No response to 
feedback 

Negative, 
disheartened; 
requires much 
feedback 

Very negative, 
rejects feedback 

Attention A 
f 

ttentive and 
ocused 

Focused, but 
distractible at 
times 

Distractible, but 
can be 
refocused, 
needs 

Distracted, and 
difficult to 
refocus 

Distracted and 
off task 

Compliance C ooperative Insecure Hesitant Uncooperative Refusing 
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the supports, or a decrease in the number and type of supports required by the student in a MLE 
across time, indicate better language-learning ability and are less evidence of a language-learning 
disability. 

 

Table 12 Example of Teacher Supports during MLE 
 

Medicated Learning Experience (MLE) 1 Medicated Learning Experience (MLE) 2 
Extent of scaffolding 

◦ Gave shorter directions: 
◦ Helped the child work through 

examples: 
◦ Gave extra time for solving problems/ 

completing task: 
◦ Gave cues/ visuals/ objects to 

facilitate the child’s response: 
◦ Ask elaboration questions: 
◦ Ask the child to restate the learning 

goal: 

Extent of scaffolding 
◦ Gave shorter directions: 
◦ Helped the child work through 

examples: 
◦ Gave extra time for solving problems/ 

completing task: 
◦ Gave cues/ visuals/ objects to 

facilitate the child’s response: 
◦ Ask elaboration questions: 
◦ Ask the child to restate the learning 

goal: 

Repetition 
◦ Provided models: 
◦ Provided concrete explanations / 

used drawings or manipulatives: 
◦ Restated the task: 

Repetition 
◦ Provided models: 
◦ Provided concrete explanations / 

used drawings or manipulatives: 
◦ Restated the task: 

Redirection 
◦ Reminded the child what to do: 

Redirection 
◦ Reminded the child what to do: 

 
Current U.S. Policy 

Research to date has shown that for ELs who have been regularly exposed to English for 
20% or more of their day/week and living in the US for three or more years, the test-teach-retest 
procedure administered in English for a language or academic task (reading, mathematics, or 
writing) can yield reliable data about an EL‟s learning potential for that task. Examiners must look 
at all three aspects of the learning task to yield the most reliable conclusions and classification 
accuracy: 1) the student’s pre-to-posttest change in performance, 2) the responsiveness of the 
student, and 3) the amount of effort or scaffold required by the examiner to facilitate the change   
in student performance. ELs who demonstrate accuracy and ease with learning new language or 
academic concepts as a result of mediated teaching via a dynamic assessment procedure are less 
likely to demonstrate a true language or specific learning disability. Research on dynamic 
assessment has reported very high accuracy at differentiating language difference from language 
disorder, and it has great potential to reduce cultural and linguistic bias. Dynamic assessment tasks 
may also be administered to ELs in the primary language with an interpreter if the team is working 
with an EL who has been living in the US for less than three years or has had very limited English 
exposure or is very young and learning two languages simultaneously. Refer to Appendix G for 



© 2016 Dr. Catherine Collier 
All Rights Reserved 

50  

 
 
 
 
 
 

examples of student modifiability rating scales and teacher effort scales that have been used in 
recent research studies. 

In addition to annual tests in English/language arts and mathematics, English-learners are 
tested on their progress toward proficiency in their new language. Though Mr. Duncan has said 
scaling back testing demands is a high priority, how he and Ms. Gil will reduce the load for ELLs 
remains to be seen. The Obama administration still maintains that testing all students, including 
ELLs, annually in reading and mathematics is critical for measuring progress. In recent hearings, 
the U.S. Senate education committee has debated whether to dump federally mandated annual tests 
in a proposal to rewrite the No Child Left Behind law, the current version of the Elementary and 
Secondary Education Act. 

Since his time as the CEO of Chicago's public schools before he became education 
secretary in 2009, Mr. Duncan has argued that ELLs should be allowed to demonstrate their 
content knowledge on tests in their native languages. New York and some other states already 
provide some tests in native languages. When students with low English proficiency take math 
exams, they may not understand the test directions—one example of a language barrier that keeps 
them from demonstrating their skills. By definition, ELLs are "not yet actually ready to access 
math and English-language content," said Conor P. Williams, a senior researcher for the 
Washington-based New America Foundation. 

But agreement on a national framework to test EL content knowledge has yet to emerge. 
Efforts to make the new common-standards tests developed by the Partnership for Assessment of 
Readiness for College and Careers and the Smarter Balanced Assessment Consortium more 
accessible to ELLs were field-tested last spring. But as states have dropped out or scaled back their 
roles in the consortia, fewer English-learners may have access to those tests, and it's not clear what 
kinds of test supports states would provide in their place. That flux has created  uncertainty. 

"The common-core tests haven't hit the ground, and there's already so much confusion and 
lack of information," said Giselle Lundy-Ponce, an associate director of the American Federation 
of Teachers' educational issues department. 

A 2013 AFT study found that in two medium-size districts, the time students spent taking 
tests ranged from 20 to 50 hours per year in heavily tested grades. In addition, students could spend 
60 to 110 hours a year focused on test preparation. That's precious time lost for ELLs, said Ms. 
Lundy-Ponce. "Rather than being diagnostic, [standardized testing] punishes the teacher," Ms. 
Lundy-Ponce said. "For the students, grade-level content won't be picked up by being drilled for a 
test." 

The Education Department's recent decision to grant Florida flexibility in how it assesses 
English-learners, which will allow the state to wait until ELLs have been in U.S. schools for two 
years before their scores are used for accountability, could signal a step away from high-stakes 
testing for the subgroup, or be an unintentional "red herring," Mr. Williams said. Florida's victory 
may not pave the way for flexibility in other states, he said. 

Federal officials have not said that Florida's case would apply elsewhere. It seems the 
state's dogged focus on testing helped its cause. 

In summary, as indicated above, reporting statistical scores from standardized, norm- 
referenced tests is inappropriate when a student does not share the same characteristics as the 
normative sample used to develop the test. However, when local or state policy dictates use of a 
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standardized test for the determination of special education eligibility, be cautious. Think carefully 
about how to administer and report the results. Student performance and findings should be 
interpreted in comparison with other, typically developing children from the same background. 
Measures of an EL student’s current functioning should be considered qualitatively and not be 
considered as necessarily predicative of any future achievement. Norm-referenced test of this 
nature may be helpful to provide a structured observation about what a student currently knows 
and can do. Assessments such as narrow-band norm-referenced assessments, criterion-referenced 
assessments, classroom rankings and ranking changes across time can be particularly useful in 
obtaining an understanding of which academic skills the student des and does not have. If 
necessary, standardized, norm-referenced tests should be used with extreme caution and only with 
a skilled examiner who understands both the linguistic and cultural load of the test. 

Some districts still require norm-referenced assessments despite the cautions discussed 
above. To minimize these cautions, use assessments that have been standardized and normed on 
students with similar language-learning backgrounds as the EL in question. If no such assessment 
is available and the team must use norm-referenced standard scores, percentile ranks, or age- 
equivalents (from a norm-referenced test whose normative sample is different from the EL student) 
provide baseline information about a student’s skills, the scores should not be used as the sole 
indicator of the EL‟s skills or used to gauge how discrepant the student’s performance is from the 
average of his/her peers. Commonly used but monolingually based classification systems tend to 
accentuate misconceptions regarding the true meaning of a norm-referenced type of  score. 

Alternatives to reporting norm-referenced scores would be to report student accuracy rates 
for specific skills and tasks, describe performance relative to a criterion or rubric, or use an 
alternative, less culturally- bound description of performance when standardized, norm-referenced 
tests are used as part of an evaluation of an EL. In doing so, the team is looking at repeated 
assessment of student progress as well as understanding the intensity of instruction to facilitate 
progress. Therefore, it is important to understand how a student is performing in reading, what the 
student’s strengths and weaknesses are in reading, and how much effort it takes for the student to 
learn as their English is growing. For example, given attendance in English schools for 3 or more 
consecutive years, the learning trajectories for English phonological awareness, basic decoding, 
word reading, and rapid naming skills mirror those of monolingual English speakers, and 
performance gaps are much smaller in these areas than in areas of vocabulary and comprehension 
(Adelson, Geva, & Fraser, 2014). A child that is an EL and has a reading disability “will face 
persistent difficulties in developing accurate and fluent word recognition, decoding, and spelling 
skills, regardless of how fluent they become in spoken English” (Geva and Farnia, 2012; p.  2). 

A student suspected of a disability may have learning trajectories for English phonological 
awareness, basic decoding, word reading, and rapid naming skills are much flatter than those of 
monolingual English speakers, and performance gaps are large and increasing for these areas 
(Adelson, Geva, & Fraser, 2014). Learning seems to be problematic across skills, not only skills 
expected due to differences in prior knowledge or vocabulary. 

For example, consider the performance of an EL, whose first language is Spanish, who was 
found to have an English proficiency level of 4 (Expanding on WIDA) in reading in first grade. A 
year later however, as an ending second grade student, he still did not know all of his letters of the 
English alphabet. He has been in the country since birth and attended preschool through second 
grade in the same school. The interventionist in the second grade provided a 5-part, intensive, 
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tightly scripted intervention to enable the student to recognize his letters. After 70 lessons over the 
course of 6 weeks, the student did not improve in his letter knowledge from pretest measures 

despite the intensity and alignment of instruction. This evidence suggests that this student may 
have more than learning a second language as a reason for his slow progress in letter identification. 

Over the years, many have questioned used school-wide screeners for EL students. For 
example, if reading instruction is in another language, then typical academic screeners used in 
schools (i.e., DIBELS, AIMSWEB) are not appropriate tools. If a student does not have enough 
English language proficiency to benefit from reading instruction in English, then these types of 
tests would be inappropriate. This is the case for English Learners who score at WIDA level 1 
(Entering). When a student’s oral language progress indicates that reading instruction provided in 
English is possible, then formative assessments such as these may be used. If reading instruction  
is in English, and students can understand the directions, then teachers are recommended to assess 
English Learners with formative measures used in schools. The results should be used to 
understand the student’s progress not necessarily used to compare the student’s performance with 
their peers. 

 
 
Resolving or Referring 

To conclude this section, step five in the PRISIM process is where data gathered during 
progress monitoring within the problem solving process is reviewed and analyzed. After 
addressing the CLD student’s learning and behavior issues at increasing levels of intensity, the 
diverse learner’s presenting problems may have been resolved and what was found successful now 
made part of the student’s instructional environment. Alternatively, the intervention team may 
decide that more intensive efforts are considered necessary, but if this “recycling” is going on 
repeatedly, it is an indication of a system failure. An effective instructional intervention cycle is 
usually six to eight weeks, no longer than twelve. 

If intervention efforts are unsuccessful in remediating or minimizing the potential learning 
or behavior problem, the team should make a formal referral for a comprehensive individualized 
evaluation to identify any undiagnosed learning and behavior problems. All documentation will  
be made available to the evaluation team. This includes documentation of the extent to which 
language acquisition and culture shock are contributing to the presenting concern and evidence to 
support that although contributing, they are not the principle issues in the learning or behavior 
problem. 

In all situations, the strategies that have been shown to be effective in the learner’s progress 
should become a regular part of the learning environment for the CLD student. If access to 
bilingual materials resolves the student’s comprehension difficulties, they should remain available 
to the student when he or she leaves the intensive individualized effort and returns to the activities 
within the general classroom. If the student is eligible for special education, they must become 
integrated into the CLD student’s IEP and instructional program within special education services 
should he or she be found eligible for such services. 
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Glossary for Separating Difference & Disability 
 
 

2. Accommodation…  Adapting  language  (spoken  or  written)  to  make it 
more understandable to second language learners. In assessment, 
accommodations may be made to the presentation, response method, 
setting, or timing/scheduling of the assessment. 

3. Acculturation….Acculturation is the process of adaptation to changes in 
our social, cultural, and linguistic environments. 

4. Acquisition (vs Learning)… Krashen states that acquisition amounts to a 
functional mastery of some aspect of a language, such as a word or 
grammar structure that you don’t have to translate from your first 
language because you “just know it.” To some extent acquisition is 
‘subconscious’ or covert and learning is conscious or overt. Learning is a 
conscious process whereby we store information about a language in our 
minds, access it and use it consciously to translate to or from the target 
language. Language learners in typical settings perform both acquisition 
and learning simultaneously. 

5. Active Processing Strategy… When applying the Active Processing 
strategy, students work through problems or tasks using a sequence of 
self-monitoring questions. Start by having the students in your class 
speak out loud with one another in small groups about the content and 
process of lessons they are learning following the steps in Active 
Processing. 

6. Additive bilingualism… One of two contextual concepts which explain 
the possible outcomes of second language learning.  Additive 
bilingualism occurs in an environment in which the addition of a second 
language and culture does not replace the first language and culture; 
rather, the first language/culture are promoted and developed, such as 
in dual language programs or developmental bilingual education 
programs. Additive bilingualism is linked to high self-esteem, increased 
cognitive flexibility, and higher levels of proficiency in L2 . The opposite 
of subtractive bilingualism. 

7. Additive Model/Common Underlying Proficiency…. Theory that both 
acquisition of first and second languages can contribute to underlying 

1. Academic skills…The cognitive skills needed to succeed in school. Contrast with social skills 
and executive functions. 

http://www.ncela.gwu.edu/expert/glossary.html#duallanguage%23duallanguage
http://www.ncela.gwu.edu/expert/glossary.html#developmentalbilingual%23developmentalbilingual
http://www.ncela.gwu.edu/expert/glossary.html#developmentalbilingual%23developmentalbilingual
http://www.ncela.gwu.edu/expert/glossary.html#L2%23L2
http://www.ncela.gwu.edu/expert/glossary.html#subtractivebilingualism%23subtractivebilingualism
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language proficiency. Experiences with both languages, according to 
Cummins, promote the development of the proficiency underlying both 
languages, given adequate motivation and exposure to both, within 
school or the wider environment. SUP (Separate Underlying Proficiency) 
approach indicates that no such relationship/synergy exists between L1 
and L2 language acquisition. 

8. Adjustment/Recovery…. At this stage of acculturation, basic needs are 
met and a routine has been established. There is a noticeable 
improvement in transition language skills and cross-cultural interactions. 

9. Advanced fluency…. Your student can understand and perform at grade 
level in both languages and dialects. He or she functions on academic 
level with peers and maintains two-way conversation. He or she has a 
vocabulary beyond 12,000 words and demonstrates decontextualized 
comprehension.  Uses enriched vocabulary 

10. Advanced Intermediate fluency…. Your student can communicate 
thoughts and engage in and produce connected narrative. He or she 
shows good comprehension and uses expanded vocabulary. They may 
make complex grammatical errors and functions somewhat on an 
academic level. They have about a 12,000 receptive & active word 
vocabulary. 

 11. Affect Modulation…Calming down or revving back up after an intense emotion.  
12.Affective Filter…  Associated with  Krashen's  Monitor  Model  of second 
language learning, the affective filter is a metaphor that describes a learner's 

attitudes that affect the relative success of second language acquisition. 
Negative feelings such as lack of motivation, lack of self- confidence and 

learning anxiety act as filters that hinder and obstruct language learning. 
Krashen has opined that the best acquisition will occur 

in environments where anxiety is low and defensiveness absent, i.e. in 
contexts where the “affective filter” is low. Optimal input occurs when 
the "affective filter" is low (Krashen, 1982). The affective filter is a screen 
of emotion that can block language acquisition or learning if it keeps the 
users from being too self-conscious or too embarrassed to take risks 
during communicative exchanges. 

13. Analogy Strategy… Analogy strategies are a useful means of enhancing 
acquisition and retention of new materials. In analogy, the learner recalls 
previously experienced patterns, which are similar to the new items. 
Analogy is also a very effective elaboration of schema (prior  knowledge) 

http://earthrenewal.org/secondlang.htm#L1%23L1
http://earthrenewal.org/secondlang.htm#L2%23L2
http://www.ncela.gwu.edu/expert/glossary.html#monitormodel%23monitormodel
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especially for culturally and linguistically different students. Teachers  
can encourage minority students to find analogies between new concepts, 
materials, experiences, or concepts the students have from their home 
culture or nation of origin. This is a good technique for language 
development and language transition as well. This use of analogy can be 
as simple as identifying similar sounds, similar words or cognates, or as 
complex as discussing similarities and differences in perceptions, values, 
or abstract concepts. 

14. Anxiety…. One of the manifestations of culture shock is increased or 
heightened anxiety. This may be manifested by increased worry,  
concern, or nervousness in anticipation of new, unknown interactions or 
events. 

 
17. Assimilation….  Assimilation  is  one  type  of  adaptive,      acculturative 

response to changes in our sociocultural environment. It usually occurs 
over time and over multiple generations. It is manifested by a complete 
substitution of the new culture and language for the existing culture and 
language and the elimination of all aspects of the previous culture and 
language. 

18. Attachment… This refers to an instructional strategy where the teacher 
intentionally and overtly connects new learning or new topics to what has 
already been learned at home and in previous schooling. Always connect 
learning to prior lessons and knowledge. Make connections between the 
new content or activity and things that are familiar to the learner, making 
meaningful attachments through analogies and illustrations between the 
known and the unknown. This may involve lessons highlighting 
similarities and differences between the new and the known or compare 
and contrast activities. 
 19. Attunement… The capacity to accurately read the cues of others and respond appropriately  
20.Audio-lingual approach… Non-communicative approach that involves 

heavy use of mimicry, imitation and drill. Speech and not writing is 
emphasized. It is perhaps unfair to associate this approach with B.F. 
Skinner whose theories would in no way preclude a communicative 

approach  to  second  language   acquisition  instruction. A  behaviorist 

15. ARC Model… ARC stands for Attachment, self-Regulation and Competency. These domains, 
researched and developed by mental health professionals, serve as the theoretical framework 
for several curricula models. 

16. Assertiveness… Standing up for one’s rights, needs and desires in ways that are respectful of 
ourselves and others. 
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approach to language learning, which stems from the belief that the 
ability to make a sound or use correct grammar is an automatic, 
unconscious act. Instruction is teacher-centered and makes use of drills 
and dialogue. Vocabulary and sentence patterns are carefully graded and 
introduced in a sequence, skills of listening and speaking are introduced 
before reading and writing, and emphasis is placed on accuracy of 
pronunciation and grammar. The aim is for the learner to gain an 
automatic, accurate control of basic sentence structures, sounds, and 
vocabulary. The approach was very popular in the 1950s and 60s, but its 
use has declined in favor of the communicative  approach 

21. Basic Interpersonal Communication Skills… Basic Interpersonal 
Communication Skills (BICS) are those that are cognitively-undemanding 
and include known ideas, vocabulary and syntax. They are the aspects of 
communication that are used daily in routine communicative exchanges 
(e.g., while dressing, eating, bathing, playing, etc.). BICS skills represent 
the informal aspects of social talk as well as skills that do not require a 
high degree of cognition (e.g., naming objects and actions, referring to 
non-existence, disappearance, rejection, and negation, and so forth). 
Students demonstrating BICS might recognize new combinations of 
known words or phrases and produce single words or short phrases. 
When students begin to acquire a second language, they are typically able 
to develop BICS within 2-3 years. Most importantly, Cummins cautioned 
that students should not be placed in learning situations in which a 
second language (L2) is used just because they have adequate L2 BICS. 
Your student can use the language or dialect in informal or social 
interpersonal conversations. Acronym for Basic Interpersonal 
Communication Skills, part of a theory of language proficiency 
developed by Jim Cummins (1984), which distinguishes BICS from CALP 
(Cognitive Academic Language Proficiency). BICS is often referred to as 
"playground English" or "survival English." It is the basic language ability 
required for face-to-face communication where linguistic interactions are 
embedded in a situational context (see context-embedded language). This 
language, which is highly contextualized and often accompanied by 
gestures, is relatively undemanding cognitively and relies on the context 
to aid understanding. BICS is much more easily and quickly acquired 
than  CALP,  but  is  not  sufficient  to  meet  the  cognitive  and linguistic 

http://www.ncela.gwu.edu/expert/glossary.html#communicativeapproach%23communicativeapproach
http://www.ncela.gwu.edu/expert/glossary.html#CALP%23CALP
http://www.ncela.gwu.edu/expert/glossary.html#contextembedded%23contextembedded
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demands of an academic classroom. (Cummins, 1984; Baker & Jones, 
1998). 

22. Bilingual social and academic fluency…Your student can perform at 
grade level in both languages and dialects. 

23. Bilingualism…. Put simply, bilingualism is the ability to use two 
languages. However, defining bilingualism is problematic since individuals 

with varying bilingual characteristics may be classified as bilingual. There 
may exist distinctions between ability and use of a language; variation in 

proficiency across the four language dimensions (listening, speaking, 
reading and writing); differences in proficiency between the two languages; 

variation in proficiency due to the use of each language for different 
functions and purposes; and variation in language proficiency over time 

(Baker & Jones, 1998). People may become bilingual either by acquiring two 
languages at the same time in childhood or by learning a second language 

sometime after acquiring their first language. 24.Cloze… A language 
assessment technique where you blank out every 5th or so word and have 

the student replace it while reading. Cloze has been used as a language 
assessment tool for a long time. It has been touted   as 

a valid integrative test of language proficiency, and holds both problems 
and promises. You may wish to try it as one of your assessment 
techniques. Read Bailey, K.M. (1998) "Chapter 5, A Cloze-Knit Family," 
Learning about language assessment. Pacific Grove: Heinle & Heinle, pp. 
55-73. Bailey fails to credit Wilson Taylor for developing cloze technique 
in the early 1950s. Even people who do credit Taylor don't usually point 
out that cloze was an early language application of Information  Theory. 

25. Code-Switching….One of the manifestations of culture shock and a stage 
in second language acquisition is code switching. This is apparent as an 
insertion or substitution of sounds, words, syntax, grammar or phrases 
from existing language or communication process into new, emerging 
language or communication process. The term used to describe any 
switch among languages in the course of a conversation, whether at the 
level of words, sentences or blocks of speech. Code-switching most often 
occurs when bilinguals are in the presence of other bilinguals who speak 
the same languages (Baker & Jones, 1998). 

26. Cognitive Academic Language Learning Approach (CALLA)….. 
Instructional   approach   that   provides   explicit   teaching   of   learning 
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strategies within academic subject areas. Strategies are divided into three 
major categories: (1) Metacognitive (planning, self-monitoring, 
classifying, etc.); (2) Cognitive (note taking, summarizing, making 
inferences, self-reflection, etc.) and (3) Social-affective (Asking questions, 
cooperative learning, peer tutoring, etc.). 

27. Cognitive Academic Language Proficiency… Cognitive Academic 
Language Proficiency, or CALP. CALP takes much longer that BICS to 
develop; usually about 5-7 years. CALP skills are those that are necessary 
for literacy obtainment and academic success. CALP enables students to 
have academic, analytical conversation and to independently acquire 
factual information. CALP is used to use information acquired to find 
relationship, make inferences, and draw conclusions. Your student has 
acquired enough competence in the language or dialect to solve problems 
or discuss the content of lessons at some length. Developed by Jim 
Cummins (1984), Cognitive/Academic Language Proficiency (CALP) is 
the language ability required for academic achievement in a context- 
reduced    environment.    Examples    of    context-reduced   
environments include classroom lectures and textbook reading 
assignments. CALP is distinguished from Basic Interpersonal 
Communication Skills (BICS) (Baker, 2000). 

28. Common Underlying Proficiency…. Theory that both acquisition of first 
and second languages can contribute to underlying language proficiency. 
Experiences with both languages, according to Cummins, promote the 
development of the proficiency underlying both languages, given 
adequate motivation and exposure to both, within school or the wider 
environment. SUP (Separate Underlying Proficiency) approach indicates 
that no such relationship/synergy exists between L1 and L2 language 
acquisition. 

29. Communicative Approaches….. Teaching approach where  negotiation 
for meaning is critical. The teacher becomes a facilitator. Collaborative 
learning and peer interaction is important. Students and teacher select 
and organize curriculum contents. 

30. Communicative Competence…. Input + 1/Zone of Proximal 
Development- Input/instruction that is just above the students abilities. 
Instruction that is embedded in a meaningful context, modified 
(paraphrasing,  repetition),  collaborative/  interactive  and   multimodal. 

http://www.ncela.gwu.edu/expert/glossary.html#BICS%23BICS
http://earthrenewal.org/secondlang.htm#L1%23L1
http://earthrenewal.org/secondlang.htm#L2%23L2
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You have acquired a level of enough competence in the culture, language, 
and social interaction of your audience that you can exchange 
information and instruction comfortably. The ability to interact 
appropriately with others by knowing what to say, to whom, when, 
where, and how (Hymes, 1972). 

31. Comprehensible Input…. An explanation of language learning, proposed 
by Krashen, that language acquisition is a result of learners being exposed 
to language constructs and vocabulary that are slightly beyond their 
current level. This "input" is made comprehensible to students by  
creating a context that supports its meaning (Krashen, 1981).Krashen has 
opined that language acquisition occurs when instruction is provided at  
a level that is comprehensible to the learner. This can be achieved by 
modeling, demonstration, physical and visual examples, guided practice, 
and other strategic instructional practices. 

32. Concurrent translation….A bilingual teaching approach in which the 
teacher uses two languages interchangeably during instruction. When  
not carefully planned, this approach may lead to pedagogically random 
code-switching which may not meet instructional objectives. In addition, 
students often learn to tune out the language they do not understand and 
wait for the information in the language they do understand. A more 
effective approach, new concurrent approach (NCA), developed by 
Rodolfo Jacobson, is an approach to bilingual instruction that suggests 
using a structured form of code-switching for delivery of content 
instruction. Language switches are carefully planned to meet  
instructional purposes and concepts are reinforced by being considered 
and processed in both languages. In addition, all four language abilities 
(listening, speaking, reading and writing) should be addressed in both 
languages (Lessow-Hurley, 1990; Jacobson, 1990). 

33. Confusion in Locus of Control….Locus of control is one of the 
manifestations of culture shock. Locus of control may be either internal  
or external and refers to how the individual ascribes control or 
responsibility for events. Stating “I failed the test because I did not study 
hard enough,” is an example of internal locus of control. “I failed the test 
because the teacher or the fates were against me,” is an example of 
external locus of control. Under the stress of culture shock, established 
patterns  of  control  and  responsibility  can  become  confused  and    the 

http://www.ncela.gwu.edu/expert/glossary.html#codeswitching%23codeswitching
http://www.ncela.gwu.edu/expert/glossary.html#NCA%23NCA
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separation of internal and external circumstances no longer clear. (Collier, 
2004) 

34. Content-based ESL….This approach to teaching English as a second 
language makes use of instructional materials, learning tasks, and 
classroom techniques from academic content areas as the vehicle for 
developing language, content, cognitive and study skills. English is used 
as the medium of instruction (Crandall, 1992). 

35. Context-embedded language…. Communication occurring in a context 
that offers help to comprehension (e.g. visual clues, gestures, expressions, 
specific location). Language where there are plenty of shared 
understandings and where meaning is relatively obvious due to help 
from the physical or social nature of the conversation (Baker,  2000). 

36. Context-reduced language….. Language where there are few clues as to 
the meaning of the communication apart from the words themselves. The 
language is likely to be abstract. Examples: textbook reading, classroom 
lecture. 

37. Coping Strategy… This is a problem-solving strategy. The advantage of 
the coping strategy is that it can be used to assist students from different 
cultural or linguistic backgrounds to deal with non-academic as well as 
academic aspects of the learning situation. In addition, this strategy has 
been found to be effective in cross-cultural situations. The students are 
taught to confront the problem substantively and not emotionally; engage 
and initiate action; conceive of a possible solution; request and use 
assistance; implement their solution; persist in confronting the problem; 
attempt alternative solutions if the first does not work; and, achieve an 
outcome. 

38. Critical Biliteracy…….Critical biliteracy refers to the ability to read and 
understand academic or cognitively demanding texts in each  language. 

39. Cultural Adaptation/Culture Shock Cycle…. Model of what happens 
when a person is introduced into a new culture and then must return to 
their home culture. Stages include: (1) Pre-departure anxiety; (2) Arrival 
honeymoon; (3) Initial culture shock; (4) Surface adjustment; (5) Mental 
isolation; (6) Return anxiety and (7) Re-entry culture shock. 

40. Culturally and Linguistically Diverse (CLD)…CLD refers to a range of 
different population characteristics including culture, language,    dialect, 
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ethnicity, race, etc. The acronym is commonly used to identify the 
increasing numbers of diverse students in today’s school  population. 

41. Culturally and Linguistically Diverse Exceptional (CLDE)…CLDE refers 
to diverse population characteristics, e.g. culture and language, but also 
having special needs of some sort such as cognitive challenges, learning 
disabilities, etc. 

42. Culture Shock….Culture shock is the common name given to a set of 
psychological conditions that accompany the process of acculturation. 
These are normal, typical, temporary side effects of the acculturation 
process and not manifestations of innate, chronic psychological states. 
The conditions often reoccur in a cyclical manner, gradually decreasing 
in intensity over time. Access to intensive transition and adaptation 
assistance in the school environment can decrease the effects of culture 
shock for students. The effects may recycle in intensity when the 
adapting individual is moving frequently among unfamiliar groups of 
people. 

43. Cummin’s Classification of Language and Content activities…… 
Divided activities/modes of instruction and learning along two 
continuums (context embedded/reduced and academic and cognitively 
demanding /undemanding). Instruction should progress from context 
embedded/academically non-demanding to context 
reduced/academically demanding. Teacher should be aware of where his 
instruction falls and how it is relating to the needs of his students who 
may be in various stages of language acquisition and development. 

44. Deculturation….Deculturation is one type of adaptive, acculturative 
response to changes in our sociocultural environment. Research shows 
that this psychological response has the most negative long term 
consequences of adaptive responses. It usually occurs when the 
individual is removed or isolated from interaction with his or her existing 
family, community, or cultural group and not provided with adequate 
transition assistance into the new, unfamiliar environment. Indications  
of alienation, isolation, and marginalization from home and community 
are signs that a student is at risk for deculturation particularly when there 
is limited access to intensive transition and adaptation assistance in the 
school environment.   These students can end up with very   maladaptive 
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behavior patterns, substance abuse problems, gang affiliations, and other 
extremely hazardous learning and behavior profiles. 

45. Developmental bilingual education…. A program that teaches content 
through two languages and develops both languages with the goal of 
bilingualism and biliteracy. See also late-exit bilingual education (Baker, 
2000). 

46. Dialogue journal… "A type of writing in which students make entries in 
a notebook on topics of their choice, to which the teacher responds, 
modeling effective language but not overtly correcting the student’s 
language" (O’ Malley & Valdez-Pierce, 1996, p.238). 

47. Dictation… Dictation has been used as a language assessment tool for a 
long time. It has been touted as a valid integrative test of language 
proficiency, and holds both problems and promises. You may wish to try 
it as one of your assessment techniques. Read Bailey, K.M. (1998) 
"Chapter 2, Analyzing Tests: The Case of Dictation," Learning about 
language assessment. Pacific Grove: Heinle & Heinle, pp.  12-23. 

48. Direct Method (Berlitz)… Non-communicative method that involves 
exclusive use of target/L2 language, uses a step by step progression of 
material and considers correct translation to be very important. 

49. Disenchantment… This is the stage of acculturation that occurs as the 
newcomer encounters problems with being accepted, and with 
participating in the new environment. The individual becomes 
overwhelmed with the differences facing him or her and the difficulties 
of adapting. 

50. Distractibility….Distractibility is one of the manifestations of culture 
shock. It can easily be confused with attention deficit disorder or other 
neurological attention problems. However, the attention and focus 
problems can be addressed with intensive transition and adaptation 
assistance in the school environment. 

51. Dual language program/dual immersion… Also known as two-way 
immersion or two-way bilingual education, these programs are designed 
to serve both language minority and language majority students 
concurrently. Two language groups are put together and instruction is 
delivered through both languages. For example, in the US, native English- 
speakers might learn Spanish as a foreign language while continuing to 
develop  their  English  literacy  skills  and  Spanish-speaking  ELLs learn 

http://www.ncela.gwu.edu/expert/glossary.html#bilingualism%23bilingualism
http://www.ncela.gwu.edu/expert/glossary.html#biliteracy%23biliteracy
http://www.ncela.gwu.edu/expert/glossary.html#lateexitbilingual%23lateexitbilingual
http://www.ncela.gwu.edu/expert/glossary.html#twowayimmersion%23twowayimmersion
http://www.ncela.gwu.edu/expert/glossary.html#twowayimmersion%23twowayimmersion
http://www.ncela.gwu.edu/expert/glossary.html#twowaybilingual%23twowaybilingual
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English while developing literacy in Spanish. The goals of the program 
are for both groups to become biliterate, succeed academically, and 
develop cross-cultural understanding (Howard, 2001). See the ERIC Two- 
way Online Resource Guide or the NCELA publication - Biliteracy for a 
Global Society. 

52. Dynamic Indicators of Basic Early Literacy Skills…. (DIBELS) are a set 
of standardized, individually administered measures of early literacy 
development. They are designed to be short (one minute) fluency 
measures used to regularly monitor the development of pre-reading and 
early reading skills. The measures were developed upon the essential 
early literacy domains discussed in both the National Reading Panel 
(2000) and National Research Council (1998) reports to assess student 
development of phonological awareness, alphabetic understanding, and 
automaticity and fluency with the code. Each measure has been 
thoroughly researched and demonstrated to be reliable and valid 
indicators of early literacy development and predictive of later reading 
proficiency to aid in the early identification of students who are not 
progressing as expected. When used as recommended, the results can be 
used to evaluate individual student development as well as provide 
grade-level feedback toward validated instructional  objectives. 

53. Early production….Limited social fluency. Your student can speak 
informally in social settings using basic words, phrases and sentences in the  

language or  dialect. He  or  she  depends  heavily  on  context  and 
produces words in isolation. Verbalizes key words and responds with 

one/two word answer or short phrases. He or she points, draws, or uses 
gesture responses and may have mispronunciation and grammar errors. 

54.Early-exit bilingual education… A form of transitional bilingual 
education (TBE) in which children move from bilingual education 

programs to English-only classes in the first or second year of    schooling 
(Baker, 2000). 

55. Embedding… This refers to a strategy where all instruction in 
implemented using context rich activities. Embed instruction in concrete, 
explicit structure or a model, making sure that concrete context is used. 
This may involve using real objects, models and demonstrations or the 
use of specific cues and guide structures. 

http://www.ncela.gwu.edu/expert/glossary.html#biliteracy%23biliteracy
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http://www.ncela.gwu.edu/pubs/ideabook/dual/index.htm
http://www.ncela.gwu.edu/pubs/ideabook/dual/index.htm
http://www.ncela.gwu.edu/expert/glossary.html#transitionalbilingual%23transitionalbilingual
http://www.ncela.gwu.edu/expert/glossary.html#transitionalbilingual%23transitionalbilingual
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56. Enculturation… This begins upon our birth and is where we learn how  
to interpret the world. It is a process which begins as soon as a caregiver 
interacts with us at the moment of birth, and includes beliefs, tastes, 
humor, language, behavior expectations, etc. This diversity makes our 
mainstream standardized educational processes challenging, as language 
and culture issues compound the range of diverse abilities we must 
accommodate within our schools. 

57. English as a Foreign Language (EFL)…. EFL refers to situations where 
English is taught to persons living in countries where English is not the 
medium of instruction in the schools or to international students in the 
US who intend to return to their home countries. In EFL classes, English 
is taught as a subject, and exposure to English is typically limited to the 
classroom setting (e.g., English in Japan) (Snow, 1986). 

58. English as a second Language (ESL)… English as a second language (ESL) 
is an educational approach in which English language learners are 
instructed in the use of the English language. Their instruction is based 
on a special curriculum that typically involves little or no use of the native 
language, focuses on language (as opposed to content) and is usually 
taught during specific school periods. For the rest of the school day, 
students may be placed in mainstream classrooms, an immersion 
program, or a bilingual education program. Every bilingual education 
program has an ESL component (U.S. General Accounting Office, 1994). 
Also ELD, pullout ESL, ESOL, content-based ESL. 

59. English as an Additional Language (EAL)…EAL refers to students and 
programs focused on teaching English to students who already speak 
another language. They may or may not be literate in this non-English 
language. 

60. English Language Development (ELD)… ELD means instruction  
designed specifically for English language learners to develop their 
listening, speaking, reading, and writing skills in English. This type of 
instruction is also known as “English as a second language” (ESL), 
“teaching English to speakers of other languages” (TESOL), or “English 
for speakers of other languages” (ESOL). ELD, ESL, TESOL or ESOL 
standards are a version of English language arts standards that have been 
crafted to address the specific developmental stages of students learning 
English.   ELD classes (ala the Freemans) are designed for students   with 

http://www.ncela.gwu.edu/expert/glossary.html#ELD%23ELD
http://www.ncela.gwu.edu/expert/glossary.html#pulloutESL%23pulloutESL
http://www.ncela.gwu.edu/expert/glossary.html#esol%23esol
http://www.ncela.gwu.edu/expert/glossary.html#contentbasedESL%23contentbasedESL
http://www.ncela.gwu.edu/expert/glossary.html#eld%23eld
http://www.ncela.gwu.edu/expert/glossary.html#esl%23esl
http://www.ncela.gwu.edu/expert/glossary.html#tesol%23tesol
http://www.ncela.gwu.edu/expert/glossary.html#esol%23esol
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lower levels of English proficiency and less primary language academic 
development. In ELD classes, the focus is on learning English through 
content instruction suited to the level of the students’ academic 
background. For this reason, teachers provide first language support 
whenever possible, especially to help students with key ideas and 
concepts. 

61. English Language Learner (EL) and (EL)… English Language Learners are 
students whose first language is not English and who are in the process  
of learning English. Also see LEP. 

62. English Plus… A movement based on the belief that all U.S. residents 
should have the opportunity to become proficient in English plus one or 
more other languages (Lewelling, 1992). 

63. English-Only… An umbrella term that is used to refer to different federal 
and state legislative initiatives and various national, state, and local 
organizations, all of which involve the effort to make English the official 
language of the United States. The initiatives and organizations vary in 
the degree to which they promote the suppression of non-English 
languages. The official English movement is spearheaded by two national 
organizations: U.S. English and English First (Lewelling, 1992). 

64. Entry criteria…. A set of criteria for designation of students as English 
language learners and placement in bilingual education, ESL, or other 
language support services. Criteria usually include a home language 
survey and performance on an English language proficiency test. 

65. Evaluation Strategy… Students must learn to evaluate the learning 
situation to get better at identifying and using appropriate strategies. The 
skills necessary for an evaluative cognitive learning strategy are: 
predicting, checking, monitoring, reality testing and coordination, and 
control of deliberate attempts to study, learn, or solve  problems. 

 66. Executive Functions… Those skills that enable a person to behave in goal-directed ways.  
67.Exit criteria…. A set of criteria for ending special services for English 

language learners and placing them in mainstream English only classes 
as fluent English speakers. This is usually based on a combination of 
performance on an English language proficiency test and grades, 
standardized test scores, or teacher recommendations. In some cases, this 
redesignation of students may be based on the amount of time they have 
been in special programs. 

http://www.ncela.gwu.edu/expert/glossary.html#LEP%23LEP
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68. Exiting rate…. The rate at which students are moved from programs in 
which they receive special services as English language learners to 
mainstream English-only programs. See redesignation  rate. 

69. Fascination….Fascination is sometimes referred to as the “honeymoon” 
period and refers to the stage of acculturation where the newcomer or 
beginner finds the new environment or situation interesting and exciting. 

70.Functional approach… This approach to teaching English as a second 
language (also referred to as the communicative-based ESL approach or 

communicative approach) is based on the theory that language is acquired 
through exposure to meaningful and comprehensible messages, rather than 

being learned through the formal study of grammar and vocabulary.  The  
goal  of  communicative-based  ESL  is   communicative 

competence (Baker, 2001). 
71. Functional Literacy…You have acquired enough reading and writing 

ability to accomplish your primary goals and no more. 
72. Gradual exit program…. A bilingual education program designed by 

Krashen (1996) in which students gradually transition from native 
language classes to classes in English. At first, the native language is used 
for all subjects (except ESL and art, music and physical education). At a 
later stage, the first language is used for those subjects that are difficult to 
make comprehensible for those limited in English (social studies and 
language arts), while English is used in those subjects that are easier to 
contextualize (math, science). Finally, English is used for all  subjects. 

73. Grammar…. A theory or hypothesis, about the organization of language 
in the mind of speakers of that language--the underlying knowledge that 
permits understanding and production of language. 

74. Grammar-translation approach… This is a non-communicative  
approach that relies heavily on reading and translation, mastery of 
grammatical rules and accurate writing. The historically dominant 
method of second language teaching in school. Students were expected   
to memorize vocabulary and verb declensions, learn rules of grammar 
and their exceptions, take dictation, and translate written passages. The 
emphasis was on literacy development rather than the acquisition of 
oral/aural skills (Baker, 2001). 

75. Graphic Organizers… Teacher or assistant uses a graph, chart, physical 
or  visual  model  as  a  preview/view/review  structure  for  all     lesson 

http://www.ncela.gwu.edu/expert/glossary.html#redesignationrate%23redesignationrate
http://www.ncela.gwu.edu/expert/glossary.html#functionalapproach%23functionalapproach
http://www.ncela.gwu.edu/expert/glossary.html#communicativeapproach%23communicativeapproach
http://www.ncela.gwu.edu/expert/glossary.html#communicativecompetence%23communicativecompetence
http://www.ncela.gwu.edu/expert/glossary.html#communicativecompetence%23communicativecompetence
http://www.ncela.gwu.edu/expert/glossary.html#nativelanguage%23nativelanguage
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content, outlining key issues, rehearsing vocabulary, and reviewing 
related prior knowledge. 

76. Guided Practice… Teacher, student peer or specialist demonstrates what 
to do to complete a task or how to act or speak in a given situation. The 
situation is explained in home and community language when possible, 
and each stage is modeled. Someone who is familiar to the learners come 
in and lead them through the situation. This can involve actually 
physically guiding the learner through the actions required. Students 
then practice each stage of the interaction with these familiar participants 
until comfortable with the interaction. 

77. Heritage language…. The language a person regards as their native, 
home, and/or ancestral language. This covers indigenous languages (e.g. 
Navajo) and in-migrant languages (e.g. Spanish in the U.S.) (Baker, 2000). 
See the ERIC Digest on heritage languages. 

78. High-stakes assessment… Any assessment that is used to make a critical 
decision about a student, such as whether or not a student will move on 
to the next grade or receive a diploma. School officials using such tests 
must ensure that students are tested on a curriculum they have had a fair 
opportunity to learn, so that certain subgroups of students, such as racial 
and ethnic minority students or students with a disability or limited 
English proficiency, are not systematically excluded or disadvantaged by 
the test or the test-taking conditions. Furthermore, high-stakes decisions 
should not be made on the basis of a single test score, because a single test 
can only provide a "snapshot" of student achievement and may not 
accurately reflect an entire year's worth of student progress and 
achievement (AERA, 1999). 

79. Home Language Survey (HLS)…. Form completed by parents/guardians 
that gives information about a student’s language background. Must be 
on file for every LEP student. 

80. Humanistic Approach (Galyean)… Communicative approach that 
focuses on the whole learner, starts with the individual then expands to 
group and includes music, art and physical activity. 

 
82.Immersion approach… Bilingual program similar to double or    two-way 

program. Sometimes also used to describe a program where L1 students 
are given academic instruction in a non-native language for   enrichment. 

81. Hypervigilance…A common reaction to trauma. The emotional condition in which survivors 
are always trying to preempt another attack. 

http://www.cal.org/resources/digest/brecht01.html
http://earthrenewal.org/secondlang.htm#Two-Way%23Two-Way
http://earthrenewal.org/secondlang.htm#Two-Way%23Two-Way
http://earthrenewal.org/secondlang.htm#L1%23L1
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Approach to teaching language in which the target language is used 
exclusively to provide all instruction. 

83.Input +1… Optimal input must be at a level slightly above that of the 
learner. Krashen labeled this concept "input + 1". To explain this principle, 
Krashen uses an analogy of an English speaker trying to comprehend 
Spanish from a radio program. Those of us who have a beginner's ability 
to speak Spanish and who have listened to a Spanish radio broadcast 
know how frustrating (and incomprehensible) it can be to try to attend to 
input that is just too complex and that lacks a visible context from which 
we can deduce clues. 

84. Instructional conversations…. Discussion-based lessons geared toward 
creating opportunities for students' conceptual and linguistic 
development. They focus on an idea or a student. The teacher encourages 
expression of students' own ideas, builds upon information students 
provide and experiences they have had, and guides students to 
increasingly sophisticated levels of understanding (Goldenberg,  1991). 

85. Integration…. Integration is one type of adaptive, acculturative response 
to changes in our sociocultural environment. It is characterized by a 
blending and combining of the known, familiar, language and culture of 
the family and community with the new language and culture. Some 
researchers call this bi-cognitive adaptation. 

86. Interdisciplinary Approach… An instructional model where all content 
areas are combined in thematic units of learning, e.g. The Rainforest, 
included science, math, reading, writing, art, music, literature, 
geography, social studies, etc. 

87. Intermediate fluency …. Your student can speak effectively in social 
settings and can understand and perform many academic tasks in the 
language or dialect. He or she uses simple but whole sentences and 
makes some pronunciation & basic grammatical errors but is understood. 
He or she responds orally and in written form with a limited vocabulary. 
She or he initiates conversation and questions and shows good 
comprehension and uses up to 7000 receptive word  vocabulary. 

88. Jigsaw…A specific instructional strategy where a task is broken up into 
pieces and different parts are given to different groups of students. After 
completing their portion of the lesson or task, the groups come back 
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together and share their information. In a jigsaw, the whole is only 
revealed after sharing each part. 

89. L1…Primary or heritage language. 
90.L2…Secondary language. 

91.Lag Time…The length of time it takes a second language learner to 
process the information or question directed at them and to form an 

appropriate response. This lag time may be a considerable span of time. 
92.Language Acquisition Theory (Krashen and others)… Acquisition and 

learning are two separate processes. Learning is knowing about a language 
(formal knowledge). Acquisition is the unconscious process that occurs 

when language is used in real conversation. Language Acquisition Theory 
embodies the following hypotheses: Natural Order: Natural 

progression/order of language development exhibited by infants/young 
children and/or second language learners (child or adult).Monitor: 

Learning (as opposed to acquisition) serves to develop a monitor- an error 
detecting mechanism that scans utterances for accuracy in order to make 

corrections. As a corollary to the monitor hypothesis, language acquisition 
instruction should avoid emphasis on error correction and grammar. 

Such an emphasis might inhibit language acquisition, particularly at the 
early stages of language development. Input: Input 

needs to be comprehensible . Affective Filter 
93. Language Experience Approach… An approach to literacy development 

based on the idea that students can learn to write by dictating to the 
teacher what they already know and can express verbally, and that they 
can then read that which has been written. Hence, the students' first 
reading materials come from their own repertoire of language (Richard- 
Amato, 1996). The Language Experience Approach involves direct 
transcription of a story or dialog from the students and then using that 
written language to practice reading. This approach creates authentic text 
that is at the students’ ability level and helps them to make connections 
between the oral language and the written code. 

94. Language proficiency…. To be proficient in a second language means to 
effectively communicate or understand thoughts or ideas through the 
language's grammatical system and its vocabulary, using its sounds or 
written symbols. Language proficiency is composed of oral (listening and 

http://earthrenewal.org/secondlang.htm#Comprehensible%20Input%23Comprehensible%20Input
http://earthrenewal.org/secondlang.htm#Affective%20Filter%23Affective%20Filter
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speaking) and written (reading and writing) components as well as 
academic and non-academic language (Hargett,  1998). 

95. Late-exit bilingual education…. Late-exit programs provide bilingual 
instruction for three or more years of schooling. Late-exit programs may 
be transitional or developmental bilingual programs, depending on the 
goal of the program (Baker, 2000). See developmental bilingual education 
and transitional bilingual education. 

96. Latency…The space of time between the end of one person’s utterance 
and the beginning of another speaker’s utterance. This length of time is 
culturally determined and means different things within different 
cultures and languages/dialects. 

97. Lau v. Nichols… Supreme Court case where the Court ruled that, "There 
is no equality of treatment merely by providing students the same 
facilities, textbooks, teachers and curriculum, for students who do not 
understand English are effectively foreclosed from any meaningful 
education". Also: Lau remedies. 

98. Limited English proficient (LEP)…. Limited English proficient (LEP) is 
the term used by the federal government, most states and local school 
districts to identify those students who have insufficient English to 
succeed in English-only classrooms (Lessow-Hurley, 1991). Increasingly, 
English language learner (EL) or English learner (EL) are used in place of 
LEP. 

99. Maintenance Bilingual Program… Bilingual program whose goal is to 
maintain English learner’s native language and culture. Students are 
encouraged to be proficient in English and their native  tongue. 

100. Manipulatives…Using actual objects or models of objects or items in  
a lesson in such a way that students handle them and use them as part of 
learning. 

101. Mental Isolation…. This is the stage of acculturation where 
newcomers experience a kind of “home-sickness”. They miss their 
“home” culture and feel more like an outsider in the new one. They may 
withdraw from interactions with members of the new sociocultural 
community. 

102. Metalinguistic skills….. The ability to talk about language, analyze it, 
think about it, separate it from context, and judge it. Metalinguistic skills, 
such as phonemic awareness and sound-to-symbol correspondence     are 

http://www.ncela.gwu.edu/expert/glossary.html#developmentalbilingual%23developmentalbilingual
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regarded as key factors in the development of reading in young children 
and they may be prerequisite to later language acquisition in reading and 
writing. Research shows that balanced bilinguals have increased 
metalinguistic awareness in their abilities to analyze language and their 
control of internal language processing. 

103. Monolingual……Your student commonly uses only one language or 
dialect. 

104. Morphology… The study of the meaning units in a language 
(morphemes) 

105. Multiple Intelligences…Theory by Howard Gardner that learners  
have many ways of learning, e.g. through music, art, thinking, reading, 
feeling, etc. 

106. Native-language instruction…. The use of a child's home language 
(generally by a classroom teacher) to provide lessons in academic subjects 
or to teach reading and other language arts (Crawford,  1997). 

107. Natural approach…. Developed by linguist Stephen Krashen and 
teacher Tracy Terrell (1983), the Natural Approach is a methodology for 
fostering second language acquisition which focuses on teaching 
communicative skills, both oral and written, and is based on Krashen's 
theory of language acquisition which assumes that speech emerges in 
four stages: (1) preproduction (listening and gestures), (2) early 
production (short phrases), (3) speech emergence (long phrases and 
sentences), and (4) intermediate fluency (conversation) (Lessow-Hurley, 
1991). 

108. Newcomer program….. A program that addresses the specific needs of 
recent immigrant students, most often at the middle and high school 
level, especially those with limited or interrupted schooling in their home 
countries. Major goals of newcomer programs are to acquire beginning 
English language skills along with core academic skills and to acculturate 
to the U.S. school system. Some newcomer programs also include 
primary language development and an orientation to the student's new 
community (Genesee, et al, 1999). 

109. One-way program… Bilingual program where native English 
speakers do not receive instruction in the native language of the English 
learners. 
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110. Organization Strategy… Recall and retrieval can be enhanced by the 
use of grouping or cluster strategies. Learning to group or cluster items  
is an application of the cognitive learning strategy “organization." In 
organization strategies, students are instructed to follow these steps: Sort 
the words, items, or information to be recalled into groups sharing some 
common characteristics; Give these groups distinctive names or labels; 
Study the items by group, rehearsing the individual and group names; 
Self-test for recall by group; and, Retrieve item identifications by  group. 

 111. Personal Agency…The term used to describe the belief that one can make things  happen.  
112. Phase or Stage… Periods of development that are typically used in 

discussion of language ability instead of ages to refer to a child's  process. 
113. Phonology… The study of the sound patterns of a language. 
114. Pragmatics… The general study of how context affects the user’s 

interpretation of language. 
115. Pre-production…..Receptive comprehension. Your student can 

understand when spoken to, depends on context and has minimal 
receptive vocabulary. He or she comprehends key words only and  
points, draws, or uses gesture responses, but may not produce speech. 
She or he has a 0-500 receptive word vocabulary and may still be 
adjusting to US/Canadian culture. 

116. Primary Language… The language of most benefit in learning new 
and difficult information. 

117. Pull-out ESL… A program in which LEP students are "pulled out" of 
regular, mainstream classrooms for special instruction in English as a 
second language (Baker, 2000). 

118. Push-in ESL… In contrast with pull-out ESL instruction, "the ESOL 
teacher goes into the regular classrooms to work with English language 
learners" (SERVE, 2004, p. 76). 

119. Ratcheting… This refers to a strategy where instruction in 
implemented expansions and extensions. Extend and build upon what is 
learned like cogs in a gear mechanism Enrich and expand upon learning. 
Use skills in L1 to strengthen L2 learning, use skills in L2 to strengthen 
L1, etc. This may involve teaching specific generalization techniques or 
using transfer and application strategies. 

120. Realia… This refers to actual objects or demonstrations of objects or 
actions. It is an instructional technique for employing manipulatives, 
pictures of objects, etc. in instruction. 

http://www.ncela.gwu.edu/expert/glossary.html#LEP%23LEP
http://www.ncela.gwu.edu/expert/glossary.html#pulloutESL%23pulloutESL
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121. Redesignation rate… The percentage of students who are reclassified 

from limited English proficient (LEP) to fluent English proficient each year. 
The redesignation rate is often used as part of the accountability system for  
a school or district, although it does not provide valid data on program 
effectiveness. 

122. Redesignation…. Generally, the process of changing the English proficiency status of a 
student from limited English proficient (LEP) to fluent English proficient (FEP). However, 
within NCLB, such students must be monitored for two years. If they do not continue to make 
progress in the English-speaking classroom, they can be redesignated back to SEI classes or 
others providing home language support. Developmental progress of LEP students is reviewed 
annually. FEP (Fluent English Proficiency) redesignation will occur based on the following 
criteria: 1) Teacher recommendation 2) SOLOM 3) Oral English Fluency (LAS-O and other 
assessment tests) 4) Reading/Writing (LAS R/W and other assessment tests) 5) Student writing 
sample 6) CTBS score of 36 percentile or greater in reading, language and  math) 

123. Rehearsal Strategy… Rehearsal and other review and retention 
strategies have been shown to be effective cognitive learning strategies. In 
rehearsal, students are instructed to practice saying each item aloud and by 
groups of items. Visual cues and visual imagery also have been shown to 
enhance retention whether in conjunction with verbal rehearsal or as a form 
of rehearsal themselves. 

124. Rejection…. Rejection is one type of adaptive, acculturative response 
to changes in our sociocultural environment. The individual experiencing 
acculturation may make an intentional choice to reject his or her home 
language and culture and attempt to use only the new modes of interaction. 
Rejection can also occur the other direction, i.e. the individual rejects the new 
language and culture and attempts to only interact within their home 
language and culture community. 

 
126. Response  Fatigue….  One  of  the manifestations of  culture  shock is a 

pattern of response fatigue. The individual is expending a great deal of 
energy attending to all that is going on, sights, sounds, movements, objects, 
etc. Without a filter to identify important and critical stimuli from 
unimportant, the individual must attend to all. This can be exhausting and 
overwhelming. Response fatigue is often cyclical, i.e. the individual  
becomes overwhelmed with continual interaction with their environment 
and ‘shuts down’ periodically to recover and regain  control. 

127. Rubrics…A structure for organizing criteria; facilitates the monitoring 
and measuring the completion of a task or lesson or goal. 

125. Relationship Coaches…Adults in the lives of children affected by trauma, who provide 
caring relationships. 

http://www.ncela.gwu.edu/expert/glossary.html#LEP%23LEP
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128. Safety plan… A plan of what the teacher and student will do when a triggering 
stimulus begins to affect a student. 

129. Scaffolding… Providing contextual supports for meaning during 
instruction or assessment, such as visual displays, classified lists, or tables or 
graphs” (O’ Malley & Valdez-Pierce, 1996, p.240). Supporting structures or 
activities that assist a language learner in comprehending and interacting 
with new information or vocabulary. 

130. Semantics… The study of meanings of individual words and or larger 
units such as phrases and sentences. 

131. Sheltered English… An instructional approach used to make academic 
instruction in English understandable to English language learners to help 
them acquire proficiency in English while at the same time achieving in 
content areas. Sheltered English instruction differs from ESL in that English 
is not taught as a language with a focus on learning the language. Rather, 
content knowledge and skills are the goals. In the sheltered classroom, 
teachers use simplified language, physical activities, visual aids, and the 
environment to teach vocabulary for concept development in mathematics, 
science, social studies and other subjects (National Clearinghouse for 
Bilingual Education, 1987). 

132. Sheltered Instruction Observation Protocol (SIOP)…SIOP is a 
program for structuring instruction for EL students. It includes specific  
steps for teachers to follow in preparing and implementing their  lessons. 

133. Silence Stage….This is a common stage in second language acquisition 
and is also one of the manifestations of culture shock. The individual is 
spending a lot of energy listening and observing, processing what is 
occurring before feeling comfortable responding to a situation or interaction. 

134. Silent Way (Gattegno)… Communicative approach that makes learner 
responsible for own learning and makes extensive use of Cuisenare rods, 
color-coding and other manipulatives. 
 135. Social skills…The skills needed for students to interact with others in acceptable  ways.  

136. Specially-designed Academic Instruction in English (SDAIE)….SDAIE 
classes (ala the Freemans) are for students with intermediate to advanced 
levels of English proficiency and grade-level academic development in their 
primary language. SDAIE classes are content classes taught using special 
techniques to make instruction comprehensible. SDAIE differs from ELD in 
that the focus is on academic content, not on language development. 
Students must deal with the content and textbooks that mainstream   classes 

http://www.ncela.gwu.edu/expert/glossary.html#ESL%23ESL
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use and SDAIE classes are content classes taught using special techniques to 
make the instruction comprehensible. In addition, teachers pay special 
attention to helping students deal with academic texts in  English. 

137. Speech emergence…. Intermediate social fluency, and limited academic 
fluency. Your student uses short phrases and makes many mistakes in 
grammar. She or he generally responds orally and hears smaller elements of 
speech. A he or she function on a social level and uses a limited vocabulary 
(between 1000-6000 receptive vocabulary). 

138. Student Oral Language Observation Matrix (SOLOM)… Screening 
form designed to help teachers assess oral language skills of students. 

139. Submersion… Sink or swim approach to ELD instruction. L2 students 
are placed in the same classes as L1 students and required to learn as much 
as they can. 

140. Subtractive bilingualism… When learning a second language 
interferes with the learning of a first language. The second language replaces 
the first language. This is commonly found in children who emigrate to a 
foreign country when they are young, especially in cases of orphans who are 
deprived of their first language input. This can be contrasted to additive 
bilingualism. 

141. Suggestopedia (Lozanov)… Communicative approach that uses 
Baroque music (in the session phase of a lesson) and stresses a welcoming 
atmosphere and natural settings. A Suggestopedia lesson may have three 
phases: (1) Pre-session; (2) Session and (3) Post-session. 
142. Syntax… The study of the sentence patterns of a language and rules 

that govern the correctness of a sentence. 
143. Thematic Instruction Approach…See Interdisciplinary Approach 
144. Threshold theory… Research on thinking and bilingualism suggests 

two "thresholds", each a level of language competence in the first or 
second language that must be passed to reach the next level of 
competence. The three levels are: limited bilingual, less balanced 
bilingual (age-appropriate competence in one language) and balanced 
bilingual (age-appropriate competence in both languages). The Threshold 
theory, developed by linguist Jim Cummins, helps to explain why 
language minority children taught only through the second language 
may fail in school and why children educated in developmental bilingual 
programs may have a cognitive advantage over monolingual students 
(Baker & Jones, 1998). 

http://earthrenewal.org/secondlang.htm#ELD%23ELD
http://earthrenewal.org/secondlang.htm#L2%23L2
http://earthrenewal.org/secondlang.htm#L2%23L2
http://bogglesworldesl.com/glossary/additivebilingualism.htm
http://bogglesworldesl.com/glossary/additivebilingualism.htm
http://earthrenewal.org/secondlang.htm#Communicative%20Approaches%23Communicative%20Approaches
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145. Total Physical Response (TPR) (James Asher)… Communicative 
approach where students respond with actions, not words first. 
Instruction is concrete and can be introductory to reading/writing 
experiences. A popular and effective way of teaching language (James 
Asher) that actively involves the students and focuses on understanding 
the language rather than speaking it. TPR method asks the students to 
demonstrate that they understand the new language by responding to a 
command with an action. At first, the teacher gives the commands and 
does the actions along with the student. As the student understands the 
vocabulary, the teacher stops doing the action and has the student do the 
action alone. Later, the student can give commands to other students or  
to the teacher. 

146. Transfer…. One of the fundamentals of bilingual education is that 
knowledge and skills learned in the native language may be transferred 
to English. This holds true for content knowledge and concepts as well  
as language skills, such as orthography and reading strategies. The 
transfer of skills shortens the developmental progression of these skills in 
the second language. Language skills that are not used in the first 
language may need to be explicitly taught in the course of second 
language development, but content area knowledge does not need to be 
explicitly retaught as long as the relevant English vocabulary is made 
available (Hakuta, 1990). 

147. Transition…. Bilingual program whose goal is to help English learners 
ultimately adjust to an all English educational program. May be early-exit 
( 2nd grade) or late-exit (6th grade). 

148. Trigger…Any stimulus that acts as a reminder of past overwhelming 
experiences, and leads to the same set of behaviors or emotions that 
originally developed as an attempt to cope with the  experience. 

149. Two-way program… Bilingual program where L2 learners receive L1 instruction and L1 
students receive L2 instruction. To be effective program must: a) Allow for development of 
CALP b) Optimal input in both languages c) Focus on academic subjects d) Integrate the 
curriculum e) Allow for monolingual instruction for sustained periods f) Have home-school 
collaboration g) Empower students as active learners. H) Make sufficient use of minority 
language. 

150. Unconditional Positive Regard… The various ways educators show genuine respect for 
students as people. 

151. Vicarious Secondary Trauma… PTSD behaviors and emotions resulting from 
internalizing the traumatizing event experienced by another. 

http://earthrenewal.org/secondlang.htm#Communicative%20Approaches%23Communicative%20Approaches
http://earthrenewal.org/secondlang.htm#Communicative%20Approaches%23Communicative%20Approaches
http://earthrenewal.org/secondlang.htm#L2%23L2
http://earthrenewal.org/secondlang.htm#L1%23L1
http://earthrenewal.org/secondlang.htm#CALP%23CALP
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152. Visualization Strategy… A basic description of the Visualization 
strategy is that students learn to stop and review what they are reading 
or doing periodically. There are five specific questions that guide them 
through the application of the steps involved in visualization. An 
example of visualization that I have used is having my students put small 
red stop signs at the end of sentences in an assigned reading. As they 
read through the passage, they stop at each sign and answer questions at 
each stage of their reading. They create visual images of each stage and 
connect these images to explain the meaning of what they are reading in 
words and pictures as they are reading it. 

153. Wait Time…The period of silence that a speaker needs to leave after 
asking a question or making a comment to a second language learner, to 
give the new speaker a change to process their response. 

154. Whole Language….Whole language is an overall philosophy to 
learning, which views language as something that should be taught in its 
entirety, not broken up into small pieces to be decoded. Some common 
practices include: project-based learning, language experiences, writing 
using inventive spelling, and little attention paid to errors. 

155. Withdrawal…. This is a common stage in second language acquisition 
and is also one of the manifestations of culture shock. The individual is 
not yet comfortable interacting or responding and withdraws from 
situations where a response is expected of them. 

 

156. Zone of Proximal Development… This represents a level of development attained when 
children engage in social behavior. Often abbreviated ZPD, is the difference between what a 
learner can do without help and what he or she can do with help. It is a concept developed by 
the Soviet psychologist and social constructivist Lev Vygotsky (1896 – 1934). Vygotsky's 
often-quoted definition of zone of proximal development presents it as the distance between 
the actual developmental level as determined by independent problem solving and the level of 
potential development as determined through problem solving under adult guidance, or in 
collaboration with more capable peers. Vygotsky among other educational professionals 
believes the role of education to be to provide children with experiences which are in their 
ZPD, thereby encouraging and advancing their individual learning. Full development of the 
ZPD depends upon full social interaction. The range of skill that can be developed with adult 
guidance or peer collaboration exceeds what can be attained  alone. 

http://en.wikipedia.org/wiki/Constructivism_(learning_theory)
http://en.wikipedia.org/wiki/Lev_Vygotsky


© 2016 Dr. Catherine Collier 
All Rights Reserved 

78  

 
 
 
 
 

References 
 Adelson, V., E. Geva, E. and C. Fraser (2014) Identification, Assessment, and Instruction 

of English Language Learners with Learning Difficulties in the Elementary and 
Intermediate Grades. .University of Toronto, Ontario. 

 Ainsworth, L. and Viegut, D. (2006). Common Formative Assessments: How to Connect 
Standards-based Instruction and Assessment. Thousand Oaks, CA: Corwin  Press 

 American Association for Employment in Education. (2008). Educator supply and 
demand in the United States. Columbus, OH: Author. 

 Atkinson, D. R., Morten, G., & Sue, D. W. (1998). Counseling American minorities (5th 
Ed.). Boston: McGraw-Hill. 

 Baca, L. M., & Cervantes, H. T. (2003). The bilingual special education interface (4th 
Ed.). New York: Prentice-Hall. 

 Baker, C., & Jones, S. P. (1998). Encyclopedia of bilingualism and bilingual  education. 
Bristol, UK: Multilingual Matters. 

 Baker, E. A. (2000). Case-based learning theory: Implications for instructional  design. 
Journal of Technology and Teacher Education, 8, 85–95. 

 Barona, A., & Miller, J.A. (1994). Short Acculturation Scale for 
Hispanic Youth (SASH-Y): A preliminary report. Hispanic Journal of 
Behavioral Sciences, 16. 155-162. 

 Bender, W. N., & Shores, C. (2007). Response to intervention: A practical guide for 
every teacher. Thousand Oaks, CA: Corwin. 

• Berkeley, S., Bender, W. N., Peaster, L. G., & Saunders, L. (2009). Implementation of 
response to intervention: A Snapshot of progress. Journal of Learning Disabilities 42(1), 
85–95. 

• Berliner, B., & Benard, B. (1995). More than a message of hope: A district level policy- 
maker´s guide to understanding resiliency. San Francisco: Western Regional Center for 
Drug Free Schools and Communities. 

• Berry, J. W. (1980). Acculturation as varieties of adaptation. In A. M. Padilla (Ed.), 
Acculturation: Theory, models, and some new findings (pp. 9–25). Boulder, CO: 
Westview Press. 

 Berry, J. W. (1994). Acculturation and psychological adaptation: An 
overview. In A. Bouvy, F.J.R. van de Vijver, P. Boski, & P. Schmitz 
(Eds.) Journeys into cross-cultural psychology (pp.129-141). 
Amsterdam: Swets & Zeitlinger. 

• Berry, J. W., Kim, U., Power, S., Young, M., & Bajaki, M. (1989). Acculturation 
attitudes in plural societies. Applied Psychology: An International Review, 38,  185–206. 

 Berry, J.W., Trimble, J.E., & Olmeda, E.L. (1986). Assessment of 
acculturation. In W.J. Lonner & J.W. Berry (Eds.), Field methods in 
cross-cultural research (pp. 291-324). Newbury Park, CA:  Sage. 

 Blumenthal, A. L. (1977). The process of cognition. Englewood Cliffs, NJ:  Prentice-Hall. 



© 2016 Dr. Catherine Collier 
All Rights Reserved 

79  

 
 
 
 
 
 

 Bogdan, R. and Kugelmass, J. (1984). Case studies of mainstreaming: 
A symbolic interactionist approach to special schooling. In L. Barton 
and S. Tomlinson (eds.) Special education and social interests (pp. 173- 
191). New York: Nichols. 

 Boyce, W.T., & Boyce, J.C. (1983). Acculturation and changes in 
health among Navajo boarding school students. Social Science 
Medicine, 17, 219-226. 

 Bui, Y., Simpson, R., and Alvarado, J. L. (2007). RTI meets multicultural issues in 
special education. Paper presented at the annual Council for Exceptional Children 
conference, Louisville, KY 

 Chappuis, S. and Chappuis, J. (2007/2008). The best value in formative assessment. 
Informative Assessment, Vol 65, #4, pp.14-19. December 2007/January  2008. 

 Chesarek, S. (1981, March). Cognitive consequences of home or school education in a 
limited second language: A case study in the Crow Indian bilingual community. Paper 
presented at the Language Proficiency Assessment Symposium, Airlie House,  Virginia. 

 Cohen, D. K., & Hill, H. (2001). Learning policy: When state education reform  works. 
New Haven, CT: Yale University Press. 

 Cortes, D.E., Rogler, L.H., & Malgady, R.G. (1994). Biculturality 
among Puerto Rican adults in the United States. American Journal of 
Community Psychology, 22. 7707-721. 

• Cuellar, I. (1995). Acculturation rating scale for Mexican Americans II: A revision of the 
original ARSMA scale. Hispanic Journal of Behavioral Science, 17(3),  275–304. 

 Cuellar, I., Arnold, B., & Maldonado, R. (1995). Acculturation Rating 
Scale for Mexican Americans II: A revision of the original ARSMA 
scale. Hispanic Journal of Behavioral Science, 17(3).  275-304. 

 Cummins, J. (1984). Bilingualism and special education: Issues in 
assessment and pedagogy.  Avon, UK: Multilingual Matters. 

 Cummins, J. (1989). Bilingual education: History, politics, theory, and practice. Trenton, 
NJ: Crane Publishing. 

 Cummins, J. (1991). Interdependence of first- and second-language 
proficiency in bilingual children. In E. Bialystok (Ed.), Language 
processing in bilingual children (pp. 70-89). Cambridge, Mass: 
Cambridge University Press. 

 Cummins, J. (1994). The role of primary language development in 
promoting educational success for language minority students. In 
Bilingual Education Office (Ed.), Schooling and language-minority 
students: A theoretical framework (2nd ed., pp. 3-46). Los Angeles: 
Evaluation, Dissemination and Assessment Center, California State 
University. 



© 2016 Dr. Catherine Collier 
All Rights Reserved 

80  

 
 
 
 
 
 

• Darling-Hammond, L., & Sclan E. M. (1996). Who teaches and why: Dilemmas of 
building a profession for the twenty-first century schools. In J. Sikula, T. J. Buttery, & E. 
Guyton (Eds.), Handbook of research on teacher education (pp. 67–101). New York: 
Simon & Schuster/Macmillan. 

• De Valenzuela, J. (2000, 3 September) Una Universidad de 
Massachusetts crea la primera cátedra mundial de 'spanglish'. El Pais 
(Digital), Available from www.elpais.es. 

• Desimone, L., Garet, M., Birman, A., Porter, A., & Yoon, K. (2002). How do district 
management and implementation strategies relate to the quality of the professional 
development that districts provide to teachers? Teachers College Record, 104(7), 1265– 
1312. 

 Duran, R. P. (1994). An assessment program for Hispanic students 
referred for special education testing. University of California, Santa 
Barbara. 

 Dweck, C. (2007). Mindset: the new psychology of success. New 
York: Ballantine Books. 

• Farnia, F., & Geva, E. (2011). Cognitive correlates of vocabulary growth in English 
language learners. Applied Psycholinguistics, 32(4), 711–738. 

 Farnsworth, M. (2015) Dispositions for Teachers of CLDE Students. Excerpt from 
unpublished text What Every Teacher Should Know about CLDE  Students. 

 Ferguson, C., Katakowski, D., Koceski, S., Whitmore, S. (2015) Big 
ideas when considering a special education evaluation of a student 
learning english as a second language. Oakland Schools, 
Departments of Learning services & Special Education. Waterford, 
MI. 

 Feuerstein, R. (1990). The theory of structural modifiability. In B. 
Presseisen (Ed.), Learning and thinking styles: Classroom interaction. 
Washington, DC: National Education Associations. 

 Feuerstein, Reuven, Pnina S. Klein, Abraham J. Tannenbaum, ed. 
(1999). Mediated Learning Experience (MLE): Theoretical, Psychosocial and 
Learning Implications. Freund Publishing House Ltd. 

• Finn, J. D. (1982). Patterns in special education placement as revealed by the OCR 
surveys. In K. A. Heller, W. H. Holtzmann, & S. Messich (Eds.), Placing children in 
special education: A strategy for equity (pp. 322–381). Washington, DC: National 
Academy Press. 

 Fisher, D., & Frey, N. (2004). Improving adolescent literacy: Strategies that work. Upper 
Saddle River, NJ: Pearson. 

 Fletcher, J. M., Lyon, G. R., Fuchs, L. S., & Barnes, M. A. (2007). Learning disabilities: 
From identification to intervention. New York: The Guilford  Press. 

http://www.elpais.es/
https://books.google.com/books?id=NkSTx5oUfqgC&amp;printsec=frontcover%23v%3Donepage&amp;q&amp;f=false
https://books.google.com/books?id=NkSTx5oUfqgC&amp;printsec=frontcover%23v%3Donepage&amp;q&amp;f=false
https://books.google.com/books?id=NkSTx5oUfqgC&amp;printsec=frontcover%23v%3Donepage&amp;q&amp;f=false


© 2016 Dr. Catherine Collier 
All Rights Reserved 

81  

 
 
 
 
 
 

• Framingham Public Schools (2008, June) Teachers’ strategies for working with children 
exposed to trauma-3rd edition, Framingham, MA: 

• Fuchs, D., & Fuchs, L. S. (2005). Responsiveness-to-intervention: A blueprint for 
practitioners, policymakers, and parents. Teaching Exceptional Children, 38,  57–61. 

• Fuchs, D., & Fuchs, L. S. (2006). Introduction to responsiveness-to-intervention: What, 
why, and how valid is it? Reading Research Quarterly, 4, 93–99. 

• Fuchs, D., Compton, D. L., Fuchs, L. S., & Bryant, J. (2008). Making "secondary 
intervention" work in a three-tier responsiveness-to-intervention model: Findings from 
the first-grade longitudinal reading study at the National Research Center on Learning 
Disabilities. Reading and Writing: An Interdisciplinary Journal, 21,  413–436. 

 Fuchs, L. S., & Fuchs, D. (2008). The role of assessment within the RTI framework.  In 
D. Fuchs, L. S. Fuchs, & S. Vaughn (Eds.), Response to intervention: A framework for 
reading educators (pp. 27–49). Newark, DE: International Reading  Association. 

 Fuchs, L. S., & Stecker, P. M. (2003). Scientifically based progress monitoring. National 
Center on Student Progress Monitoring: Washington, DC. Retrieved May 15,  2009 

 Ganschow, L., R.L. Sparks, and J. Javorsky (1998). Foreign Language Learning 
Difficulties: An Historical Perspective. Journal Of Learning Disabilities Volume 31, 
Number 3, May/June 1998, Pages 248-258 

 Gardner, H. (1993). Multiple intelligences: The theory in practice. New York: Basic 
Books 

 Gardner, R. W. (1953). Cognitive styles in categorizing behavior. Journal of Personal  22, 
214–233. 

 Garmston, R. J., Linder, C., & Whitaker, J. (1993). Reflection on cognitive  coaching. 
Educational Leadership, 51(2), 57–61. 

 Geva, E., & Farnia, F. (2012). Assessment of reading difficulties in ESL/ EL learners: 
Myths, research evidence, and implications for assessment. Encyclopedia of Language 
and Literacy Development (pp.1-9). London, ON: Western  University. 

 Geva, E., & Farnia, F. (2012). Assessment of reading difficulties in ESL/ EL learners: 
Myths, research evidence, and implications for assessment. Encyclopedia of Language 
and Literacy Development (pp.1-9). London, ON: Western  University. 

• Goodenough, W. H. (1957). Cultural anthropology and linguistics. In P. Garvin (Ed.), 
Report of the 7th annual meeting on linguistics and language study: Monograph series 
on language and linguistics, No. 9 (pp. 167–173). Washington, DC: Georgetown 
University. 

 Guskey, T. R. (2007) Using Assessments to Improve Teaching and Learning. In D. 
Reeves (Ed.), Ahead of the curve: The Power of Assessment to Transform Teaching and 
Learning, 2007. Bloomington, IN: Solution Tree. 

• Gutierrez-Clellen VF, Peña E. (2001). Dynamic assessment of diverse children: A 
tutorial. Language, Speech, and Hearing Services in Schools. 32,  212–224. 

 Hall, E. T. (1983). The dance of life. Garden City, NY: Anchor  Press/Doubleday. 
 Hammill, D. D. (1987). Assessing the abilities and instructional needs of students. 

Austin, TX: Pro-Ed. 
 Hannaway, J., & Kimball, K. (2008). Reports on reform from the field: District and state 

survey results. Washington, DC: Urban Institute. 

http://www.studentprogress.org/library/Presentations/ScientificallyBasedProgressMonitoring.pdf


© 2016 Dr. Catherine Collier 
All Rights Reserved 

82  

 
 
 
 
 
 
 Heller, K. A., Holtzman, W. H., & Messick, S. (Eds.). (1982). Placing children in special 

education: A strategy for equity. Washington, DC: National Academy  Press. 
 Henry, W. E. (1947). The thematic apperception technique in the study of 

culture-personality relations. Provincetown, MA: The Journal  Press. 
 Hoffman, T., Dana, R.H., & Bolton, B. (1985). Measured acculturation 

and MMPI-168 performance of Native American adults. Journal of 
Cross-Cultural Psychology, 16, 243-256. 

 Hoover, J. J., Baca, L. M., and Klingner, J. J. (2007). Methods for teaching culturally and 
linguistically diverse exceptional learners. Upper Saddle River, NJ: Prentice  Hall. 

 Johnson, M.L., Wall, T.L., Guanipa, C., Terry-Guyer, L.,  Velasquez, 
R.J. (2002). The psychometric properties of the Orthogonal Cultural 
Identification Scale in Asian Americans. Journal of Multicultural 
Counseling and Development, 30, 181-191. 

• Joyce, B., & Showers, B. (1982). The coaching of teaching. Educational Leadership, 
40(1), 4–16. 

 Juffer, K. A. (1983). Culture shock: A theoretical framework for 
understanding adaptation. In J. Bransford, (ed.) BUENO Center for 
Multicultural Education Monograph Series (Vol. 4, No. 1). Boulder: 
University of Colorado. 

• Juffer, K. A. (1983). Initial development and validation of an instrument to access degree 
of culture shock adaptation. In R. J. Bransford (Ed.), Monograph Series, 4 (pp. 136–149). 
Boulder, CO: University of Colorado, BUENO Center for Multicultural  Education. 

• Kaplan, R. B. (1966). Cultural thought patterns in intercultural education. Language 
Learning, 16, 1–20. 

 Kim, Bryan S. K. and Abreu, Jose M. (2001) Acculturation 
Measurement: Theory, Current Instruments, and Future Directions.  
In J.G. Ponterotto, J.M. Casas, L.A. Suzuki, and C.M. Alexander (eds.) 
Handbook of Multicultural Counseling. Thousand Oaks, CA: Sage 
Publications. 

 Kirst, M.W. and F.M. Wirt (2009). The pollitical dynamics of american education. San 
Pablo CA: McCutchan Pub Corporation. 

• Kovelman, I., & Petitto, L. A. (2002). Bilingual babies’ maturational and linguistic 
milestones as a function of their age of first exposure to two languages. Published 
abstracts of the 32nd annual meeting of the Society for Neuroscience. Orlando,  FL. 

 Krashen, S. (1981). Second language acquisition. Oxford, England:  Pergamon. 
 Krashen, S. D. (1981). Bilingual education and second language 

acquisition theory. In Bilingual Education Office (Ed.), Schooling and 
language-minority students: A theoretical framework (pp. 51-79). Los 
Angeles: Evaluation, Dissemination, and Assessment  Center. 



© 2016 Dr. Catherine Collier 
All Rights Reserved 

83  

 
 
 
 
 
 

• Kurtz, B. E., & Borkowski, J. G. (1984). Children’s metacognition: Exploring relations 
among knowledge, process, and motivational variables. Journal of Experimental Child 
Psychology, 37, 335–354. 

 Landrine, H., & Klonoff, E. (1995). The African American 
Acculturation Scale II: Cross-Validation and Short Form. Journal of 
Black Psychology, 21, 124-152. 

•    Larry P. v. Riles, 793 F.2d 969 (9th Cir.) (1979) 
•    Lau v. Nichols. (1974). 414 US 563; 39 L. Ed 2d 1, 94 S. Ct. 786. 
 Lessow-Hurley, J. (1991). A commonsense guide to bilingual education. Alexandria, VA: 

Association for Supervision and Curriculum Development. 
 Lippi-Green, R. (1997). English with an accent: Language, ideology and discrimination 

in the United States. New York: Routledge. 
• Little, J. W. (1993). Teachers’ professional development in a climate of educational 

reform. Educational Evaluation and Policy Analysis, 15(2),  129-151. 
 Lowenhaupt, R., & McKinney, S. (2007). Coaching in context: The role of relationships 

in the work of three literary coaches. Paper presented at the American Educational 
Research Association Conference, Chicago, IL. 

 Martin, B. & E. Carle (2010). Brown Bear, Brown Bear, What do you see? Henry Holt & 
Company. 

 Marzano, R.J. , Pickering, D.J. & Hefelbower, T (2010) The highly engaged  classroom. 
Bloomington, ID: Marzano Research Laboratory. 

 Mazur, A., & Givens, S. (2004). A survey of BISPED teacher training programs in  the 
U.S. George Washington University. Paper presented at National Association for 
Bilingual Education 2004, Albuquerque, NM. 

• McMaster, K. L., & Wagner, D. (2007). Monitoring response to general education 
instruction. In S. R. Jimerson, M. K. Burns, & A. M. VanDerHeyden (Eds.). Handbook of 
response to intervention: The science and practice of assessment and intervention (pp. 
223–233). New York: Springer 

 McNeil, P., & Klink, S. (2004). School coaching. Unpublished  manuscript. 
• Miller, L., Gillam, R., & Peña, E. (2001). Dynamic Assessment and Intervention: 

Improving Children's Narrative Abilities, Manual. Austin, TX:  ProEd. 
• Minami, M., & Ovando, C. J. (1995). Language issues in multicultural contexts. In J. A. 

Banks & C. A. McGee Banks (Eds.), Handbook of research on multicultural education 
(pp.427–444). New York: Macmillan. 

• Moore-Brown, B., Huerta, M., Uranga-Hernandez, Y., Peña, E. (2006). Using dynamic 
assessment to evaluate children with suspected learning disabilities. Intervention in 
School and Clinic, 41, 209-217. 

 Neufeld, B., & Roper, D. (2003). Coaching: A strategy for developing instructional 
capacity: Promises and practicalities. Washington, DC: The Aspen Institute Program on 
Education and Annenberg Institute for School Reform. Available from 
www.annenberginstitute.org/images/Coaching.pdf 

• O’Malley, J. M., & Valdez-Pierce, L. (1996). Authentic assessment for English language 
learners: Practical approaches for teachers. New York:  Addison-Wesley. 

Commented [A1]: APA guidelines state “Give your date of 
access only if the source itself has no date.” 

http://www.annenberginstitute.org/images/Coaching.pdf


© 2016 Dr. Catherine Collier 
All Rights Reserved 

84  

 
 
 
 
 
 

• Ogbu, J. U., & Simons, H. D. (1994). Voluntary and involuntary minorities: A cultural- 
ecological theory of school performance with some implications for education. 
Anthropology & Education Quarterly, 29, 155–188. 

 Orozco, S. (1991). A confirmatory factor analysis of the Acculturation 
Rating Scale for Mexican-Americans. Paper presented at the annual 
meeting of the Southwest Educational Research Association, San 
Antonio, Texas. 

 Orozco, S., & Freidrich, K.R. (1992). Canonical correlations between 
dimensions of acculturation and psychological adjustment. Paper 
presented at the annual meeting of the American Educational 
Research Association, San Francisco, California. 

• Ortiz, A. A., & Yates, J. R. (1984). Staffing and the development of individualized 
education programs for bilingual exceptional students. In L. M. Baca & H. T. Cervantes 
(Eds.), The bilingual special education interface (pp. 187–213). Columbus, OH:  Merrill. 

 Padilla, A. (Ed.). (1980). Acculturation: Theory, models, and some new findings. 
American Association for the Advancement of Science, Symposium Series 39. Boulder, 
CO: Westview Press. 

• Padrón, Y. N., Waxman, H., Brown, A. P., & Powers, R. A. (2000). Improving classroom 
instruction and student learning for resilient and non-resilient English language   
learners. Research Brief #7: Center for Research on Education, Diversity and Excellence 
(CREDE). Washington DC: Center for Applied Linguistics. 

 Palincsar, A. S. (1986). Metacognitive strategy instruction. Exceptional Children,  53, 
118–125. 

• Palincsar, A. S., & Brown, A. L. (1987). Enhancing instructional time through attention 
to metacognition. Journal of Learning Disabilities, 20, 66–75. 

 Pasquarella, A., B. Chen, A. Gottardo, and E. Geva (2014) Cross-language transfer of 
word reading accuracy and word reading fluency in Spanish-English and Chinese-English 
bilinguals: script-universal and script-specific processes. Journal of Educational 
Psychology (Impact Factor: 3.52). 06/2014 

• Peña E. D., Gillam R. B., Malek M., Ruiz-Felter R., Resendiz M., Fiestas C., et al. 
(2006).Dynamic assessment of school-age children's narrative ability: an experimental 
investigation of classification accuracy. Journal of Speech, Language, Hearing Research. 
49, 1037–1057. 

• Peña ED, Iglesias A, Lidz CS. (2001). Reducing test bias through dynamic assessment 
of children‟s word learning ability. American Journal of Speech-Language Pathology. 
10, 138–154. 

 Pillen, M.B., & Hoewing-Roberson, R.C. (1992). Development of an 
Acculturation Measure for Latino Youth. Unpublished paper, Chicago 
Public Schools, Chicago, IL. (ERIC Document Reproduction Service 
No. ED 352 411) 

• Redfield, R., Linton, R., & Herskovits, M. (1936). Memorandum on the study of 
acculturation. American Anthropologist, 38,149–152. 

http://www.researchgate.net/journal/0022-0663_Journal_of_Educational_Psychology
http://www.researchgate.net/journal/0022-0663_Journal_of_Educational_Psychology


© 2016 Dr. Catherine Collier 
All Rights Reserved 

85  

 
 
 
 
 
 
 Reeves, D. (2007) Ahead of the curve: the power of assessment to transform teaching and 

learning, 2007. Bloomington, IN: Solution Tree. 
• Rogler, L. H., Cortes, D. E., & Malgady, R. G. (1991). Acculturation and mental health 

status among Hispanics: Convergence and new directions for research. American 
Psychologist, 46, 585–597. 

 Rueda, R., & Mercer, J. (1985). A predictive analysis for decision 
making practices with EL/LEP handicapped students. Paper 
presented at the Third Annual Symposium for Bilingual Special 
Education, Evaluation, and Research, May. 

• Rueda, R., & Mercer, J. R. (1985, June). Predictive analysis of decision making with 
language minority handicapped children. Paper presented at the BUENO Center’s 3rd 
annual symposium on Bilingual Education, Denver, CO. 

 Rumbaut, R. G. (2005, June). A language graveyard? Immigration, generation, and 
linguistic acculturation in the United States. Paper presented to the international 
conference on The Integration of Immigrants: Language and Educational Achievement 
Social Science Research Center, Berlin, Germany: Table 8. 

 Schnell, J. (1996). Understanding the shock in culture shock. Unpublished paper. (ERIC 
Document Reproduction Service No. ED 398 616) 

 Short, J. L., & Porro-Salinas, P. M. (1996). Acculturation, coping and psychological 
adjustment of Central American immigrants. Paper presented at annual meeting of the 
American Psychological Association, Toronto, Canada. 

 Snowden, L.R., & Hines, A.M. (1999). A scale to assess African 
American acculturation. Journal of Black Psychology, 25,  36-47. 

 Stefanakis, E. H. (1998). Whose judgment counts? Assessing bilingual children, K-3. 
Portsmouth, NH: Heinemann. 

• Stein, M. K., & D’Amico, L. (2002). Inquiry at the crossroads of policy and learning:  A 
study of a district-wide literacy initiative. Teachers College Record, 104(7),  1313–1344.    

 Stephens, T. M., Blackhurst, A. E., & Magliocca, L. A. (1982). Teaching mainstreamed 
students. New York: John Wiley & Sons. 

 Szapocznik, J., & Kurtines, W. (1980). Acculturation, biculturalism and adjustment 
among Cuban Americans. In A. Padilla (Ed.), Acculturation: Theory, modes, and some 
new findings (American Association for the Advancement of Science, Symposium  Series 
39) (pp. 139–159). Boulder, CO: Westview. 

• Szapocznik, J., Scopetta, M. A., Kurtines, W., & Aranalde, M. A. (1978). Theory and 
measurement of acculturation. Interamerican Journal of Psychology, 12,  1113–1120. 

 Taylor, J. E. (2008). Instructional coaching: The state of the art. In M. M. Mangin & S. R. 
Stoelinga (Eds.), Effective teacher leadership: Using research to inform and reform. New 
York: Teachers College Press. 

 Thomas, W. P., & Collier, V. (1997). School effectiveness for language-minority 
students. Washington, DC: National Clearinghouse for Bilingual  Education. 

• Thomas, W. P., & Collier, V. (2002). A national study of school effectiveness for 
language-minority students’ long-term academic achievement. Santa Cruz, CA: 
University of California Center for Research, Education, Diversity and  Excellence. 

Commented [A3]: This is correct 

 

 
 
 

Commented [A5]: This is now correct 

Commented [A6]: This is now correct 

Commented [A7]: This is now correct 

Commented [A4]: This is correct 

Commented [A2]: This is correct. 



© 2016 Dr. Catherine Collier 
All Rights Reserved 

86  

 
 
 
 
 
 
 Tomlinson, C. A. (1999). The differentiated classroom: Responding to the needs of all 

learners. Alexandria, VA: Association for Supervision and Curriculum  Development. 
 Tomlinson, C.A. & McTighe, J. (2006). Integrating differentiated instruction & 

understanding by design: connecting content and kids. Alexandria, VA: Association for 
Supervision and Curriculum Development. 

• Torgesen, J. K., Wagner, R. K., Rashotte, C. A., Rose, E., Lindamood, P., & Conway, T. 
(1999). Preventing reading failure in young children with phonological processing 
disabilities: Group and individual responses to instruction. Journal of Educational 
Psychology, 91, 579–593. 

 Trudgill, P. (2000). Sociohistorical linguistics and dialect survival: A note on another 
Nova Scotian exclave. In M. Ljung (Ed.), Linguistic structure and variation. Stockholm: 
Stockholm University Press. 

• Vaughn, S., Linan-Thompson, S., & Hickman, P. (2003). Response to instruction as a 
means of identifying students with reading/learning disabilities. Exceptional Children, 
69, 391–409 

 Vygotsky, L. S. (1962). Thought and language. Cambridge, MA: MIT  Press. 
 Vygotsky, L. S. (1978). Mind in society: The development of higher psychological 

processes. Cambridge, MA: Harvard University Press. 
• Wallis, C. (2008, February 13). How to make great teachers. Time Magazine, 171(8), 28– 

34. 
• Waxman, H. C., & Padrón, Y. N. (2002). Research-based teaching practices that improve 

the education of English language learners. In L. Minaya-Rowe (Ed.), Teaching training 
and effective pedagogy in the context of student diversity (pp. 3–38). Greenwich, CT: 
Information Age Publishing. 

 Woodcock, J. (1987). Language proficiency battery. McAllen, TX: 
DLM/Teaching Resources. 

• Wormeli, R. (2006) Fair Isn’t Always Equal: Assessing & Grading in the 
Differentiated Classroom. Portland, Maine: Stenhouse  Publishers. 

 Ysseldyke, J. E., & Algozzine, B. (1982). Critical issues in special and remedial 
education. Boston, MA: Houghton Mifflin. 

 Ysseldyke, J. E., Algozzine, B., Richey, L. S., & Graden, J. (1982). Declaring students 
eligible for learning disabilities services: Why bother with the data? Learning Disability 
Quarterly, 5, 37-44. 

• Zea, M.C., Asner-self, K.K., Birman, D., Buki, L.P. (2003) The Abbreviated Multidimensional 
Acculturation Scale: Empirical Validation with Two Latino/Latina Samples. Cultural Diversity 
and Ethnic Minority Psychology Copyright 2003 by the Educational Publishing Foundation. Vol. 
9, No. 2, 107–126 

 Zehler, A.M., Fleishchman, H.L., Hopstock, P.J., Stephenson, T.G., Pendzick, M.L., and 
Sapru, S. (2003). Descriptive Study of Services to LEP Students and LEP Students with 
Disabilities. Policy Report: Summary of Findings Related to LEP and SpedLEP Students. U.S. 
Department of Education and Office of English Language Acquisition, Language 
Enhancement, and Academic Achievement of Limited English Proficient Students. 

 Zeigarnik, B. (1927) 1927: Das Behalten erledigter und unerledigter 
Handlungen. Psychologische Forschung 9, 1-85. 



© 2016 Dr. Catherine Collier 
All Rights Reserved 

87  

 
 
 
 
 

About the Author 
 

Dr. Catherine Collier has over 45 years’ experience in equity, cross- 
cultural, bilingual, and special education beginning with Civil Rights 
voter registration in 1964. She completed her Ph.D. with research 
into the referral of Latino/Hispanic students to special education 
programs. For eight years, she was a classroom bilingual/ESL 
teacher, special education resource room teacher, and diagnostician 
for the Bureau of Indian Affairs in Arizona and Alaska. She 
established and directed the Chinle Valley School, Dine Bitsiis Baa 
Aha Yaa, bilingual services for Navajo students with severe and 
multiple disabilities for the Navajo Nation. She was the director of a 
teacher-training program, Ikayurikiit Unatet for the University of 
Alaska for seven years, preparing Yup’ik Eskimo paraprofessionals 
for  certification  as  bilingual  preschool,  elementary,  and    special 

educators. She was an itinerant (diagnostician/special education) for Child Find in remote villages 
in Alaska. For eight years, Dr. Collier worked with the BUENO Center for Multicultural 
Education, Research, and Evaluation at the University of Colorado, Boulder, where she created 
and directed the Bilingual Special Education Curriculum/Training project (BISECT), a nationally 
recognized effort. She was the Director of Resource and Program Development for the American 
Indian Science and Engineering Society and is a Sequoyah  Fellow. 

Dr. Collier is the author of several books and articles on cross-cultural and multilingual special 
education. She is active in social justice activities for culturally and linguistically diverse learners 
and families. She started the first bilingual special education programs for the Navajo Nation and 
the White Mountain Apache. She works extensively with school districts on professional and 
program development for at-risk diverse learners. Dr. Collier provides technical assistance to 
university, local, and state departments of education regarding programs serving at-risk 
cognitively, culturally and linguistically diverse learners. She works with national organizations  
to provide professional development in the intersection of cross-cultural, multilingual, diversity, 
special needs issues in education. 

She is the director of the national professional development project Curriculum Integration for 
Responsive, Crosscultural, Language Education (CIRCLE) at Western Washington University. 
She is the principal developer of the screening and software program “Acculturation Quick 
Screen” and many instruction, assessment and intervention materials for diverse learners. Her 
most recent publications are a chapter on acculturation in the Multicultural Handbook for School 
Psychologists, and two books, Response to Intervention for Diverse Learners and Seven Steps for 
Separating Difference and Disability. 


	CCAST
	CCAST
	What Is The CCAST
	What Does The CCAST Do
	CCAST

	How To Use The CCAST
	CCAST

	Guidelines For Specific Items
	1. Analysis of Test Content
	CCAST

	2. Modifications
	CCAST
	CCAST

	3. Scoring and Interpretation
	CCAST

	4. Summary
	CCAST

	5. Comments
	6. Summary Notes on Particular Tests
	CCAST
	CCAST


	Summary Notes on Particular Tests
	Making A Decision
	Referral to a Formal Individualized Evaluation
	Testing
	EL Methodological Issues with Standardized Tests
	Observational Data
	Intellectual Assessment Data
	Adaptive Behavior Data
	Social/Emotional Behavior Data
	Sociocultural Information
	Academic/Educational Test Data
	Language Assessment

	Measurement of Acculturation
	Acculturation of Asian Americans

	Current U.S. Policy
	Resolving or Referring

	Glossary for Separating Difference & Disability
	26. Cognitive Academic Language Learning Approach (CALLA)…..
	143. Thematic Instruction Approach…See Interdisciplinary Approach

	References
	About the Author

