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Abstract 

Current accountability systems for programs serving English language learners (ELLs) 

focus on the achievement level of students who are still classified as “limited English 

proficient” (de Jong, 2004).  Thus, there are no data documenting whether the academic 

achievement of this group of students is sustained beyond the year of exit.  Analyzing the 

data of former ELLs as a student group can provide relevant information for long-term 

district and program accountability (de Jong, 2004).  Since educators who serve this 

special population of students have the dual responsibility of ensuring mastery of the 

content area curriculum and acquisition of the English language, it is imperative that 

bilingual education programs are evaluated to determine the level of ELL academic 

success.  The purpose of this study was to examine the long-term academic success of 

students formerly served in a bilingual education program so that achievement patterns 

are identified and future achievement, as measured by standardized tests, can be 

predicted.  This research addressed the achievement patterns of former bilingual 

education students in math and reading, as measured by the Texas Assessment of 

Knowledge and Skills (TAKS).  It compared the achievement rates of fifth and eighth 

grade students who exited the bilingual education program at different grade levels.  The 

fifth and eighth grade 2010 TAKS data were categorized in two groups of former 

bilingual education students who met program exit criteria, those who met early-exit 

criteria at the end of first or second grade and those who met late-exit criteria at the end 

of third or fourth grade.   
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CHAPTER ONE 

INTRODUCTION  

Mandates of the No Child Left Behind Act (NCLB) of 2001 (U.S. Department of 

Education, 2002) require all states to hold local school districts accountable to develop 

standards and put systems in place in order to ensure that all enrolled students are able to 

meet or exceed educational standards.  As a result, bilingual and English as a Second 

Language (ESL) programs are under scrutiny as to their effectiveness in helping ELLs to 

overcome the linguistic barriers they encounter when entering schools in the United 

States (U.S.).  Usually, bilingual and ESL programs are evaluated on the academic 

performance of ELLs still being served in the program.  While certainly providing 

important information about the performance and academic growth of limited English 

proficient students, this type of evaluation does not describe what happens to ELLs once 

they have been placed in a mainstream classroom on a full-time basis after having met 

the specified exit criteria (de Jong, 2004).  This research study focused on the academic 

achievement of former ELLs, particularly those who were served through a bilingual 

education program.  The findings provided a better understanding of whether a school 

district had been able to provide equal educational opportunities for this group of 

students.  In order to fully explore this issue, it was necessary to review the educational 

trends of ELLs in the U.S., program exit policies, and the role of exit rates in program 

evaluations.  The findings of this research study, through an analysis of the fifth and 

eighth grade math and reading TAKS results of former bilingual students, were outlined 

and compared based on their grade level of exit.  The implications of this study on district 

exit policies and program evaluations were discussed by the researcher.    
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Educational Trends of ELLs in the United States 

Over the past 20 years, there has been a significant increase in the number of 

immigrants to the U.S. (Nieto, 2004).  Students currently enrolled in U.S. schools come 

from a variety of economic, linguistic, cultural, and ethnic backgrounds and bring diverse 

experiences and expectations to school.  There are over four million ELLs enrolled in 

kindergarten through twelfth grade in U.S. public schools with an increase of more that 

70% in the ELL population in the last decade (Zehler, Fleischman, Hopstock, 

Stephenson, Pendzick, & Sapru, 2003).  According to the Texas Education Agency 

(TEA) 2009 Public Education Information Management System (PEIMS) report, a total 

of 817,074 ELLs are enrolled in Texas, with approximately 91% being native Spanish 

speakers.  By the year 2015, it is projected that 11% of students enrolled in public schools 

will qualify for language services.  The road to best meet the academic and linguistic 

needs of this increasing number of students has been paved by federal policy and past 

landmark court decisions.  A summary of the history of education impacting ELLs 

follows, while a more comprehensive review of educational policy, programs, and 

accountability is presented in chapter two of this research study. 

Title IV of the Civil Rights Act (1964) requires school districts to take affirmative 

steps to avoid discrimination against students based on their limited proficiency in 

English.  A decade later in 1974, the Supreme Court decided that “there is no equality of 

treatment merely by providing students with the same facilities, textbooks, teachers, and 

curriculum; for students who do not understand English are effectively foreclosed from 

any meaningful education” in the landmark court decision for Lau v. Nichols (Lau v. 

Nichols, 1974).  The decision did not include a recommendation of a particular 



  3 
 

 
 

educational program that would provide a meaningful education.  Instead, it stipulated 

that the intervention or sought remedy can be instruction in the students’ native language 

or in English (de Jong, 2004).   The court’s position became more focused in the 1981 

Castañeda v. Pickard decision where three criteria to determine whether an intervention 

is adequate were identified.  According to this decision, an effective instructional 

program targeting ELLs must have theoretical merit, be implemented with sufficient 

resources, and it must demonstrate its effectiveness through program evaluation 

(Crawford, 1999).  As a result of this guidance, various educational programs have been 

developed and implemented in school districts to meet the diverse needs of ELLs.   

This group of students requires specialized delivery of instruction in a bilingual or 

ESL program.  The programs vary according to the language of instruction (bilingual or 

English-only), program goals (bilingualism and biliteracy or English proficiency), and the 

program’s target group (only ELLs or a mixed group) (Ovando, Collier, & Coombs, 

2003).  The total number of ELLs enrolled in a district will determine what special 

language program(s) will be offered according to bilingual and ESL program guidelines 

set forth in the Texas Education Code Chapter 29 (2005) and the 19 Texas Administrative 

Code Chapter 89 (2007).  Districts where a majority of ELLs speak the same native 

language (e.g., most ELLs speak Spanish in Texas), will offer a form of bilingual 

program.  Students receiving instruction in a bilingual program are taught in their native 

language in the core content areas and also receive instruction in ESL.  Over time, these 

students transition from receiving most of their instruction in their native language to 

receiving most of their instruction in English.  Districts that have schools with small 
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numbers of students who speak a variety of different languages are required to offer ESL 

programs.   

Independent of compliance requirements, there are different opinions on the type 

of instructional approach that should be used with ELLs.  While some people believe that 

a bilingual education program is more effective, others advocate for English-only 

approaches.  In spite of program differences, a majority share a common feature: the 

temporary nature of the program with the ultimate goal being the preparation of ELLs for 

placement in a mainstream classroom within a certain time frame (de Jong, 2004).  

Consequently, program design and district exit policy play a crucial role in the schooling 

of ELLs.    

Exit Policies 

Reviewing the educational research suggests that English language proficiency 

can take as long as seven years to achieve, depending on whether oral proficiency or 

academic language proficiency and achievement are being considered (Hakuta, Butler, & 

Witt, 2000).  The delicate nature and lasting implications of second language acquisition 

demand that educators and school officials research the different approaches to 

effectively teach ELLs and develop and implement the appropriate program.  Even with 

this urgency, there are discrepancies between states and districts in regard to 

identification and exiting procedures.  They “differ widely in whether to use a cut-off 

score on a test and in what cut-off score to select to determine exit readiness” (De Avila, 

1990, p. 23).  The differences range from having no guidelines regarding which 

assessments to use to recommending or mandating the use of certain instruments, 

including standardized tests, English oral language proficiency tests, English literacy 
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tests, or teacher judgment (De George, 1988; Fleischman & Hopstock, 1993; Gandara & 

Merino, 1993; Rossell & Baker, 1988).  This lack of set standards across states and 

districts makes it extremely difficult to compare the academic achievement of exited 

bilingual students. 

A close analysis of the selected assessment instruments, the assessment standards, 

and other data used to make exiting decisions is a reflection of what the district perceives 

as the linguistic needs of ELLs, the purpose of the ELL program, and expectations for 

mainstream classroom teachers to be able to work with ELLs (De Avila, 1990; Nadeau & 

Miramontes, 1988).  If a district believes in highly developed English oral proficiency, 

then the set exit policy will emphasize a focus on oral assessments rather than literacy 

development to determine ELL exit readiness.  A belief that the purpose of a language 

program is to get students to transition into English mainstream classes will result in 

following the guidelines of an early-exit transitional bilingual program.  On the other 

hand, a focus on bilingualism and biliteracy can result in exit guidelines also requiring 

native language fluency and mastery. 

The Role of Exit Rates in Program 

 When measuring the effectiveness of a bilingual program, the length of time 

students participate in the program receives much attention.  It has been interpreted to 

imply that the more quickly students exit the program, the better the program (Gandara & 

Merino, 1993; Linquanti, 2001).  The assumption that a direct relationship exits between 

exit rates and program success ignores that the rate of student progress through a 

bilingual program is influenced by individual student variables, program quality, and 

school variables (Gandara & Merino, 1993; Thomas & Collier, 2002).  If exit rates are
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used as the measure of effectiveness, then specific contextual variables need to also be  

included.  The comparison of programs based solely on exit rates does not necessarily 

reveal a true picture of the quality of the program, especially when there are notable 

inconsistencies with exiting practices and standards.   

Purpose of the Study 

The purpose of this research study was to examine the long-term academic 

success of students formerly served in a bilingual education program in the study district 

to identify achievement patterns and predict future achievement as measured by 

standardized test scores.  The groups of students were arranged in two categories: (a) 

Early Exit-students who were exited from the bilingual program at the completion of first 

or second grade and (b) Late Exit-students who were exited from the bilingual program at 

the completion of third or fourth grade.  These labels of Early Exit and Late Exit 

categories as stipulated in this research study significantly differ from the meaning 

attributed to the traditional early and late program exit connotation.  For lack of a more 

descriptive term to aid in the conceptualization of the different grades of exit, the Early 

and Late exit labels are unique to the data analyzed and discussed in this research study. 

The goal was to examine academic achievement patterns of former bilingual 

students as participants in the general education program.  For the purpose of this 

research study, former bilingual students were defined as students who were classified as 

limited English proficient (LEP) upon entry in U.S. schools; qualified for and were 

served in the bilingual program; met exit criteria from the bilingual program; and were 

enrolled full-time in a mainstream classroom.   

Since one of the underlying goals of education is long-term sustained academic 
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achievement, a district’s accountability is not complete if it focuses only on the  

achievement patterns of ELLs as they are still classified as LEP.  While this measure 

gives current short-term feedback, it does not fully assess whether the program succeeded 

in preparing the students for effective participation in a mainstream setting (de Jong, 

2004).  Thus, program evaluations must go beyond the achievement data of current ELLs 

and include the level of performance of students who met the exit criteria of the bilingual 

program in the general education setting.   

The bilingual program plays a major part in students’ academic career in the state 

of Texas, especially in the study district, where the number of ELLs has gradually 

increased over the years to surpass 20,000 students.  By analyzing the achievement, as 

measured by the TAKS test, of students who previously participated in the program and 

met exit criteria, the researcher was able to support either a continuation of the early-exit 

transitional bilingual program or the adoption of a late-exit bilingual program.  This 

recommendation will provide more consistency in the application of the program across 

the district.  This uniformity has proven to be difficult to establish in the study district, 

considering the site-based management of the 31 elementary campuses. 

Research Questions 

 In the study district, the regulations outlined in the Texas Administrative Code are 

those that guide district special language program exiting policy.  All campus Language 

Proficiency Assessment Committees (LPAC) are trained annually to review exit 

guidelines, commencing with first grade.  The district exit criterion for each grade level is 

summarized in Table 1.  The district exit guidelines are in alignment with those outlined 

by TEA.  The 2010 state exit criteria is summarized in Table 4.  In order to ensure 
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that students who met exit criteria from the bilingual education program continue to have  

the same level of success in the general education program, the 2010 reading and math 

TAKS results for the two categories of former bilingual students enrolled and assessed in 

fifth and eighth grade were analyzed and compared.  The following research questions 

guided this study: 

Research Question One: Do former ELLs who met exit criteria from the bilingual 

education program demonstrate sustained academic achievement in reading and math, as 

measured by standardized test scores?   

Research Question Two: Does grade of exit represent a key predictor of future student 

academic performance, as measured by standardized test scores, for former ELLs who 

met exit criteria from the bilingual education program? 
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Table 1 

Summary of Study District Exit Criteria for Each Grade Level 
 

 
Student’s 

Grade 

Level 

 
OLPT 

Score 

(English) 

 
TAKS 

Reading 

(English) 

 
TAKS 

Writing 

(English) 

 
TELPAS 

Writing 

 
ITBS/ITED 

Reading and 

Language 

1st FES N/A N/A Score  

Early Writer on 

IPT writing 

>40th 

percentile in 

both sections 

 

2nd FES N/A N/A 
 
 

Advanced High > 40th 

percentile on 

both sections 

 
3rd FES Passed 

 
N/A Advanced High N/A 

 
 
 

4th FES Passed Passed N/A 
 
 

N/A 
 
 
 

5th FES Passed N/A Advanced High 
 
 

N/A 
 
 
 

6th FES Passed N/A Advanced High N/A 
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Table 1 (continued) 

Summary of Study District Exit Criteria for Each Grade Level 
 
 

Student’s 

Grade 

Level 

 

OLPT 

Score 

(English) 

 

TAKS 

Reading 

(English) 

 

TAKS 

Writing 

(English) 

 

TELPAS 

Writing 

 

ITBS/ITED 

Reading and 

Language 

7th FES Passed Passed N/A N/A 
 
 

8th FES Passed N/A Advanced High N/A 
 
 

9th FES Passed N/A Advanced High N/A 
 
 

10th-12th FES Passed 

ELA Test 

N/A N/A N/A 
 
 

 

The researcher searched for academic achievement patterns of 2009-2010 fifth 

and eighth grade students who exited the bilingual education program at the conclusion 

of first, second, third, or fourth grade. The data was analyzed to note whether significant 

differences in long-term sustained academic achievement existed between these groups, 

specifically between the two targeted categories of students.  Additionally, the researcher 

made recommendations concerning the form of transitional bilingual program model that 

yielded higher academic achievement after meeting exit criteria from the bilingual 

education program, as supported by 2010 TAKS scores in the study district: early-exit or 

late-exit. 
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Significance of the Study  

Proponents and opponents of bilingual education have used the academic 

achievement of ELLs to argue for or against the implementation of the program.  Labeled 

“advocacy-oriented” by August and Hakuta (1997), these studies typically compare the 

outcomes of bilingual programs in the first three years of implementation and have 

focused on the achievement patterns of participating students still classified as ELL.  The 

lack of tracking former bilingual students in the current accountability system supports a 

perception that bilingual teachers have the sole responsibility of meeting the needs of 

identified students.  Once these students are exited from the program, they are treated as 

native English speakers (Cummins, 2000; Lucas & Wagner, 1999, Shannon, 1990).  

Their educational achievement blends with that of native English speakers, and it tends to 

be ignored from a bilingual perspective because the students “no longer fall within the 

confines of specialized language services” (de Jong, 2004, p. 5).  The inclusion of the 

sustained academic achievement of former bilingual students in the evaluation of such a 

program acknowledges that the entire school district is accountable for the learning of 

ELLs and not only the bilingual program.  Additionally, it also emphasizes that this 

accountability includes the entire educational career of an ELL and not only the few years 

when bilingual/ESL program services were provided (de Jong, 2004). 

 The reading and math TAKS results of former bilingual students, sorted by grade 

of exit, provided a detailed perspective of how effective the study district was educating 

its growing ELL population.  A recommendation to adopt a certain exit policy was made 

based on which group of students maintained the academic achievement demonstrated at 

the time exit criteria was first met. 
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Overview of Methodology 

 A quantitative method was used for this study.  The 2010 reading and 

math TAKS scores of enrolled fifth and eighth grade former bilingual students were 

analyzed and compared by the researcher.  The TAKS report was compiled and organized 

by bilingual program exit date.  This archival data was abstracted from the Student 

Management System (SMS), the PEIMS program in place in the study district.  The local 

identification number was used to ensure that a student’s TAKS data were not used more 

than once and to verify that each student participated in the bilingual program and met 

exit criteria in the indicated time frame.   

The percentage of students in each of the two targeted categories who met the set 

TAKS passing standard in the specified content areas was analyzed to note any academic 

achievement patterns associated with either an early or late-exit from the bilingual 

education program.  The data were also examined to determine the level of content area 

curriculum mastery of the two sets of former bilingual students, as determined by reading 

and math TAKS Commended Performance achievement.  The ultimate goal was to 

identify which category of students demonstrated a higher achievement pattern: those 

who exited early or late. 

The second question required data analysis using three types of statistics: t-test, 

linear regression, and logistic regression.  Two-sample t-tests with equal variances were 

performed by assessed grade levels for reading and math and by program exit category in 

order to determine if there were significant differences between the raw score means of 

the two exit categories.  The TAKS raw data were analyzed using a linear regression to 

determine whether the differences in means of the two categories of exited students were 
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significant.  Logistic regressions were used to determine the probability of commended 

performance achievement depending on time of exit from the bilingual education 

program.  These results supported a recommendation of either an early or late-exit from 

the bilingual education program.   

Organization of the Study 

 The research study is divided into five chapters.  The research questions are 

introduced in chapter one.  The introduction sets the background for the parameters that 

shaped the education of ELLs in the U.S. public school system, including trends, exit 

policies, and the role of exit rates in current program evaluations.  This is followed by the 

purpose and significance of the study.  Finally, the chapter concludes with the overview  

of the methodology used to identify, gather, and analyze the archival data used in the 

study.  At the end of the chapter, the definition of terms adds clarity to specialized 

vocabulary used to various degrees when discussing different aspects of the research 

topic. 

Chapter two reviews the related literature.  It begins with a detailed analysis of the 

demographics of the U.S. and Texas population, showing changes in the last decade, and 

its impact on the make-up of public school student enrollment.  Next, the history of 

bilingual education is reviewed, including the civil rights context and the evolution of the 

Bilingual Education Act.  An explanation of the different types of bilingual education 

programs that resulted from the historical and legal framework follows the history 

section.  At the end of the chapter, the inclusion of former bilingual students in 

accountability and the documented academic achievement of former bilingual students 

are discussed by the researcher. 
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Chapter three outlines the methodology used in the research study.  The purpose 

is explained and the population of the study district is described to set a frame of 

reference of the participants and educational program that was the basis of the study.   

The current model of bilingual education in the district is defined, the process of student 

identification and program placement is illustrated, and the district’s exit criteria and its 

alignment with state guidelines are outlined.  Additionally, the instrumentation of TAKS 

as a state assessment is presented, citing its high reliability and the development process.   

The procedure for gathering and analyzing the archival data, along with the source and 

organization of data, is also included in this chapter.  Furthermore, the independent and  

dependent variables of this correlational study are identified.  The last section explores 

the scope and limitations of this research study.   

Chapter four reintroduces the purpose of the study and two research questions in 

order to validate the data analysis.  The chapter is divided into four sections: Introduction, 

Research Question One, Research Question Two, and Data Summary.  The descriptive 

data was outlined in the introduction, and generalizations about the different groups of 

study participants were made.  The data analysis needed to answer the first question is 

explained using overall category totals and percentages.  The information is presented in 

multiple tables to allow for different perspectives of data analysis.  The second question 

required data analysis using three types of statistics: t-test, linear regression and logistic 

regression.  Two-sample t-tests with equal variances were performed by assessed grade 

levels for reading and math and by program exit category in order to analyze significant 

differences between the raw score means.  The TAKS raw data is analyzed using a linear 

regression to determine whether the differences in means of the two categories of exited 
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students are significant.  Logistic regressions are used to determine the probability of 

commended performance achievement depending on grade of exit from the bilingual 

education program.  Chapter four concludes with a brief summary of the data.   

 Finally, chapter five summarizes the research study findings.  The study’s 

descriptive data are discussed in detail and note conclusions about meeting TAKS 

standards and commended level achievement.  In addition, the results of the t-test, linear 

regression, and logistic regression analysis are analyzed.  The significance of the mean 

differences as they relate to the overall reading raw scores on the t-tests is explained.  In 

regards to the logistic regression, the coefficients listed in the results are the point of 

scrutiny since they identify the type and direction of the relationship between the study’s 

dependent (raw score) and independent (time of exit) variables.  The odds ratio included  

as part of the logistic regression output also support the negative relationship between the 

variables.  In this case, the data are described as a likelihood of occurrence as it related to 

Commended Performance achievement.  Particularly, a percentage is given as the 

likelihood of achieving a commended level depending on the time of exit. 

The implications of the study on educational practices are also discussed in 

chapter five.  Namely, major findings are analyzed and evaluated, and their application to 

current educational practices is identified by the researcher.  Also included are the 

limitations of the study.  They are an expansion of those discussed at the end of chapter 

three. 

Chapter five concludes with recommendations for future study.  The list 

concentrates on topics that can expand on the results of this research study.  It also 

suggests other areas that have not been explored in the research.  Exploration and 
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research is these areas will contribute to the existing research and help educators better 

understand the issues affecting the education of ELLs. 

Definition of Terms 

 The following terms are used throughout the research study.  The definitions 

assist in understanding their role in the education of ELLs in U.S. schools. 

• Bilingual education is a method of using the student’s native language to accelerate 

the acquisition of English, incorporating the use of two languages for instructional 

purposes in the classroom. 

• Commended Performance in reading is high academic achievement; considerably 

above state passing standard; a thorough understanding of the TEKS reading  

curriculum.  In math is high academic achievement; considerably above state passing 

standard; thorough understanding of the mathematics TEKS curriculum. 

• English as a Second Language (ESL) is an instructional program that is used with 

students who speak different native languages in the same classroom and taught by 

teachers trained in principles of language acquisition and language methods but who 

are not necessarily fluent in the students’ home languages. 

• English Language learner (ELL) is the most recent term used to describe students 

who are unable to communicate effectively in English because their primary language 

is not English, and they have not developed fluency in the English language.  This 

acronym is sometimes used interchangeably with LEP. 

• Early-exit is the meeting of dismissal standards at the completion of first or second 

grade.
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• Equal Educational Opportunities Act (EEOA) is part of the 1974 amendments to the 

Elementary and Secondary Education Act.  This legislation affirms that no state shall 

deny educational opportunity based on race, color, sex, or national origin.   

• Late-exit is the meeting of dismissal standards at the completion of third or fourth 

grade. 

• Language Proficiency Assessment Committee (LPAC) is a required group of 

individuals at the campus level responsible for determining the best instructional 

program for English language learners. It functions as a link between the home and 

the school with making appropriate decisions regarding placement, instructional 

practices, assessment, and special programs that impact students. 

• Limited English proficient (LEP) refers to students who are unable to communicate 

effectively in English because their primary language is not English, and they have 

not developed fluency in the English language.  This acronym is sometimes used 

interchangeably with ELL. 

• Limited English speaking ability (LESA) refers to students who are unable to 

communicate effectively in English because their primary language is not English, 

and they have not developed fluency in the English language.  This acronym was 

regularly used to describe this special population of students in the 1960s and 1970s. 

• No Child Left Behind (NCLB) is the federal act enacted on January 8, 2002 that 

requires states to create their own assessment and accountability systems to ensure 

that all student subgroups reach a minimum level of academic achievement.  It 

requires states to demonstrate progress each year with improving the percentage of 



  18 
 
 

 
 

student mastery in reading and math and in narrowing the achievement gap between 

various student subgroups 

• Office of Civil Rights (OCR) is a governmental agency that monitors compliance with 

all federal civil rights laws that prohibit discrimination in programs or activities 

receiving funding from the U.S. Department of Education. 

• Public Education Information Management System (PEIMS) is a data system that 

encompasses all information requested and received by TEA about public education, 

including student demographic and academic performance, personnel, financial, and 

organizational information. 

• Student Management System (SMS) is the student-level data collection system used in 

the study district that allows for the collection of comprehensive data to meet federal 

and state reporting requirements. 

• Texas Assessment of Academic Skills (TAAS) is a standardized test used in Texas 

between 1991 and 2002.  It was replaced by the TAKS test from 2003 to 2009. 

• Texas Assessment of Knowledge and Skills (TAKS) is the standardized assessment 

used in Texas to measure student achievement in reading, writing, math, science, and 

social studies. 

• Texas English Language Proficiency Assessment System (TELPAS) is an assessment 

program for English language learners (ELLs).  It assesses the English language 

proficiency of K–12 ELLs in four language domains: listening, speaking, reading, and 

writing.  English language proficiency assessments in grades K–12 are federally 

required to evaluate the progress that ELLs make in becoming proficient in the use of 

academic English. 



   
 
 

 
 

CHAPTER TWO 

LITERATURE REVIEW 

United States and Texas Population 

 The increasing number of linguistically diverse students in U.S. public schools 

continues to challenge the manner in which public schools are educating this special 

population.  Across the country, public schools are opening their doors to more and more 

children who speak a language other than English.  Nearly every district faces the 

challenge of helping these children become proficient in the English language while also 

providing them with a high-quality and rigorous education.  This task is especially 

challenging because ELLs bring a range of individual differences to school that can affect 

how quickly they learn English.  To complicate the matter further, in many places the 

search for effective instructional practices has taken a back seat to other agendas having 

more to do with political ideology than honest inquiry (Preparing English language 

learners, 2007).   

 The Hispanic or Latino (of any race) population of the U.S., according to Census 

2010 data, was over 50 million (50,477,594) or 16.3% of the total U.S. population.  This 

represents an increase from the 2000 census of 43% for the Hispanic population.  The 

Hispanic population increase in Texas paralleled that of the nation over the same span of 

10 years with a 41.8% increase and more than nine million (9,460,921) Hispanics 

residing in the state.  According to these figures, the Hispanic population alone represents 

37.6% of the Texas population.  Though members of this demographic group are not all 

native Spanish-speaking, the constantly growing Hispanic sector has a direct impact on 

the number of ELLs enrolled in Texas and in the U.S.  The population changes of the
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U.S. and Texas are summarized in Table 2.   

Table 2 

U.S. and Texas Hispanic or Latino Population: 2010 U.S. Census  
 
 
 
 

Hispanic Population 
 

Number 

Hispanic Population 
 

Percentage 

Percentage Change 
 

2000 to 2010 
 

US 50,477,594 16.3% 43.0% 

Texas 9,460,921 37.6% 41.8% 

 
 Across the nation, the number of students from non-English speaking 

backgrounds continues to rise.  They represent the fastest growing segment of the student 

population by a wide margin.  From the 1997-1998 school year to the 2008-2009 school 

year, the number of identified ELLs enrolled in public schools increased from 3.5 million 

to 5.3 million, an increase of 51% (National Clearinghouse for English Language 

Acquisition and Language Instruction Educational Programs, 2011).  During the same 

time frame, the general population of students grew to 49.5 million, an increase of 7.2% 

(English-language learners, 2011).  The identified students speak more than 400 

languages, but nearly 80% are native Spanish speakers (Kindler, 2002).  It is projected 

that ELLs will comprise over 40% of elementary and secondary students by 2030 (Flynn 

& Hill, 2005).   

Between 1995-1996 and 2005-2006, the percentage of public school students 

identified as ELLs increased from 6.8% to 10.3% in the U.S. and from 12% to 14% in 

Texas (NCELA, 2008).  In Texas, the number of students identified as ELLs grew by 

47% between 1999-2000 and 2009-2010, with actual numbers being 555,470 in 1999-
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2000 and 817,074 in 2009-2010 (TEA, 2010).  The growth in general enrollment during 

the same time frame in Texas was 22%, less than half of the ELL population growth 

(TEA, 2010).  In the fall of 2010, PEIMS identified Spanish as the language spoken by 

91% of the enrolled ELLs in Texas schools (TEA, 2010).  The student population and 

home language information of the U.S. and Texas are summarized in Table 3. 

Table 3 

2009-2010 U.S. and Texas Student Population and Spanish Home Language 
 
 
 
 

2009-2010 

Student 

Population 

2009-2010 

ELL  

Population 

2009-2010 

Percent of ELLs  with 
 

 Spanish Home Language 
 

U.S. 49,292,507 5,277,128 80% 

Texas 4,674,832 817,074 91% 

 
The increasing Hispanic population in the U.S. and Texas, combined with the 

growth in the number of ELLs expand the need of public schools to research and provide 

quality special language instruction.  The growing numbers of ELLs pose unique 

challenges for educators striving to ensure that these students have access to the core 

curriculum and acquire academic knowledge, as well as English language skills.  The 

instructional needs of ELLs vary just as much as their different levels of English 

proficiency.  In fact, the range of skills is wider within the group of ELLs than it is 

between ELLs and their non-ELL classmates (National Assessment of Education 

Programs, 2005).  These different needs can affect how quickly they acquire English and 

master academic skills in the various content areas.  Native language instruction seems to
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 have long-term benefits for learning English, though other program factors are also 

important to ELLs’ success.  Although some debate lingers, bilingual programs seem to 

be more effective.   

In its massive 2006 research review, the National Literacy Panel on Language 

Minority Children and Youth concluded that oral proficiency and literacy in ELLs’ first 

language can facilitate literacy development in English, and inclusion of first-language 

instruction in ELL programs can have long-term benefits (August & Shanahan, 2006).  

This conclusion was supported by five recent meta-analyses comparing bilingual and 

English-only programs (Genesee, Lindholm-Leary, Saunders, & Christian, 2006; Krashen 

&  McField, 2005; Rolstad, Mahoney, & Glass, 2005; Slavin & Cheung, 2003; Thomas 

& Collier, 2002).  The importance of instruction in the native language is the underlying 

premise of the need for bilingual programs in the education of ELLs.  There are various 

types of bilingual programs that range in the use of the native language.  Independent 

from what the research suggests about the benefits of one type of bilingual program over 

another, other factors such as length of program participation, availability of instructional 

resources, the political atmosphere, and legal mandates have influenced the course of 

public school instruction for ELLs. 

History of Bilingual Education 

Civil Rights Context.  Bilingual education is a term that has both a specific and 

generic meaning with respect to children who are not proficient in the English language.  

Bilingual education is not only a distinct instructional approach, but it is also a term that 

refers broadly to the varied efforts used to educate and serve LEP students (Osorio-

O’Dea, 2001).  In this review of literature, especially the statutes and regulations that 
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have governed the education of these students, the term referring to language minority 

students evolves from students with limited English speaking ability to students with 

limited English proficiency to English language learners.  Depending on social issues, 

school policies, and accountability systems popular during various eras, one term has 

been replaced by another.  For the purpose of this literature review, the term bilingual 

education is used in both its precise and broad meanings.   

Though current research advocates for the provision of academic support for 

bilingual education, this has not always been a popular practice in the history of public 

education.  Towards the late 1960s, this population of students received little to no 

assistance in public schools.  The Office of Civil Rights (OCR) was alerted and issued the 

memorandum titled “Identification of Discrimination and Denial of Services on the Basis 

of Natural Origin,” which called for equal participation in educational programs and 

directed school districts to correct language deficiencies of ELLs (Horn, 2009).  The 

memorandum did not mandate corrective actions.  Consequently, the common practices 

of permanently placing students who did not speak English in special programs, not 

providing parents with school information in their native language, and excluding this 

group of students from participation in school programs or activities continued (OCR, 

2000).  Nevertheless, the education of LEP students was shaped by federal civil rights 

laws that built the service delivery framework (Osorio-O’Dea, 2001).   

Title VI of the Civil Rights Acts of 1964 prohibits discrimination on the basis of 

race, color, or national origin by recipients of federal financial assistance. Though it does 

not specifically refer to LEP individuals as a protected class, court interpretations have 

extended the statute to include LEP students.  The first of these interpretations was 
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rendered in the Supreme Court decision in Lau v. Nichols (1974), giving force to the 

movement for equal access to education for language minority children (Teitelbaum & 

Hiller, 1977).  This class action suit was filed against the San Francisco Unified School 

District on behalf of 1,800 Chinese-speaking students who could not understand the 

language of instruction.  It was stipulated that the English-only classrooms were denying 

these children equal educational opportunity and that the district’s failure to provide 

bilingual education not only violated Title VI of the Civil Rights Act, but it also violated 

the equal protection clause of the 14th Amendment (Horn, 2009).  The initial decision of 

the lower court was overturned by the Supreme Court, which held that by only providing 

the same instruction, materials, and curriculum, students who did not understand English 

did not have access to the benefits of a meaningful education (Reutter, 1994).  Justice 

William O. Douglas further outlined the courts opinion, 

Basic skills are at the very core of what these public schools teach.  Imposition of 

a requirement that before a child can effectively participate in the education 

program he must already have acquired those basic skills is to make a mockery of 

public education.  We know that those who do not understand English are certain 

to find their classrooms experiences wholly incomprehensible and in no way 

meaningful.  (Lessow-Hurley, 2000, p. 38) 

The Court’s decision resulted in the Lau Remedies, a document outlining the 

comprehensive guidelines that had to be consistent with the Office of Civil Rights 

Memorandum to help non-English speaking children in their learning process in school 

while developing their English language skills (Feinberg, 2002).  It required school 
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districts to identify all students whose home language was not English, assess their 

language proficiency, determine their academic level, place them in the appropriate 

instructional program, and provide educational opportunities equal to those provided to 

mainstream students (Brisk, 1998).   

 Although the Lau Remedies were designed to assist school districts develop 

programs to meet the educational needs of ELLs, they failed to create a standard method 

of determining success in those programs funded under the act.  The main reason for this 

shortcoming was the absence of consistent research-based information concerning 

effective instructional delivery methods for language minority students (Treffner, 2003).  

Additionally, the emphasis placed by experts on the use of the native language and 

English as a means of instruction was difficult to implement due to the lack of economic 

means, absence of trained personnel, and the concern that bilingual programs promoted 

school segregation (Moran, 1988).   

 Additional guidance for implementing the Lau Remedies came in 1981 from the 

Castañeda v. Pickard court decision that ruled language minorities’ civil rights were 

violated by educational neglect.  Furthermore, school districts had the dual responsibility 

of ensuring that academic content instruction was accessible and that students were 

provided with English instruction (Horn, 2009).  Using the Equal Educational 

Opportunities Act (EEOA), a three-part test was developed for determining if schools had 

failed to take appropriate action to help LEP students overcome language barriers.  

Programs designed to serve LEP students had to meet certain criteria, as outlined by the 

court.  They must have adequate personnel and resources and be effectively 

implemented; be evaluated, after a trial period, and determined to be effective in 
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overcoming language handicaps; and be based on a theory that is educationally sound 

(Crawford, 1995).   

The Bilingual Education Act.  Noted as the first official federal recognition of 

the needs of students with limited English speaking ability, the Bilingual Education Act 

first was enacted in 1968.  It has undergone four reauthorizations, with amendments, and 

reflects the needs of these students.  The process began in 1967, when a bill was 

introduced by Texas Senator, Ralph Yarborough, to establish educational programs 

specifically for LEP students and led to the introduction of 37 other bills (Stewner-

Manzanares, 1988).   Collectively, they were merged into a single measure known as 

Title VII of the Elementary and Secondary Education Act (ESEA), or the Bilingual 

Education Act, and it was signed into law on January 2, 1968.  Title VII was the first 

federal recognition that LEP students “have special educational needs” and that it is in the 

best interest of equal educational opportunity that bilingual programs addressing those 

needs are federally funded (Stewner-Manzanares, 1988, p. 1).  The legislation 

recommended the creation of instructional programs where Spanish, as a native language, 

would be utilized while also teaching English as a second language.  It further guaranteed 

equal access to education for language minority students and provided for instructional 

resources, funding for teacher training, and funding to develop materials and design 

programs to increase student achievement and parental involvement.  Later authorizations 

of the legislation required native language and culture instruction and a transitional 

approach to bilingual education (ESEA Implementation Guide, 2002).   

The Bilingual Education Act was amended for the first time in 1974 to clarify the 

intent and design of programs for LEP students by specifying program goals, capacity-
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building efforts, and definition of a bilingual program.  Because ESL programs were 

deemed insufficient, this amendment established the definition of a bilingual education 

program as one that provided instruction in the student’s native language, as well as 

English, to allow for a smooth progression for the student through the educational system 

(Stewner-Manzanares, 1988).  The legislation mandated bilingual education for students 

of limited English ability, and it determined that the major goal of bilingual education 

programs should be the acquisition of the English language with the purpose of 

“assimilating” these students into regular programs (Treffner, 2003).  It also expanded 

financial assistance to schools in order to address the educational needs of all LEP 

students, not only the most disadvantaged.  Nevertheless, the implementation of bilingual 

education programs was affected by economic and social pressures that called for 

changes during this time.  The 1978 amendments to the Bilingual Education Act reflected 

some of these changes. 

 The 1978 amendments extended the Bilingual Education Act, “broadened the 

definition of eligible students,” and specified the goals of transitional bilingual education 

(Stewner-Manzanares, 1988, p. 4).  According to the changes, LEP students were to be 

prepared as quickly as possible to enter the regular classroom.  Native language 

instruction was to be used in the bilingual classroom but only as students gained the 

necessary English proficiency.  In addition, funding would no longer be available for 

programs designed only to maintain the native language (Crawford, 1987).   

 Increased flexibility in the implementation of programs for LEP students was 

addressed in the 1984 amendment to the Bilingual Education Act.  It gave local districts 
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“a greater voice in deciding how LEP students should be taught” (Stewner-Manzanares, 

1988, p. 4).  Greater local control was a direct result of the withdrawal of the Lau 

Remedies in 1981 as “part of an effort to deregulate social, educational, and human 

services and to encourage state officials to be responsible for financing and monitoring 

the education of LEP students within their own districts” (Stewner-Manzanares, 1988, p. 

6).  Under the 1984 amendments, federal grants were awarded to transitional bilingual 

programs, developmental bilingual education programs, and special alternative 

instructional programs.   

 The Bilingual Education Act was reauthorized in the Hawkins-Stafford 

Elementary and Secondary Education Act of 1988.  This legislation reflects a focus on 

the diversity of LEP students and approaches to their education (Stewner-Manzanares, 

1988).  This “pluralistic approach” to educating students “allows local school districts to 

provide the instructional program that best serves their particular LEP population,” citing 

that the federal role is to encourage “local flexibility, creativity, and innovation” to meet 

the needs of LEP students (Stewner-Manzanares, 1988, p.8).  Currently, Texas permits 

districts to decide what type of bilingual education program is needed by their student 

population. 

Bilingual Education Programs 

 The need to amend the Bilingual Education Act four times in the last four decades 

illustrates the evolution of education for ELLs in U.S. classrooms.  The various changes 

resulted in clarification of offered language programs, in part, based on identification of 

additional needs.  However, the political atmosphere that prevailed during certain time 

periods played a key role in the content of adopted legislation.  Although official policy 
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sanctions a range of program options, bilingual education continues to be viewed within a 

context based on the primacy of English language and literacy.   

In spite of research (Collier, 1995; Ramirez, Yuen, Ramey, & Pasta, 1991; 

Thomas & Collier, 1997) that found certain programs and practices that encourage 

the development of literacy and academic learning in the native language are more 

effective and efficacious, not only in developing English but in improving overall 

students achievement, bilingual programs continue to be vastly different with respect to 

the use and development of literacy in the native language, “ranging from total absence to 

benign neglect to active involvement” (Hornberger, 1994, p. 104).  No single bilingual 

education model fits the needs of all ELLs.  A variety of program models offers a 

comprehensive approach by which students can become fluent English speakers.  These 

models begin instruction in the primary language of the ELL while developing their 

language skills in English.  They include dual language or two-way immersion; late-exit, 

transitional bilingual education; and early-transitional bilingual education (Linquanti, 

1999).   

 The dual language or two-way immersion model is more common at the 

elementary level and involves teaching the core curriculum in two languages.  Students in 

this program are grouped so that half the students in the class are native English speakers 

and the other half are native speakers of a language other than English.  The goal is for all 

students to attain proficiency in both languages (English-language learners, 2011).  

Typically, students in first grade receive 80%-90% of their instruction in the native 

language and 10%-20% of their instruction in the other language (Horn, 2009).  By fourth 

grade, students receive instruction for half the school day in each language.  In a few 
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programs, starting with first grade, students receive instruction in both languages 50% of 

the time. 

Another type of program is called maintenance, developmental, or late-exit 

bilingual education.  ELLs typically stay in these programs throughout elementary school 

or from grades K–5 or 6.  Similar to those teaching in transitional bilingual education, 

teachers in this program should be proficient in English, proficient in their native 

language, and state certified at the respective grade level and in bilingual education 

(English-language learners, 2011).  Students learn literacy and content areas in their 

native language as they are taught ESL.  However, their transition to instruction in 

English is more gradual than in transitional bilingual education, and they continue to 

receive instruction in their native language throughout elementary school.  When students 

progress from elementary school to middle school, they are typically placed in all-

English classrooms and no longer receive bilingual education services (Horn, 2009). 

The most common program is transitional bilingual education, which typically is 

offered to ELLs in the elementary grades for up to three years, most often from first to 

third grade. Students usually receive some amount of native language instruction so they 

do not fall behind in their literacy or content learning as they are acquiring English 

(Rennie, 1993). The amount of time they are taught literacy and content in the native 

language varies according to their level of English language proficiency.  By the end of 

third grade, most, if not all, of their literacy and content instruction is in English. 

Teachers in these programs are supposed to be proficient in English, proficient in the 

native language, and state certified for teaching at the particular grade level and in 

bilingual education.  Although funding for this type of program is available for three 
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years, individual students are exited from the program as soon as they are classified as 

English proficient (English-language learners, 2011).  Once exited, they are placed in all-

English classrooms without additional second language services. 

Inclusion of Former Bilingual Students in Accountability 

Independent of what bilingual education program is offered, states also have to 

comply with provisions for ELLs in the NCLB Act of 2001, the most recent version of 

the Elementary and Secondary Education Act.  With the enactment of this law, school 

districts are required to disaggregate and report the standardized test scores of ELLs, as 

well as other specified subgroups of students.  School districts are required by the law to 

meet targets set by their states for “adequate yearly progress” (AYP) for ELLs or face 

sanctions.  This recent inclusion on ELLs in accountability and school reform efforts has 

placed bilingual education programs under scrutiny regarding their ability to overcome 

the language barriers ELLs encounter when entering U.S. schools (de Jong, 2004).   

For measuring accountability, the law requires states to develop English language 

proficiency standards and implement English language proficiency tests.  The English 

proficiency standards had to be linked to state academic standards.  Regulations for the 

law stipulate that ELLs must be tested in math, beginning with the first round of state 

exams, after the students enter a U.S. school and in reading after they have been in a U.S. 

school for at least one year (English-language learners, 2011).  However, many educators 

and researchers have contended that state content assessments have not been valid and 

reliable for ELLs.  To date, few states have met the law’s AYP goals for ELLs.  During 

the 2007-08 school year, only 11 states met their accountability goals for ELLs, 

according to an analysis of federal data by the Washington-based American Institute for 
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Research (Zehr, 2010).  Since states set their own goals for ELL achievement and have 

their own definitions for ELLs, researchers claim that it is not possible to compare ELL 

performance among states (English-language learners, 2011). 

An issue that continues to permeate discussions about how to improve 

achievement for ELLs is which education approach serves them best—bilingual 

education or English-only instruction.  From 1998 to 2002, voters in Arizona, California, 

and Massachusetts, approved ballot measures to curtail bilingual education.  A review of 

research studies conducted by the National Literacy Panel on Language-Minority 

Children and Youth concluded that bilingual education has an edge over English-only 

methods (August & Shanahan, 2006).  Still, in the first random assignment study to 

compare the effectiveness of bilingual education and English-immersion approaches with 

ELLs over a period as long as five years, researchers found that Spanish-speaking 

children learned to read English equally well, regardless of whether they were taught 

primarily in English or in both English and their native language.  That study was 

conducted by Johns Hopkins University researchers using the “Success for All” reading 

program, which is available in English or Spanish.  It was underwritten by the Education 

Department’s Institute of Education Sciences (Slavin, Madden, & Calderon, 2010). 

With few exceptions, the effectiveness of bilingual education programs has been 

evaluated on the performance of ELLs still being served through the program.  While 

providing some information about the performance of LEP students, these program 

evaluations are unable to describe what happens to ELLs once the latter have been placed 

in a mainstream classroom on a full-time basis after being reclassified as “fluent English 

proficient” (de Jong, 2004). 
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Documented Academic Achievement of Former Bilingual Students 

Few studies have explored the academic achievement of former ELLs since they 

are rarely tracked once they have exited the bilingual program, and few states 

disaggregate and report their statewide testing data for former ELLs.  An examination of  

the achievement patterns of states with high ELL enrollment that do report such data  

(e.g., Florida, California, New York, and Texas) illustrates that former ELLs tend to lag 

behind fluent English-speaking peers, particularly at the secondary level (de Jong, 2004).  

The Florida Department of Education (2001) reports that between 12%-20% percent 

fewer former ELLs pass the state’s test than fluent English-speakers in math and reading 

at grades 4, 5, 8, and 10.  According to the same Florida report, former ELLs tend to 

perform better on math tests than on reading or content area (e.g., science, social studies) 

tests.  SAT-9 data from California suggest that about 10%-12% fewer, former ELLs score 

above the 50% percentile in science and social studies in grades 9-11, whereas their 

scores for math at these grade levels essentially parallel those of English-only students 

(California Department of Education, 2001).  In 2000, the New York City Board of 

Education published a longitudinal study, the ELL Subcommittee Research Studies 

Progress Report.  The researchers studied the number of ELLs who entered the city’s 

public schools in the fall of 1990 in kindergarten and first grade or in the fall of 1991 in 

grades 2, 3, 6, and 9.  They tracked the educational progress of these students for nine 

and eight years, respectively.  The following findings were included in the report: 

• There was a strong relationship between the time of exit from bilingual/ESL 

programs and proficiency in both English and the home language.
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• In general, students who exited bilingual/ESL programs within three years 

(1991-1994), outperformed the city overall on the citywide reading test 

administered in 1998.  Those who exited after four years approached the 

performance of the city overall. 

• Students who exited the programs within four years outperformed the city 

overall on the citywide mathematics test in 1998. 

• In general, former ELLs performed well on standardized tests of reading and 

mathematics when they entered mainstream classes. 

• In most cases, students who exited the bilingual/ESL programs relatively late 

(after six years) outperformed those who had exited these programs earlier. 

• Late-entry ELLs who did reach the program exit criterion were highly 

successful in completing high school.  The graduation rates for ELLs who 

entered the New York City schools in grades 6 and 9 and achieved the 

bilingual/ESL program exit criterion were higher than the general student 

population.  

A more recent study by Ester de Jong at the University of Florida in 2004 also 

explored the academic achievement patterns of former ELLs.  The academic performance 

results of former participants in the bilingual program included: (a) although the length of 

program participation did not appear to play a significant role in predicting future student 

success, exited bilingual education program students’ scores slightly improved as they 

exited at higher grade levels and (b) in general, fourth grade exited students’ score 

distributions resembled those of general education students at the district and state level 

for English, language arts, math, and science. 
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Nevertheless, non-cohort standardized test data from Florida and California 

suggested a widening rather than a closing of the gap between regular education students 

and former ELLs for reading, as well as the content areas for students at higher grade 

levels (California Department of Education, 2001).  On the other hand, quasi-longitudinal  

data from bilingual programs suggested that ELLs may close the gap over time, provided 

they had a strong bilingual schooling base for more than four years (Thomas & Collier, 

2002).  

 In Texas, academic achievement results have mostly investigated the impact of 

bilingual treatments on the academic performance of bilingual students.  Results 

generally reflected benefits to ELLs who were taught in their native language and 

introduced to English in a balanced fashion with teaching new concepts in the home 

language (Cummins, 1981; Thomas & Collier, 1997).  Long-term studies generally 

suggested positive results after five to seven years.  Those bilingual students who learned 

mostly in their home language performed similarly or better that their native English 

counterparts.   

 Research studies related to students who have successfully exited various 

bilingual education programs are limited.  The only type of such data is found in the 

1998-1999 Austin Independent School District (AISD) Bilingual/ESL Programs 

Evaluation Report by Rosa Maria Gonzalez.  Three groups of former LEP students were 

observed on a yearly basis to measure their annual performance.  According to the 

executive summary of this report, “the achievement of the three groups of former LEP 

students generally surpassed AISD overall percentages passing the TAAS” (Gonzalez, 

1999, p. 1).  With only two exceptions on All Tests Taken, the percentages passing were 
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between 81% and 100% (Gonzalez, 1999).  This type of program evaluation is rare in 

Texas since the effectiveness of bilingual programs has been evaluated on the 

performance of ELLs still being served through the program (de Jong, 2004).  While 

providing information about the performance of LEP students, these program evaluations 

are unable to describe what happens to ELLs once the latter have been placed in general 

education classrooms on a full-time basis after meeting exit criteria from the program.  

This research study focused on whether ELLs were academically successful in the 

years after they exited the bilingual program.  By analyzing TAKS data of former 

bilingual students according to their grade of exit, it was determined if exiting after a 

specific grade level results in higher long-term academic achievement, as measured by 

fifth and eighth grade reading and math TAKS scores.  The inclusion of this type of data 

provided a better understanding of whether the school district had been able to provide 

equal educational opportunities for this group of students. 

 



    
 
 

 
 

CHAPTER THREE 

METHODOLOGY 

Purpose 

The purpose of this research study was to examine the long-term academic 

success of students formerly served in a bilingual education program in the study district 

to identify achievement patterns and predict future achievement, as measured by 

standardized test scores.  Specifically, this study compared the 2010 reading and math 

TAKS data of former bilingual education students who met program exit criteria at the 

conclusion of first/second or third/fourth grade.  For the purpose of this study, former 

bilingual education students are defined as those students who were classified as an ELL 

upon school entry, were served in a bilingual education program, met program exit 

criteria in grades first through fourth, and enrolled full-time in a general education 

classroom after program exit.  In addition to analyzing the general academic achievement 

patterns of this group of students in reading and math, the study also examined the grade 

at which students met exit criteria from the bilingual education program. 

Population 

The two categories of students that were compared were: 1) Early - students who 

met exit criteria from the bilingual program at the completion of first or second grade and 

2) Late - students who met exit criteria from the bilingual program at the completion of 

third or fourth grade.  Again, the labels of Early and Late exit categories as stipulated in 

this research study differ from the meaning attributed to the traditional early and late 

program exit connotation and are unique to the specific data analyzed and discussed.  The 

students that comprised the two targeted categories were enrolled in the study district.  
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However, due to student mobility, all students were not necessarily served in the district’s 

bilingual education program during their entire ELL classification. 

The study district is a medium-sized school district located in southeast Texas and 

covers 111 square miles.  The district’s current student enrollment is slightly over 64,000 

students, with more than one-third classified as ELL and more that 14,000 served in the 

bilingual education program.  The district has offered bilingual education services since 

1976 and has full curriculum alignment in English and Spanish.  In addition, there is a 

closed-loop approach to rigorous classroom instruction that includes needs assessment, 

curriculum writing, common assessment development, and a revision process for all 

instructional programs, including bilingual education. 

This research study explored two questions.  The first question is whether former 

ELLs who met exit criteria from the bilingual education program demonstrate sustained 

academic achievement in reading and math, as measured by standardized test scores.  The 

second research question examined whether grade of exit represents a key predictor of 

future student academic performance, as measured by standardized test scores, for former 

ELLs who met exit criteria from the bilingual education program. 

The district’s bilingual education program has historically served native Spanish 

speaking students who have qualified for the program.  Refer to Figure 1 and Figure 2 for 

program qualification and placement.  Although the study district has offered Vietnamese 

bilingual education for the past two years, this research study focuses exclusively on 

former Spanish bilingual education students.  The bilingual education program in place in 

the study district was classified as early-exit transitional.  The TEA defines the early-exit 

transitional bilingual education program as “a bilingual program that serves students 
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identified as students of limited English proficiency in both English and Spanish and 

transfers a student to English-only instruction not earlier than two or later than five years” 

after initial program placement (Texas Education Agency, 2011, p. 5).  
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Figure 1 

ELL Identification and Placement Flowchart PK-1st Grade 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  
 

 

 

 

 

 

 

 

 

 

LEP NON-LEP Obtain the following 
documentation from 
the previous district: 
original HLS, parent 

permission forms, 
TELPAS writing 

samples. 

NES or LES FES 

Oral Language Proficiency Test 
(IPT/Pre-IPT) 

Honor the placement 
of the previous 

district. 
Place student in the 

appropriate class(es), 
document in SMS and 

LEP folder. 
 

Student was enrolled 
previously in a district 

within the state of Texas 

Student was enrolled outside of 
the state of Texas, is new to the 

United States, or is attending 
school for the first time. 

 

YES 

NO 

Home Language Survey indicates a 
language other than English and/or 

withdrawal form from previous school 
indicates LEP status and/or services. 
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Figure 2 

ELL Identification and Placement Flowchart 2nd -12th Grade  

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  
 

NON-LEP 

LEP YES NO 

Must 
administer 
ITBS/ITED 

reading/language 
section but is LEP 
regardless of score 

Must administer 
ITBS/ITED 
reading & 
language 
sections.  

Did student score 
below 40%? 
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Student was enrolled 
outside of the state of 
Texas, is new to the 
United States, or is 

attending school for the 
first time. 

YES 

NO 

Home Language Survey indicates a 
language other than English and/or 

withdrawal form from previous school 
indicates LEP status and/or services 
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Although the study district’s bilingual education program model is technically 

labeled an early- exit transitional bilingual education program, students are generally able 

to exit from the program at the end of first grade, which usually occurs after three years 

of program participation for students who qualified and were placed in the bilingual 

education program in PK.  Students are also able to participate in the program beyond the 

typical five years.  Instruction for some subjects is in the students’ native language.  A 

specific amount of time each day, as commensurate with their language proficiency, is 

spent on developing English skills. Classes are composed of students who share the same 

native language.  The program is modeled after the theory that stipulates that children can 

most easily acquire fluency in a second language by first acquiring fluency in their native 

language.  The goal of the transitional bilingual education is to help transition a student 

into an English-only classroom as quickly as possible. A bilingual teacher instructs 

children in content area subjects (e.g., language arts, math, science, and social studies) in 

their native language.  Students are provided with native-language assignments and 

instruction that will, in theory, give them a comparable education with their English-

speaking peers while also teaching them a second language (Ovando & Collier, 1998).  

Once the transition is made to an English-only classroom, the student has the knowledge 

necessary to interact and learn with his peers in all other subject areas.   

In order to exit from the bilingual education program, students must meet set 

standards in the areas of oral language, reading, and writing.  For oral language, students 

enrolled in the exit grade levels targeted in the study are expected to score fluent English 

speaker (FES) on a state-approved test.  The study district uses the IPT test developed by 

Ballard & Tighe to measure this type of fluency.  In the area of reading, students in first 
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and second grade must score at or above the 40th percentile in a state approved norm-

referenced assessment.  The study district uses the Iowa Test of Basic Skills (ITBS).  

Starting with third grade, students must meet the set passing standard on the English state 

assessment.  The results analyzed in this study originated from the TAKS administered in 

the spring of 2010.  To demonstrate proficiency in writing, students in first grade must 

score at an early writer level on a state approved test.  The study district chose to use the 

IPT Writing Assessment Instrument developed by Ballard & Tighe.  Students in second 

and third grade must score at an advanced high level on an approved assessment.  The 

study district chose the writing portion of the Texas English Language Proficiency 

Assessment System (TELPAS).  Table 4 summarizes the state criteria, and Table 1 

specifically addresses the exit standards used by the study district. 

Instrumentation 

 The TAKS test was the instrument used to assess the reading and math academic 

performance of the fifth and eighth grade students under investigation in this research 

study.  The validity of the TAKS test was established through a content validity 

procedure.  To ensure the highest level of content validity, the process of aligning TAKS 

to the curriculum was carefully approached and included reviews by numerous 

committees of Texas educators (TEA, 2005).  When TAKS was designed as the 

standards-referenced assessment for the TEKS, advisory committees consisting of 

educators from districts across the state were formed for each subject area at each grade 

level. Teachers, test development specialists, and TEA staff members worked together in 

these committees to identify important-to-assess TEKS student expectations and to 

develop test objectives, item development guidelines, and test-item types.  In addition, 
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committees met starting in 2001–2002 to review and edit TAKS items for content and 

bias and to review data from field testing.  Because TAKS assessments provide only 

estimates of achievement levels, its scores contain a certain amount of error.  However, 

test reliability measurements quantify this error.  TAKS reliability data are based on 

internal consistency measures.  Most internal consistency reliabilities are in the high .80s 

to low .90s range (1.0 being perfectly reliable).  Reliabilities for TAKS assessments range 

from .87 to .90 (TEA, 2005). 
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Table 4 

Summary of State Exit Criteria for Each Grade Level 
 

2009-2010 English Proficiency Exit Criteria Chart 
At the end of the school year, a district may transfer (exit, reclassify, transition) a LEP student out of a bilingual education or special language program for the first time or a 
subsequent time if the student is able to participate equally in a regular all-English instructional program as determined by satisfactory performance in all three assessment areas 
below and the results of a subjective teacher evaluation.  19 TAC §89.1225(h) 
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* In the 2009–10 List of Approved Tests for Assessment of Limited English Proficient Students: http://www.tea.state.tx.us/curriculum/biling/leptests.html   
Note: LEP students may be exited only after end of first grade based on 19 TAC §89.1225(i) 
** For eligible LEP students receiving special education services 

http://www.tea.state.tx.us/curriculum/biling/leptests.html
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Procedure and Time Frame 
 

This study is a quantitative research design and focused exclusively on archival 

district 2010 TAKS data.  The researcher searched for statistically significant differences 

among reading and math passing rates and commended performance achievement 

between the two categories of former bilingual education students.  In this correlational 

study, TAKS reading and math data and year of exit were the two variables that were 

ultimately analyzed to determine if a relationship existed among them.  The data used 

were the 2010 reading and math TAKS results of enrolled 2009-2010 fifth and eighth 

students who met exit criteria from the bilingual education program.  The TAKS 

report was compiled and organized by 2009-2010 enrolled grade level and bilingual 

education program exit date.  This archival data were abstracted from SMS, the PEIMS 

program in the study district.  The student local identification number was used to ensure 

that a student’s TAKS data was not used more than once and to verify that each student 

was a participant in the bilingual education program and met exit criteria in the indicated 

grade level. 

Each individual student data abstracted from SMS includes student identification 

number; grade; gender; bilingual program exit date; reading scale score; reading met 

minimum; reading commended performance; math scale score; math met minimum; and 

math commended performance.  The data were analyzed using an Excel spreadsheet, 

allowing for the application of filters to facilitate the examination of groups of students 

who exited at different grade levels and their TAKS results in each targeted subject area.  

This format facilitated the three STATA statistical analyses: two-sample t-tests, linear 

regression, and logistic regression.   
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Data Analysis 

 The data set was comprised of 720 students who were enrolled as fifth or eighth 

grade general education students during the 2009-2010 school year.  All of the students 

were former ELLs who met the exit criteria from a bilingual education program either 

after first, second, third, or fourth grade.  Out of the 720 students, three met exit criteria at 

the end of first grade, 44 met exit criteria at the end of second grade, 192 met exit criteria 

at the end of third grade, and 481 met exit criteria at the end of fourth grade.  Students 

who met exit criteria after completing first or second grade were grouped in the early-exit 

category, while students who met exit criteria after completing third or fourth grade were 

grouped in the late-exit category. The TAKS reading and math passing percentage of 

students in each category of students was analyzed by the researcher.  The same was done 

with the Commended Performance scores.  The year of exit from the bilingual education 

program was the independent variable in this research study.  The data were analyzed to 

determine if there was evidence of a correlation between the year of exit and academic 

achievement as demonstrated on the reading and math TAKS scores of students who 

formerly participated in the study district’s bilingual education program.  Thus, the fifth 

and eighth grade reading and math TAKS results were the dependent variable.  After 

examining the data described via a regression analysis, it was determined how the two 

variables related to one another.  Specifically, two-sample t-tests with equal variances 

were first performed to probe deeper into the differences between the raw score means.  

Linear regressions were also conducted for the raw scores adjusted for by gender and 

time of program exit to determine the long-term impact on academic achievement.  



  48  
 
 

 
 

Finally, logistic regression analyses were performed to determine if time of exit was 

statistically reliable in impacting commended achievement on reading and math TAKS. 

Scope and Limitations 

This research study was limited to students who met exit criteria from the 

bilingual education program, not all former ELLs.  It did not include students who 

participated in ESL programs or those ELLs who were labeled as waiver or as identified-

not served before meeting exit criteria.  The study also did not include students who may  

have exited from another language program, such as ESL, after also having participated 

in the bilingual education program.  

   Additionally, the study only examined reading and math TAKS passing rates.  It 

did not focus on science, social studies, or writing student TAKS performance.  Though 

student achievement in the areas of reading and math is a valid descriptor of academic 

success, it is not the only component of overall student attainment.  A complete picture of 

student achievement would feasibly include an analysis of mastery across all content 

areas.  Nevertheless, analysis of academic performance in these two main content areas is 

beneficial in the exploration of long-term student achievement of former bilingual 

education students.  

The students included in this study were limited to those who were enrolled in the 

study district at the time of the 2010 TAKS administration and are still enrolled in the 

district.  Though most were served in the district’s bilingual education program, there 

was a possibility that a small number of students may have met exit criteria in other 

districts before enrolling in the study district.  Hence, the academic success demonstrated 

by students who were included in this study may either be a result of successful 
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preparation of the district’s bilingual education program, followed by a continuation of 

quality instruction in general education classes, or it could be the successful maintenance 

of the academic preparation obtained in other school districts.  In the case of students 

who participated in the bilingual education program in the study district, met exit criteria 

while enrolled in the district, and have been continuously enrolled in the general 

education program after meeting exit criteria, the academic performance of these students 

was a result of the district’s curriculum and instruction alignment and rigor.  The data  

analysis involving these students included an evaluation of the district’s instructional 

practices.  Thus, the results of this research study were exclusive to the study district and 

may not generalize to the academic performance of former bilingual education students 

who are enrolled in other public school districts. 



 

 

CHAPTER FOUR 
 

RESULTS  

The purpose of this research study was to examine the long-term academic 

success of students formerly served in a bilingual education program in the study district 

to identify achievement patterns and predict future achievement as measured by 

standardized test scores.  Specifically, this study compared the 2010 reading and math 

TAKS data of former bilingual education students who met program exit criteria at the 

conclusion of first/second and third/fourth grade.  The participants included in this study 

were students who were classified as an ELL upon school entry, were served in a 

bilingual education program, met program exit criteria in grades one through four, and 

enrolled full-time in a general education classroom after program exit.  The general 

academic achievement patterns of this group of students in reading and math in fifth and 

eighth grade after program exit were analyzed by the researcher.  The researcher also 

examined the grade at which students met exit criteria from the bilingual education 

program to determine if a correlation existed between time of exit and performance on 

standardized tests administered after the students no longer carried the ELL label and 

were served exclusively in a general education setting. 

Chapter four provides the analysis of data gathered in this research study.  The 

chapter is divided into four sections: Introduction, Research Question One, Research 

Question Two, and Data Summary.  The 2010 TAKS reading and math results of the 

participants grouped into exit categories were analyzed to answer both research 

questions.  The two compared categories of students were: 1) students who met early- 

exit criteria from the bilingual program at the completion of first or second grade and 2) 
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students who met late-exit criteria from the bilingual program at the completion of third 

or fourth grade.  This research study explored two questions.  The first question is 

whether former ELLs who met exit criteria from the bilingual education program 

demonstrated sustained academic achievement in reading and math, as measured by 

standardized test scores.  The second research question examined whether grade of exit 

represented a key predictor of future student academic performance, as measured by 

standardized test scores, for former ELLs who met exit criteria from the bilingual 

education program. 

Introduction 

The introduction of this chapter includes the descriptive data outputs, which allow 

for a preliminary examination of the data.  The data used were the 2010 reading and math 

TAKS results of enrolled 2009-2010 fifth and eighth grade students who met early-exit 

criteria from the bilingual education program at the end of first or second grade and late-

exit at the end of third or fourth grade.  These archival data were abstracted from SMS, 

the public PEIMS program in place in the study district.  The raw data were analyzed 

using an Excel spreadsheet, which facilitated the examination of student groups who 

exited in each of the grade categories and their TAKS results in each targeted subject 

area. 

The participants included in the data set were 720 students who were enrolled as 

fifth or eighth grade general education students during 2009-2010 in the study district and 

previously met exit criteria from the bilingual education program.  Of the 720 students, 

three met exit criteria at the end of first grade, 44 met exit criteria at the end of second 

grade, 192 met exit criteria at the end of third grade, and 481 met exit criteria at the end 
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of fourth grade.  Students who met exit criteria after completing first or second grade 

were grouped in the early-exit category, and students who met exit criteria after 

completing third or fourth grade were grouped in the late-exit category.  Table 5 

summarizes the study participants by assessed grade and time of exit.  It also identifies 

the number of participants by gender.  Table 6 identifies participant gender data totals.   

Table 5  

Descriptive Statistics of Study Participants by Assessment Grade and Time of Exit 

Assessed  

Grade  

Bilingual Education 

Program  

Exit Grade 

Females Males Total 

5th 1st 1 0 1 

5th 2nd 9 3 12 

5th 3rd 64 51 115 

5th 4th 179 173 352 

8th 1st 2 0 2 

8th 2nd 16 16 32 

8th 3rd 39 38 77 

8th 4th 74 55 129 

Total  384 336 720 
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Table 6 

Frequencies and Percentages of Study Participants by Gender  

Gender Frequency Percentage 

Female 384 53.33% 

Male 336 46.67% 

Total 720 100.0% 

 

In Table 7, the total number of participants in both assessed grades is identified by 

program exit grade.  This information allows for a first glimpse into the time frame when 

students were anticipated to meet exit criteria from the study district’s bilingual education 

program.  It is evident that the number of students meeting exit criteria increased with 

each grade level. 

Table 7 

Study Participants Exited by Grade Level 

Assessed  

Grades  

Bilingual Education Program 

Exit Grade 

Females Males Total Percent 

5th and 8th  1st 3 0 3 .42% 

5th and 8th 2nd 25 19 44 6.11% 

5th and 8th  3rd 103 89 192 26.67% 

5th and 8th  4th 253 228 481 66.80% 

Total  384 336 720 100% 
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The grouping of the participants in each of the described categories of program 

exit is depicted in Table 8.  Due to the low number of students who met exit criteria at the 

end of first grade, the grades of exit were grouped into these two categories.  Thus, it is 

likely that the data results for the early-exit category is most likely describing a 

characteristic of students who met exit criteria at the end of second grade.  The total 

percentages of participants in each of the two categories further illustrate the difference in 

group size as outlined in Table 9, with 93.47% of the students meeting late-exit criteria at 

the end of third or fourth grade.  

Table 8 

Study Participants by Assessed Grade and Program Exit Categories 

Assessed  

Grade 

Bilingual Education 

Program Exit Category 

and Grades 

Females Males Total Total 

Percentage 

5th  Early 

(End of 1st or 2nd Grade) 

10 3 13 1.81% 

5th  Late 

(End of 3rd or 4th Grade) 

243 224 467 64.86% 

8th  Early 

(End of 1st or 2nd Grade) 

18 16 34 4.72% 

8th  Late 

(End of 3rd or 4th Grade) 

113 93 206 28.61% 

Total  384 336 720 100% 
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Table 9 

Total Study Participants by Program Exit Categories and Grades 

Bilingual Education Program  

Exit Category and Grades 

Total 

Participants 

Total 

Percentage 

Early 

(End of 1st or 2nd Grade) 

47 6.53% 

Late 

(End of 3rd or 4th Grade) 

673 93.47% 

Total 720 100% 

 

Research Question One 

The first question that was addressed in this research study was whether former 

ELLs who met exit criteria from the bilingual education program demonstrated sustained 

academic achievement in reading and math, as measured by standardized test scores.  To 

answer this question, the 2010 TAKS reading and math passing percentages of students 

in each category of students were analyzed.  The same analysis was performed with the 

Commended Performance data.  The exit category from the bilingual education program 

was the independent variable in this research study.  The data were analyzed to determine 

if there was evidence of a correlation between time of exit and academic achievement, as 

demonstrated on the reading and math TAKS scores of students who formerly 

participated in the study district’s bilingual education program.  Thus, the fifth and eighth 

grade reading and math TAKS results served as the dependent variable.   
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The summary of participants meeting minimum passing standards in reading and 

math is included in Table 10.  Even though combined totals of 96.0% reading passing 

rate and 95.0% math passing rate of all participants were specified, a 100% passing rate 

was reported only in the early-exit category.  These results are aligned with the study 

district’s TEA 2010 Performance-Based Monitoring Analysis System (PBMAS) of 

Bilingual Education/English as a Second language report which indicates, under the LEP 

Year After Exit indicator, a 95.2% reading passing rate and a 95.6% math passing rate.  

Though these passing rates encompass both TAKS and TAKS Accommodated 

assessments and includes all LEP students exited at the end of the previous year, it is a 

noteworthy comparison. 
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Table 10 

Summary of Participants Meeting Minimum Passing Standards by Exit Category and TAKS Content Area Assessment 

Assessed 

Grade 

Bilingual Education 

Program Exit Category 

and Grades 

Number of 

Participants 

Met Min. 

Passing 

Standards in 

Reading 

Percent Met 

Min. Passing 

Standards in 

Reading 

Met Min. 

Passing 

Standards in 

Math 

Percent Met 

Min. Passing 

Standards in 

Math 

5th  Early 

(End of 1st or 2nd Grade) 

13 13 100% 13 100% 

5th  Late 

(End of 3rd or 4th Grade) 

467 439 94.0% 439 94.0% 

8th  Early 

(End of 1st or 2nd Grade) 

34 34 100% 34 100% 

8th  Late 

(End of 3rd or 4th Grade) 

206 202 98.0% 197 96.0% 

Total  720 688 96.0% 683 95.0% 
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The Commended Performance achievement of the participants was also analyzed 

to gain a deeper understanding of the effect of time of program exit on complete mastery 

of content area curriculum.  As previously mentioned, Commended Performance in 

reading is defined as “high academic achievement; considerably above state passing 

standard; a thorough understanding of the TEKS reading curriculum” and in math as 

“high academic achievement; considerably above state passing standard; thorough 

understanding of the mathematics TEKS curriculum” (TEA, 2010, p. 3).  In order to 

score at the commended level, students could miss no more than three questions in fifth 

and eighth grade reading, no more than four questions in fifth grade math, and no more 

than five questions in eighth grade math.  Assessed grades and content areas showed a 

higher percentage of students who exited the bilingual education program in the early-

exit category scoring at this level.  A noticeable pattern that emerged from the data was 

an overall higher performance in math than reading in fifth grade.  In eighth grade, the 

reverse occurred.  A higher percentage of students scored at the Commended 

Performance level in reading than math.  Table 11 outlines these results. 
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Table 11  

Summary of Participants Achieving Commended Performance by Exit Category and TAKS Content Area Assessment 

Assessed 

Grade 

Bilingual Education 

Program Exit Category 

and Grades 

Number of 

Participants 

Commended 

Performance in 

Reading 

Percent 

Commended in 

Reading 

Commended 

Performance in 

Math 

Percent 

Commended 

Performance in 

Math 

5th 

 

Early 

(End of 1st or 2nd Grade) 

13 9 69.0% 12 92.0% 

5th  Late 

(End of 3rd or 4th Grade) 

467 131 28.0% 230 49.0% 

8th  Early 

(End of 1st or 2nd Grade) 

34 24 71.0% 19 56.0% 

8th  Late 

(End of 3rd or 4th Grade) 

206 114 55.0% 99 48.0% 

Total  720 278 39.0% 638 89.0% 
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A preliminary analysis of the raw TAKS data supports the finding that former 

ELLs who exited from the bilingual education program in the study district did 

demonstrate overwhelmingly sustained academic achievement in reading and math, as 

measured by standardized test scores.  Table 12 summarizes the total number and 

percentage of study participants who met minimum passing standards in both content 

areas assessed.  Table 13 depicts the total Commended Performance data.   

Table 12 

Study Participants Meeting Minimum Passing Standards in TAKS Reading and Math 

2010 TAKS Frequency Percentage 

Reading 720 100% 

                                      Failed 32 4.44% 

Passed 688 95.56% 

Math 719 100% 

                                      Failed 36 5.01% 

Passed 683 94.99% 
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Table 13 

Study Participants Achieving Commended Performance in TAKS Reading and Math 

2010 TAKS Frequency Percentage 

Reading 720 100% 

               Not Commended 442 61.39% 

               Commended 278 38.61% 

Math 719 100% 

              Not Commended 359 49.93% 

               Commended 360 50.07% 

 

The high percentages of students meeting passing standards and scoring at the 

commended level in both subjects assessed are evidence that supports overwhelmingly 

the conclusion that former ELLs who exited from the bilingual education program in the 

study district did demonstrate sustained academic achievement in reading and math, as 

measured by standardized test scores.  The data identified students who met exit criteria 

at earlier grade levels as those who had higher percentages of meeting passing standards 

and achieving Commended Performance levels in reading and math. 

Research Question Two 

The second research question examined whether grade of exit represented a key 

predictor of future student academic performance for former ELLs who met exit criteria 

from the bilingual education program, as measured by standardized test scores.  The null 

hypothesis as it applies to this study is: The time of exit from the bilingual education 

program is not a key predictor of future student academic performance, as measured by 
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2010 reading and math TAKS data.  The experimental or alternative hypothesis is: The 

time of exit from the bilingual education program is a key predictor of future student 

academic performance, as measured by 2010 reading and math TAKS data.   

The data was examined using STATA statistical analysis.  First, two-sample t- 

tests with equal variances were performed by assessed grade levels for reading and math 

and by program exit category in order to analyze significant differences between the raw 

score means.  Tables 14-17 summarize these findings for fifth grade reading, eighth grade 

reading, fifth grade math, and eighth grade math.  The groups’ mean differences in TAKS 

raw scores reported are 3.28, 1.17, 4.70, and 1.51 respectively.  A comparison of raw 

score means of both groups demonstrated a positive directional difference.  However, the 

group of students assessed in fifth grade reading and math was the only group with a 

significant mean difference between standardized test scores in the early-exit and late-

exit categories.  The probability level of 0.0049 for reading and 0.0020 for math reported 

for the fifth grade group indicated a more prominent difference between raw score means 

in fifth grade than in eighth grade.  The mean differences were in the same direction but 

were lower in the eighth grade group.  Since the probability of the difference in means in 

the fifth grade group is significant beyond the .05 level, there was approximately 95% 

confidence that the observed results reflected something more than mere random 

variability (Mertler & Vannatta, 2010).  The p-level reported with the t-test performed 

represents the probability of error involved in accepting the research hypothesis that 

states the time of exit from the bilingual education program was a key predictor of future 

student academic performance, as measured by 2010 reading and math TAKS data.  
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According to the data analyzed, there was a significant difference in academic 

achievement between the two student categories of program exit.  

Table 14 

t-test of Grade 5 Reading Raw Scores by Time of Program Exit  

Bilingual Education 

Program Exit 

Obs. Mean Standard 

Error 

Standard 

Deviation 

95% Confidence 

Interval 

Early 

(End of 1st or 2nd Grade) 

13 39.30 .71 2.59 37.73, 40.87 

Late 

(End of 3rd or 4th Grade) 

467 36.02 .19 4.15 35.40, 36.40 

Combined 480 36.11 .18 4.15 35.74, 36.48 

Difference  3.28 1.15  1.00, 5.56 

Note: t=2.8298; p=0.0049 
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Table 15 

t-test of Grade 8 Reading Raw Scores by Time of Program Exit  

Bilingual Education 

Program Exit 

Obs. Mean Standard 

Error 

Standard 

Deviation 

95% Confidence 

Interval 

Early 

(End of 1st or 2nd Grade) 

34 45.26 .40 2.36 44.43, 46.08 

Late 

(End of 3rd or 4th Grade) 

206 44.09 .25 3.67 43.58, 44.59 

Combined 240 44.25 .22 3.53 43.80, 44.70 

Difference  1.17 .65  -.11, 2.45 

Note: t=1.7991; p=0.0733 

 

Table 16 

t-test of Grade 5 Math Raw Scores by Time of Program Exit  

Bilingual Education 

Program Exit 

Obs. Mean Standard 

Error 

Standard 

Deviation 

95% Confidence 

Interval 

Early 

(End of 1st or 2nd Grade) 

13 42.61 .44 1.60 41.64, 43.58 

Late 

(End of 3rd or 4th Grade) 

467 37.91 .25 5.44 37.41, 38.40 

Combined 480 38.04 .24 5.42 37.55, 38.52 

Difference  4.70 1.51  1.72,7.67 

Note: t=3.1089; p=0.0020 
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Table 17 

t-test of Grade 8 Math Raw Scores by Time of Program Exit  

Bilingual Education 

Program Exit 

Obs. Mean Standard 

Error 

Standard 

Deviation 

95% Confidence 

Interval 

Early 

(End of 1st or 2nd Grade) 

34 43.82 .84 4.90 42.11, 45.53 

Late 

(End of 3rd or 4th Grade) 

205 44.09 .45 3.67 41.41, 43.20 

Combined 239 42.52 .40 6.32 41.72, 43.33 

Difference  1.51 1.16  -.79, 3.81 

Note: t=1.2920; p=0.1976 

Additionally, linear regressions were conducted for the raw scores adjusted for by 

gender and time of program exit to determine the long-term impact on academic 

achievement.  Again, the time of exit was considered to be the independent variable, and 

the raw score was considered to be the dependent variable.  

A linear regression analysis is explained in Tables 18-21 for fifth grade reading, 

eighth grade reading, fifth grade math, and eighth grade math.  Overall, the coefficients in 

each of the tests demonstrated that there was some significant negative relationship with 

the outcome variables.  Though exiting from the bilingual education program at higher 

grades (e.g., third or fourth grade) resulted in lower TAKS raw scores in fifth grade 

reading (coefficient of -3.21), fifth grade math (coefficient of -4.88), eighth grade reading 

(coefficient of -1.18), and eighth grade math (coefficient of -1.52), the negative impact of 

a late program exit on TAKS raw scores was most evident at fifth 
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grade reading and math which have a probability less than .05%.  Hence, there was about 

95% confidence that the observed results reflected something more than mere random 

variability (Mertler & Vannatta, 2010). 

Table 18 

Linear Regression of Grade 5 Reading and Time of Program Exit  

TAKS Reading Coefficient Standard 

Error 

t p>| t | 95% Confidence 

Interval 

Late 

(End of 3rd or 4th Grade) 

-3.21 1.16 -2.76 0.006 -5.50, -.92 

Gender -.26 .37 -0.70 0.482 -1.01, .47 

Constant 39.36 1.14 34.30 0.000 37.11, 41.62 

 

Table 19 

Linear Regression of Grade 5 Math and Time of Program Exit  

TAKS Math Coefficient Standard 

Error 

t p>| t | 95% Confidence 

Interval 

Late 

(End of 3rd or 4th Grade) 

-4.88 1.51 -3.22 0.001 -7.85, -1.90 

Gender .72 .49 1.47 0.141 -.24, 1.69 

Constant 42.44 1.49 28.41 0.000 39.51, 45.38 
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Table 20 

Linear Regression of Grade 8 Reading and Time of Program Exit  

TAKS Reading Coefficient Standard 

Error 

t p>| t | 95% Confidence 

Interval 

Late 

(End of 3rd or 4th Grade) 

-1.18 .64 -1.83 0.069 -2.46, .09 

Gender -.73 .45 -1.62 0.107 -1.63, .15 

Constant 45.61 .63 71.42 0.000 44.35, 46.86 

 

Table 21 

Linear Regression of Grade 8 Math and Time of Program Exit  

TAKS Math Coefficient Standard 

Error 

t p>| t | 95% Confidence 

Interval 

Late 

(End of 3rd or 4th Grade) 

-1.52 1.17 -1.30 0.193 -3.83, .77 

Gender -.72 .82 -0.88 0.378 -2.34, .89 

Constant 44.16 1.15 38.38 0.000 41.89, 46.43 

 

In order to analyze the impact of time of exit on academic achievement, a logistic 

regression analysis was conducted by the researcher.  A logistic regression is a variation 

of a multiple regression that is appropriate when the dependent variables are categorical 

(Mertler & Vannatta, 2010).  This type of analysis provides a measure of the association 

between the variables of interest and the outcome.  In the present study, the dependent 
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variable was academic achievement on reading and math TAKS.  Field (2009) asserts 

that the most crucial element in the interpretation of a logistic regression is the value of 

the odds ratio.  Specifically, the odds ratio is determined by dividing the likelihood of an 

event occurring by the likelihood that the event will not occur.  An odds ratio that is less 

than 1 signifies that as the predictor increases, the odds of the outcome occurring 

decreases (Field, 2009).  Conversely, an odds ratio greater than 1 signifies that as the 

predictor variable increases, the odds of the outcome occurring increases. 

Logistic regressions were conducted to determine if time of exit was a predictor of TAKS 

reading and math Commended Performance in fifth and eighth grade.  The results of 

analysis for fifth and eighth reading and math are included in Table 22.  The time of exit 

was statistically reliable in impacting Commended Performance achievement in reading 

and math in both grades.  For fifth grade TAKS reading, the odds ratio of 0.18 for the 

association of exiting the bilingual education program and Commended Performance 

achievement indicates that students were 82% less likely to score at the Commended 

Performance level if they met exit criteria from the bilingual education program at higher 

grades (e.g., third or fourth grade).  Similarly, the likelihood of scoring at a commended 

level in eighth grade and in the area of reading followed the same pattern.  The odds ratio 

of 0.50 for eighth grade TAKS reading commended scores suggests that students were 

50% less likely to achieve at a commended level on reading if they met exit criteria in 

third or fourth grade.  For math, the odds ratio of 0.07 reveals that fifth grade students 

were 93% less likely to score at a commended level if they exited from the bilingual 

program in third or fourth grade as opposed to first or second grade.  Data for eighth 

grade students also showed a similar directional trend of likelihood in the area of math.  
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The odds ratio of .73 for Commended Performance scores on TAKS math for this grade 

level indicates that students were 27% less likely to score at a commended level if they 

exited from the bilingual education program in later grade levels.  As reported in all 

logistic regression tables, gender did not change the direction of the overall effect. 

Table 22  

Odds Ratios for the Effect of Time of Program Exit on Gender, TAKS Reading, and TAKS 

Math Commended Performance Achievement 

TAKS  

Commended 

Performance 

Odds Ratio Standard 

Error 

z Probability 95% Confidence 

Interval 

Grade 5 Reading .18 .11 -2.77 0.01 .05, .60 

         Gender .78 .16 -1.21 0.22 .52, 1.16 

Grade 8 Reading .50 .20 -1.69 0.09 .22, 1.11 

         Gender .58 .15 -2.04 0.04 .34, .97 

Grade 5 Math .07 .07 -2.46 0.01 .01, .59 

          Gender 1.26 .23 1.28 0.20 .88, 1.82 

Grade 8 Math .73 .27 -0.83 0.40 .35, 1.52 

          Gender .85 .22 -0.62 0.53 .51, 1.41 

 

Since more than 95% of the study participants met 2010 TAKS passing standards overall, 

the Commended Performance examination using logistic regression analysis allowed for 

a deeper examination of the data to determine a relationship between time of exit from  

the bilingual education program and sustained academic achievement in reading and 
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math, as measured by standardized test scores.   

Data Summary 

The purpose of this research study was to examine the long-term academic 

success of students formerly served in a bilingual education program in the study district 

to identify achievement patterns and predict future achievement, as measured by 

standardized test scores.  A summary of the data collected was outlined in the descriptive 

data tables.  The participants included in the data set were 720 students who were 

enrolled as fifth or eighth grade general education students during 2009-2010 in the study 

district and previously met exit criteria from the bilingual education program.  Students 

who met exit criteria after completing first or second grade were grouped in the early-exit 

category while students who met exit criteria after completing third or fourth grade were 

grouped in the late-exit category.  A majority (93.4%) of the 720 students met exit 

criteria at the end of third and fourth grade.  The descriptive data also included participant 

gender information.  The percentage of female students was 53.3%, and the percentage of 

male students was 46.6%.  These results provided the information needed to answer the 

first question of the research study.   

To answer the second question of the research study, it was necessary to conduct 

more advanced statistical analysis of the data.  Thus, two-sample t-tests with equal 

variance, linear regressions, and logistic regressions were conducted by the researcher.  

The t-tests allowed for the comparison of raw score means of both categories of students 

being studied.  The comparison demonstrated a positive directional difference.  However, 

the group of students assessed in fifth grade reading and math was the only group that 

exhibited a significant mean difference between standardized test scores in both the early- 
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exit and late-exit categories.   

The results of the linear regression analysis were consistent with the study 

district’s data that reports high student achievement during the year after program exit.  It 

further outlined a negative relationship between time of exit and raw reading and math 

TAKS scores.  According to the linear regression data, exiting from the bilingual 

program at higher grades (i.e., third or fourth grade) resulted in lower TAKS raw scores 

for the study participants. 

Likewise, a probability measure was identified in the logistic regression data and 

a correlation between date of exit and academic achievement in reading and math, as 

measured by TAKS, was established.  After examining the data, it was determined that 

the two variables relate to one another.  The time of exit was statistically reliable in 

impacting Commended Performance achievement in reading and math in both grades.  

Students in each of the exit categories assessed in both grade levels were less likely to 

score at the commended level in reading or math if they met exit criteria from the 

bilingual education program at higher grades (i.e., third or fourth grade).  Possible 

reasons for these findings are discussed in chapter five. 

Data from the t-tests and both types of regression analyses conducted indicate that 

time of exit can be a significant predictor of academic student achievement beyond grade 

of exit, as measured by assessment data.  A more detailed summary of the data, as well as 

study implications and recommendations, are included in the following chapter. 

 



    
  
 

 
 

 

 

CHAPTER FIVE 

DISCUSSION 

The purpose of this research study was to examine the long-term academic 

success of students formerly served in the study district’s bilingual education program in 

order to identify achievement patterns and predict future achievement, as measured by 

standardized test scores.  The intent was to analyze district data to determine if district 

program exit practices needed to be revised so that former ELLs who met exit criteria 

from the bilingual education program were instructed in a manner that was most 

conducive to their long-term academic success.  This chapter presents a concise summary 

of the data analysis and implications of the findings.  Limitations and recommendations 

pertaining to future research are also outlined in this chapter. 

The 2010 TAKS reading and math data of 720 enrolled fifth and eighth grade 

students in the study district who met exit criteria from the bilingual education program 

were collected and analyzed.  The complete participant data set was abstracted from 

archived PEIMS files.  It included student local identification number, gender, enrolled 

grade, program exit date, reading raw score, reading met minimum indicator, reading 

commended performance indicator, math raw score, math met minimum indicator, and 

math commended performance indicator.   

The archival data were compiled and organized by bilingual program exit date.  

Ultimately, the participants were grouped into two categories according to grade of exit.  

The data analyses performed categorized students who met exit criteria from the bilingual 

education program at the end of either first or second grade in the early-exit category 

while those students who met exit criteria from the bilingual education program at the 
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end of third or fourth grade were grouped in the late-exit category.  These labels of early-

exit and late-exit categories, as stipulated in this research study, significantly differ from 

the meaning attributed to the traditional early and late exit connotation.  For lack of a 

more descriptive term to aid in the conceptualization of the different grades of exit, the 

early-exit and late-exit labels are unique to the data analyzed and discussed in this 

research study. 

Summary of Findings 

Out of the 720 study participants, three met exit criteria at the end of first grade, 

44 met exit criteria at the end of second grade, 192 met exit criteria at the end of third 

grade, and 481 met exit criteria at the end of fourth grade.  This accounts for .42% of the 

participants meeting exit criteria at the end of first grade, 6.11% at the end of second 

grade, 26.67% at the end of third grade, and 66.80% at the end of fourth grade.  The low 

number of participants who met exit criteria at the end of first grade is the main reason 

for the formation of the two exit categories.  After the combination of grades of exit into 

the two categories analyzed throughout the research study, the percentage of participants 

in each category rose slightly to 6.53% meeting early-exit criteria and 93.47% meeting 

late-exit criteria.  The variable of gender was also calculated and included in order to 

determine if it was a variable with significant impact.  The percentages of female and 

male participants were more equally distributed; there were 53.3% female participants 

and 46.67% male participants.  

 The 2010 TAKS reading and math results of the participants grouped into exit 

categories were analyzed to answer both research questions.  The two categories of 

students that were compared are: 1) students who met early-exit criteria from the 
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bilingual program at the completion of first or second grade and 2) students who met late-

exit criteria from the bilingual program at the completion of third or fourth grade.  This 

research study explored two questions.  The first question is whether former ELLs who 

met exit criteria from the bilingual education program demonstrated sustained academic 

achievement in reading and math, as measured by standardized test scores.  The second 

research question examined whether grade of exit represented a key predictor of future 

student academic performance, as measured by standardized test scores, for former ELLs 

who met exit criteria from the bilingual education program. 

To answer the first question, the 2010 TAKS reading and math passing 

percentages of students in each category of students were analyzed.  The same was done 

with the Commended Performance data.  The category of exit from the bilingual 

education program was the independent variable in this research study.  The data were 

analyzed to determine if there was evidence of a correlation between time of exit and 

academic achievement, as demonstrated on the reading and math TAKS scores of 

students who formerly participated in the bilingual education program in the study 

district.  Thus, the fifth and eighth grade reading and math TAKS results served as the 

dependent variable.   

The first piece of data that was prominent was the overall passing percentages in 

each of the exit categories and assessed grades.  The lowest reported percentage meeting 

minimum passing standards in both grades assessed and exit categories was 94%.  If the 

same standard used in the state accountability system was applied, this passing rate would 

be at an Exemplary level.  These results are aligned with the state 2010 PBMAS report 

which indicates, under the LEP Year After Exit indicator, a 95.2% reading passing rate 
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and a 95.6% math passing rate for the study district.  The passing rate of students grouped 

in the early-exit category merit special mention.  Even though combined totals of a 96% 

reading passing rate and a 95% math passing rate of all participants were specified, a 

100% passing rate was reported only in the early-exit category.   

The Commended Performance achievement of the study participants was also 

analyzed to gain a deeper understanding of the effect of time of exit on full mastery of 

reading and math curriculum.  The state standards have specified a gradual increase in the 

expectations of achievement at the commended level by all sub-groups of students in 

recent years.  The study district’s goal, as listed in the district improvement plan, was to 

have at least 50% of the students in all sub-groups achieving at the commended level.  A 

close analysis of the study data led to the conclusion that the only group of students who 

were far below that expectation was the fifth grade reading group under the late-exit 

category.  With only 28% at the commended level, this group fared behind the others 

who either exceeded the 50% commended standard or was one or two percentage points 

from attaining it.  One must bring attention to the fact that all students who met early-exit 

criteria exceeded the 50% commended achievement expectation. 

It can clearly be concluded that there is evidence of a correlation between time of 

exit and academic achievement, as demonstrated on the reading and math TAKS scores 

of students who formerly participated in the bilingual education program in the study 

district.  All of the students included in the early-exit study data met reading and math 

passing standards.  The early-exit group was also the one that demonstrated higher 

commended rates.  Nevertheless, at least 95% of all participants were successful in 

meeting passing standards in both reading and math TAKS in 2010. 
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The second research question examined whether grade of exit represented a key 

predictor of future student academic performance, as measured by standardized test 

scores, for former ELLs who met exit criteria from the bilingual education program.  The 

null hypothesis as it applies to this study is: The time of exit from the bilingual education 

program is not a key predictor of future student academic performance, as measured by 

2010 reading and math TAKS data.  The experimental or alternative hypothesis is: The 

time of exit from the bilingual education program is a key predictor of future student 

academic performance, as measured by 2010 reading and math TAKS data.  The study 

data supported the rejection of the null hypotheses in favor of accepting the experimental 

hypothesis.    

Two-sample t-tests, linear regression, and logistic regression were performed 

using STATA statistical analysis.  Comparisons of raw score means carried out through 

the t-tests demonstrated a positive directional difference between groups.  The t-tests 

calculated the means of the reading and math raw scores of students in the early-exit and 

late-exit categories to determine if there was a significant difference between the means 

of both exit categories in both assessed grades, 

The group of students assessed in fifth grade in reading and math was the only 

group of students with significant differences in means between the early-exit and late-

exit categories.  The probability level of 0.0049 for reading and 0.0020 for math for this 

group of students demonstrated a significant difference between the raw score means of 

the exit categories.  The data indicated that fifth grade students who met late-exit criteria 

had an average raw score significantly higher than students in the same assessed grade 

who met early-exit criteria.  The mean differences in the eighth grade group also showed 
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a positive directional difference.  However, they are lower and do not demonstrate the 

same level of significance with probabilities of 0.0733 and 0.1976 in reading and math 

respectively. 

The linear regressions were executed to determine the long-term impact of time of 

exit on academic achievement.  Generally, the coefficient in each linear regression shows 

that there was some significant negative relationship with the outcome variable.  In other 

words, there was an overall negative impact of a later program exit on TAKS raw scores.  

This was more evident in the fifth grade group of students.  With a reading coefficient of 

(-3.21) and a math coefficient of (-4.88) and probability levels of 0.006 and 0.001 

respectively, the TAKS raw scores of this participant group significantly decreased if 

exited at later grade levels (i.e., third or fourth grade).  Though the reading and math 

TAKS raw scores of the participants included in the eighth grade group also showed a 

negative relationship with time of exit, the coefficients obtained were not significant 

enough to establish that the later exit caused lower raw scores. 

Due to the fact that more than 95% of the participants met minimum passing 

standards on the 2010 reading and math TAKS assessments, a logistic regression analysis 

was performed to analyze a deeper impact: Commended Performance achievement.  This 

was an appropriate analysis to conduct because the dependent variable was categorical 

(i.e., students either achieved a commended level or they did not).  Since the most crucial 

element in the interpretation of a logistic regression is the value of the odds ratio, it was 

the focus of this analysis.  According to the value of the odds ratios reported for both 

assessed grades, the time of exit was statistically reliable in impacting Commended 

Performance achievement in reading and math.   
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For fifth grade reading, the odds ratio of 0.18 for the association of exiting the 

bilingual education program and Commended Performance achievement indicated that 

students were 82% (1-.18) less likely to score at the Commended Performance level if 

they met exit criteria from the bilingual education program at third or fourth grade.  The 

likelihood of scoring at a commended level in eighth grade reading followed the same 

pattern.  An odds ratio of 0.50 for eighth grade TAKS reading commended scores 

suggested that students were 50% (1-.50) less likely to achieve at a commended level on 

TAKS reading if they met exit criteria in third or fourth grade.  For math, the odds ratio 

of 0.07 revealed that fifth grade students were 93% (1-.07) less likely to score at a 

commended level if they exited from the bilingual education program in third or fourth 

grade as opposed to first and second grade.  Data for eighth grade students also showed a 

similar likelihood in the area of math.  The odds ratio of .73 for Commended 

Performance scores on TAKS math for this grade level indicated that students were 27% 

(1-.73) less likely to score at a commended level if they exited from the bilingual 

education program in later grade levels.  As reported earlier in the logistic regression 

tables, gender did not change the direction of the overall effect. 

Implications 

The Hispanic population increase of 41.8% over the last decade has resulted in a 

total of 37.6% Hispanics residing in the state of Texas (U.S. Census, 2010).  Similarly, 

the number of students from non-English speaking backgrounds enrolled in our public 

schools continues to rise.  They represent the fastest growing segment of the student 

population by a wide margin, with an increase of 51% since 1997 (National 

Clearinghouse for English Language Acquisition and Language Instruction Educational 
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Programs, 2011).  The growth in the number of ELLs expands the need for educators to 

research and provide quality special language instruction to ensure that these students 

have access to the core curriculum and acquire academic knowledge as well as English 

language skills.  Nearly every district faces the challenge of helping this growing segment 

of students become proficient in the English language while also providing them with a 

high-quality and rigorous education.  Due to the different levels of English proficiency 

demonstrated by these students and the wide range of academic skills, the “balanced” 

education of ELLs is a daunting responsibility.  This duty is non-negotiable, especially in 

the midst of federal and state accountability mandates. 

Due to mandates of the NCLB Act of 2001 (U.S. Department of Education, 

2002), local school districts are held accountable to develop standards and put systems in 

place so that all enrolled students are able to meet or exceed educational standards.  

English language learners are also included in this accountability, and they must also 

demonstrate academic and linguistic growth on an annual basis.  However, while 

providing pertinent information about the performance and academic growth of limited  

English proficient students, the current accountability system does not describe what 

happens to ELLs once they have been placed in a mainstream classroom on a full-time 

basis after having met the specified exit criteria (de Jong, 2004).  This research study 

focused on the academic achievement of former ELLs, particularly those who were 

served through a bilingual education program.   

Through an analysis of the 2010 fifth and eighth grade math and reading TAKS 

results of former ELLs who met exit criteria from the bilingual education program, it was 

determined that an overwhelming 94%-100% of the students in question did continue to 
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succeed academically, as measured by standardized test scores, in the general education 

setting.  In addition, the high percentage of students achieving a level of commended 

performance corroborates available state data reporting that more than 90% of the 

district’s former ELLs consistently meet at least the minimum passing standards on the 

TAKS. 

Former ELLs did demonstrate patterns of high academic achievement after 

meeting exit criteria from the bilingual education program.  The underlying issue lies in 

the role of time of exit.  This was the focus of this research study and continues to be a 

topic of discussion in different arenas.  The intent of this study was to establish a grade of 

exit that would be most conducive to high academic achievement of former ELLs in the 

general education setting.  If one only focused on the extremely high level of 

achievement demonstrated by those students who met early-exit criteria, emphasis would 

be placed on exiting from the bilingual education program after first or second grade.  

However, the actual numbers of students who met early-exit criteria were also a critical 

factor in this research study.  There were only a total of 47 such students, and they  

accounted for 6.53% of the study participants.  The explanation for the high achievement 

of these students could be a result of a high level of intellect, resulting in rapid 

acquisition of a second language while learning content area concepts.  The reported 

results of the early-exit participant group were not aligned with most research on 

bilingual education. 

Reviewing the educational research on bilingual education and second language 

acquisition suggests that English language proficiency can take as long as seven years to 

achieve, depending on whether oral proficiency or academic language proficiency and
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achievement are being considered (Hakuta, Butler, & Witt, 2000).  The students in the 

late-exit category would more likely adhere to this research, especially if they were 

enrolled in the bilingual program since pre-kindergarten or kindergarten.  Their academic 

success on reading and math TAKS mastery, as supported by the study data, did adhere 

to this time frame.  It makes sense that, as they learned English, they continued to excel 

academically in content areas taught in their native language.  This does not, on the other 

hand, explain the high academic success experienced by the early-exit group in this 

study.    

Other research implies that the more quickly students exit the program, the better 

the program (Gandara & Merino, 1993; Linquanti, 2001).  Following this rationale, the 

bilingual education program in the study district would be considered a strong program.  

Nevertheless, the assumption that a direct relationship exists between exit rates and 

program success ignores research on the influence of individual student variables, 

program quality, and school variables on the rate of student progress through a bilingual 

program (Gandara & Merino, 1993; Thomas & Collier, 2002).  If exit rates are used as  

the measure of effectiveness, specific contextual variables need to be included.  This is 

precisely where the explanation of the high reading and math TAKS of the early-exit 

group may lie.  There may be other factors contributing to their success that were not 

included in this study.  They are referenced in the limitations outlined later in this 

chapter. 

In its massive 2006 research review, the National Literacy Panel on Language 

Minority Children and Youth concluded that oral proficiency and literacy in a student’s 

native language can facilitate literacy development in English, and inclusion of first-
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language instruction in ELL programs can have long-term benefits (August & Shanahan, 

2006).  The native language instruction that students who met exit criteria from the 

bilingual education program received early in their student career, anywhere from two to 

six academic years, may be the factor that contributed to the overall academic 

achievement as demonstrated by high percentage of students who met reading and math 

passing standards.  This is a valid conclusion supported by five recent meta-analyses that 

compared bilingual and English-only programs (Genesee, Lindholm-Leary, Saunders, & 

Christian, 2006; Krashen &  McField, 2005; Rolstad, Mahoney, & Glass, 2005; Slavin & 

Cheung, 2003; Thomas & Collier, 2002).  Yet, one cannot dismiss the high overall 

achievement demonstrated by the early-exit group as an outlier. 

The implication for the study school district that may be generalized to similar 

districts is that students who are able to meet the set bilingual education program exit 

criteria are not only able to pass standardized tests in a general education setting, but at 

least a fourth of them will score at the commended level.  Furthermore, the earlier 

students are able to meet the set criteria, the higher chance they have of attaining a high  

level of mastery of on-grade level curriculum as demonstrated by the likelihood of them 

achieving a commended level on reading and math TAKS.  This finding supports the 

conclusion reached by Scott Allen Bounds in his 2003 research study that focused on 

students who met exit criteria from bilingual education (Bounds, 2004).  He reported that 

the participants in his study performed well academically during their first and second 

year after exiting the bilingual education program.   

Thus, the practice that is recommended for school districts with similar 

demographics and needs as the study district is to balance instruction so that ELLs 
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participating in a bilingual education program benefit from content taught in their native 

language.  At the same time, they will also develop their English proficiency so that they 

are able to succeed in the general education setting.  Problems may arise when students 

are not successful in meeting the rigorous exit criteria, and they continue being classified 

as ELLs past the point when bilingual education is no longer an option for them.  A 

specific problem that the entire state of Texas is currently facing is the high percentage of 

ELL high school drop outs and low ELL graduation rate.  According to the 2011 PBMAS 

state report, 4.7% bilingual and ESL students dropped out of high school in grades 9-12.  

The same document reports that only 54.8% of bilingual and ESL students graduated 

from high school (TEA, 2010).  For the study school district, the dropout rate reported in 

the 2010 PBMAS document is 9.2% while the graduation rate is a dismal 39%.  In order 

for school districts to claim equal provision of educational opportunities for this group of 

students, educators must plan for and apply the needed instructional balance. 

Regardless of the total number enrolled in a district, specific personnel must be 

held accountable for monitoring the academic and linguistic progress of ELLs.  In most  

school districts and campuses, the LPAC is responsible for appropriate placement, 

instructional services, assessment, and progress monitoring of ELLs.  However, this 

responsibility is too massive and important to be left to a few individuals.  Administrative 

and district support are needed so that the provision of required services and best 

instructional practices positively impact this student population.   

NCLB has already identified these students as a significant population of students 

that must show growth each year.  Individual campuses and districts must respond by 

ensuring that each member of this subgroup meets the expected standards each year.  
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This research study has concluded that students who meet exit criteria demonstrate 

sustained academic achievement.  Hence, it is vital that each student is given the 

opportunity to meet this standard through quality content area and language instruction.  

Limitations 

This research study only targeted former ELLs who had met exit criteria from the 

bilingual education program at the end of first, second, third, or fourth grade and were 

assessed in the areas of reading and math in fifth and eighth grade.  The requirements for 

study participation greatly narrowed the number of students who met the data criteria and 

resulted in a small early-exit category group.  The results of other former ELLs are also 

not included in the data set.  Those students who met exit criteria from an ESL program, 

former ELLs whose parents may have refused services, and former ELLs who may have  

met specialized exit criteria due to an identified disability were excluded from the 

research study data set.   

The study examined only reading and math TAKS passing rates.  It did not focus 

on science, social studies, or writing student TAKS performance.  Though student 

achievement in the areas of reading and math is a valid descriptor of academic success, it 

is not the only component of overall student attainment.  A complete picture of student 

achievement would include an analysis of mastery across all content areas.  Although it 

can be argued that an analysis of academic performance in these two main content areas 

is beneficial to the exploration of long-term student achievement of former bilingual 

education students.  

The assessed grades included in the data set also placed a limitation on the 

research study.  It is important to note that former bilingual students assessed in other 
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grade levels may be either more or less successful academically than the students whose 

data was studied.  Though the passing rates and commended levels of the participants 

included in the study were quite solid, academic success in other assessed grades may 

prove to be more indicative of long-term achievement. 

Additionally, the students included in this study were limited to those who were 

enrolled in the study district at the time of the 2010 TAKS administration and are still 

enrolled in the district.  Though most were served in the bilingual education program in 

the study district, there was a possibility that a small number of students may have met 

exit criteria in other districts before enrolling in the study district.  Hence, the academic 

success demonstrated by students who were included in this study may either be a result 

of successful preparation of the district’s bilingual education program, followed by a  

continuation of quality instruction in general education classes, or it could possibly be the 

successful maintenance of the academic preparation obtained in other school districts.  In 

the case of students who participated in the bilingual education program in the study 

district, met exit criteria while enrolled in the district, and have been continuously 

enrolled in the general education program after meeting exit criteria, the academic 

performance of these students was a result of the district’s curriculum and instruction 

alignment and rigor.  To ascertain what percentage of the study participants fall into this 

category, it is necessary to include district enrollment history as a data filter so that 

students who have been exclusively served in the district’s bilingual education program 

are identified and their data is analyzed.   

  Perhaps the most significant limitation of this research study is the lack of 

comparison to students assessed in the same grades and in the same content areas who 
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receive instruction in the general education setting but have never been labeled as an 

ELL.  This would be the ultimate data comparison that would be decisive in isolating 

bilingual education program services as the main variance between the groups.  Though 

comparison to the All Student category of the study district 2010 TAKS reports was 

originally part of this study, it would have provided little information since the students 

who were included in the study data would also have been included in the All Student 

category.  The only way to have excluded them from the All Student category would have 

been to manually extract their data from the All Student data set.    

Finally, since the research exclusively focused on data obtained from the study 

district, the results of this research study were exclusive to the study district and may or 

may not fully generalize to the academic performance of former bilingual education  

students who are enrolled in other public school districts.  This limitation justifies further 

studies on a broader scope.    

Recommendations 

 The purpose of this research study was to examine the long-term academic 

success of students formerly served in a bilingual education program in the study district 

in order to identify achievement patterns and predict future achievement, as measured by 

standardized test scores.  The data obtained and analyzed accomplished this intent.  

However, as pointed out in the limitations of the study, additional studies on the same 

topic that incorporates more variables would be able to shed light on some of the posed 

issues.  The following are specific recommendations for further research: 
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1. Longitudinal research study of former bilingual education students for at least 

three years after program exit, documenting standardized assessment data, report 

card grades, and parent, teacher, and student surveys. 

2. Academic achievement comparison of former ELLs with students who have never 

qualified for or received special language services.  Separate studies can include 

a) exited bilingual students and never before served non-ELLs and b) exited ESL 

students and never before served non-ELLs. 

3. Exited bilingual student academic performance in all content areas three years 

after meeting program exit criteria. 

4. Academic achievement comparison of former ELLs who have exited from the 

bilingual education program and former ELLs who have exited from the ESL 

program. 

5. Two year data analysis of academic achievement after exit grade of former 

bilingual students who met exit criteria at the end of first, second, third, fourth, 

and fifth grade. 

Although this research study had numerous limitations, it did provide useful 

information to consider as bilingual education programs are initialized or 

restructured.  The key point is that the analysis of this type of data is the first step to 

ensure that all ELLs and those who have met exit criteria from bilingual and ESL 

programs receive an equitable education, regardless of language program status.  
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ALAS-Association of Latino Administrators and Superintendents 
AMME-Alliance for Multilingual and Multicultural Education 
NABE-National Association for Bilingual Education 
TABE-Texas Association for Bilingual Education 
SHABE-Suburban Houston Area Association for Bilingual Education 
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