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Amaya, Jesus, The Implementation of Transition from 

Spanish Reading to English Reading Programs in Bilingual 

Classrooms. Doctor of Philosophy (Curriculum & Instruction), 

December 1994, 144 pp., 11 tables, 1 illustration, 35 titles. 

The purpose of this study was to describe the actual 

implementation of the transition process as observed in 

bilingual classrooms, and in particular, to examine the 

critical components (policy, curricular, and instructional 

characteristics) of the Spanish-to-English reading transition 

policies implemented in bilingual education programs in 

elementary schools in the Denton Independent School District 

in Texas. 

Four research questions drove this study. To 

investigate these questions, a multidimensional, descriptive 

research design was employed. The researcher used 

questionnaires, interviews, and field observations. The 11 

educators, 6 bilingual teachers, 2 school-site principals, 2 

school-site coordinators, and 1 district bilingual 

coordinator, were asked several types of questions (open 

response and closed response) using different types of 

instruments (questionnaires and interviews). Also, the six 

bilingual teachers were observed using two types of 

instruments (field notes and video tapes). 



On the basis of the findings of this study, the 

following conclusions were derived. 

1. Successful implementation of a transition policy 

requires a primary focus upon specific, formal, policy and 

curricular components rather than an informal approach. 

2. Successful implementation of a transition policy 

requires a primary focus on specific curricular issues in the 

implementation of the transition phase so that the design can 

be clearly defined, consistent, and well justified. 

3. The transition policy must be defined in terms of the 

need for higher levels of excellence in the primary literacy 

(Cognitive Academic Language Proficiency) threshold before 

adding English reading. 

On the basis of the findings and conclusions, the 

following two recommendations were presented: 

1. District decision makers, policy coordinators, and 

change facilitators in bilingual education transition 

programs should establish a clear and specific transition 

policy. 

2. Policy researchers should examine the instructional 

characteristics of formal transition policies in bilingual 

elementary schools in order to create a Spanish curriculum. 
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CHAPTER 1 

INTRODUCTION 

Many elementary schools currently offer bilingual 

education programs. There is a great need to transition 

Spanish-speaking students from reading in their native 

language to reading in English within bilingual classrooms in 

the elementary schools. The criteria for the transition of 

bilingual students from Spanish to English curriculum 

instruction and materials varies from school to school and 

district to district. This study examined characteristics of 

Spanish to English transition policies and curriculum in 

elementary level bilingual programs. 

Background and Significance of the Study 

Recent studies have focused on the following transition 

policy topics in bilingual education programs: 

1. Student assessment, identification, and 

reclassification have been implemented in different ways in 

each bilingual classroom (Snipper, 1985). 

2. The bilingual education research has yielded 

contradictory findings that are difficult to apply to the 

implementation of transition policy (Shifini, 1984). 



3. Instructional components in the transition process of 

bilingual classrooms have not been fully delineated. 

Four factors influencing curricular issues in transition 

policies include (a) lack of clear definition of terms, (b) 

lack of research on the transition process for implementing 

Spanish-to-English reading in bilingual classrooms, (c) lack 

of first language literacy skills, and (d) lack of minimum, 

consistent criteria for adding a second language. The review 

of literature will address these factors. 

In short, there has been a lack of congruence among 

legislative mandates, theoretical bases, and policy 

formulation and implementation. As a result, few acceptable 

models have been developed for transition policies within 

bilingual programs. Moreover, no recent studies have dealt 

with the transition policy for implementing a bilingual 

education program from Spanish reading to the addition of 

English reading at the primary level. 

Purpose of the Study 

This study examined implementation of Spanish-to-English 

transition in bilingual classrooms in two elementary schools 

in the Denton Independent School District. The analysis 

focused on elements of the implementation process such as 

curricular and instructional components, policy guidelines, 

assessment tools, and materials. Although substantial 

theoretical support for a bilingual transitional model exists 



in the literature, information is needed about the actual 

practice as related to bilingual classrooms. 

Therefore, the purpose of this study was to describe the 

actual implementation of the transition process as observed 

in bilingual classrooms, and, in particular, to examine the 

critical components (curricular and instructional 

characteristics) of the Spanish-to-English reading transition 

policies implemented in bilingual education programs in 

elementary schools in the Denton Independent School District 

in Texas. 

Research Questions 

This study investigated the following broad research 

questions: 

1. How does the Denton Independent School District 

design and justify the transition policy of its bilingual 

education programs? 

2. How does each school implement the district's 

transition policy? 

3. What are the curricular elements in the process of 

transition from Spanish to English reading in bilingual 

classrooms? 

4. How are Spanish reading programs implemented in the 

bilingual classrooms in terms of instructional practice? 



Methodology 

To investigate these questions, a multidimensional, 

descriptive research design, described in detail in Chapter 

3, was employed. 

Qualitative and descriptive analyses were employed in 

this investigation. The researcher used questionnaires, 

interviews, and field observations in order to determine the 

district and school policies, curricular characteristics, and 

instructional elements that support the transition policy 

from Spanish to English reading. HyperQual (qualitative 

research software) was used to sort and organize data. 

The 11 educators (6 bilingual teachers, 2 school-site 

principals, 2 school-site coordinators, and 1 district 

bilingual coordinator) were asked several types of questions 

(open response and closed response) using different types of 

instruments (questionnaires and interviews). At two 

different school sites in one district, the six bilingual 

teachers were observed using two types of instruments (field 

notes and video tapes). 

Need for the Study 

Impact of Early Curricular Approaches upon Bilingual 

Education Programs 

Progression from the native language (Spanish) to the 

target language (English) is a key aspect of the bilingual 

curriculum in the successful implementation of a transition 

policy. Previously, proponents of the traditional approach 



had advocated starting language minority (Limited English 

Proficiency) students in the target language (English) as 

soon as possible. They asserted that teaching Limited 

English Proficiency students in their non-English native 

language results in cognitive deficits. The traditional 

approach prevailed in U.S. school systems despite the massive 

failure of the Limited English Proficiency students. 

During the 1970s and 1980s, new theories of bilingual 

curricula for Limited English Proficiency students challenged 

the traditional approach. These competing theories 

emphasized the importance and mechanics of a curricular 

transition policy during the period from native language 

instruction to English language instruction. 

These new approaches have raised the following questions 

about establishing an effective curricular transition policy: 

When should English be introduced? How should English be 

introduced? In what quantity? Where does English literacy 

fit into the curriculum? How does English literacy relate to 

native language literacy? This study focused on one central 

aspect of the transition process: the progression from 

reading in the native language (Spanish) to reading in the 

target language (English). 

Potential Impact of the Study 

Analysis of formal transition policies for implementing 

Spanish to English reading in bilingual education programs in 



DISD elementary schools could have an impact on many 

educators: 

1. Policy decision makers may be able to develop more 

consistent, specific, curricular policy criteria before 

transition of Limited English Proficiency pupils to English 

reading. 

2. Policy researchers may better understand the role of 

the change process and the impact of the specific types of 

school contexts on policy implementation. 

3. Educators and policy makers may better understand the 

meaning, as well as the essential instructional features, of 

transition in a bilingual program. 

Definitions 

Bilingual; The ability to understand and speak two 

languages, acquired by natural exposure in social interaction 

or by systematic and deliberate study (Cervantes & Duran, 

1981). 

Curricular characteristics: Aspects of curriculum and 

instruction necessary for successful implementation of the 

transition policy in the bilingual education program. 

First language (LI): The student's first language, 

learned and spoken at home (Cervantes & Duran, 1981). 

Fluent English proficient (FEP): Students are 

classified as fluent English proficient if their English 

proficiency skills are comparable to most students in their 

age and grade level (Cervantes & Duran, 1981). 



Implementation: The first experiences of attempting to 

put an idea or program into practice (Fuller, 1982). 

Limited English proficient (Limited English Proficiency 

LEP): Students falling in one of three categories: (a) those 

who speak a non-English native language, (b) those from 

environments with a non-English dominant language, and (c) 

those born outside the United States and English is not their 

native language. 

Second language (L2)i The student's second language, 

learned in addition to the primary language (Shipper, 1985). 

Semilingualism: It is a term used to indicate negative 

cognitive and academic effects resulting from low levels of 

competence in LI and L2. 

Transition; The phase in bilingual programs during 

which instruction in English is formal. Transition occurs 

over time, ending with reclassification of Limited English 

Proficiency students. 

Transition criteria: Factors to be considered in 

determining when to add English language reading to the 

student's bilingual education program. 

Transition policy: School district policies or 

procedures for implementing a formal transition phase in a 

bilingual education program. 
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Scope of the Study 

Chapter 2 reviews literature pertinent to this study on 

the following topics: the historical evolution of bilingual 

education and its justification, a description of bilingual 

programs, implementation of Spanish and English reading 

programs, and implementation of the transition process in 

bilingual classrooms. Chapter 3 descibes the instruments for 

gathering data and the methods of analyses. Chapter 4 

presents the research findings and analysis of data, and 

Chapter 5 presents the summary, conclusions, and 

recommendations. 



CHAPTER 2 

REVIEW OF THE LITERATURE 

In general, research on second language (L2) reading has 

been relatively scarce (Bernhardt, 1986). During the last 

two decades, however, the amount of research in this area has 

been increasing—influenced perhaps by the establishment of 

numerous bilingual programs in the United States and by the 

increase in the number of Limited English Proficiency 

students (Amnion, 1987; Gunther, 1979). These two events have 

forced teachers and researchers to question traditional 

instruction in first language (LI) and to consider 

alternative language learning and reading development. 

This review of literature addresses the following 

topics: (a) the historical evolution of bilingual education, 

(b) a description of bilingual education, (c) first and 

second language acquisition, (d) the bilingual reading 

process, and (e) curricular issues in transitioning. 

Historical Evolution of Bilingual Education 

Prior to 1974 

Federal bilingual education programs were established in 

1968 by an amendment to the Elementary and Secondary 
/ 

Education Act of 1965 (Public Law 90-247). 
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The amendment, called the Title VII Bilingual Education 

Program, is also known as the Bilingual Education Act (BEA). 

Before 1968, the history of bilingual education can be 

divided into two phases: pre-World War I and post-1960. 

Contrary to the belief prevalent among adults who grew 

up in the first half of the twentieth century, the United 

States has not always been a nation with English as the only 

language of its schools nor a nation with a prevalence of 

Anglo cultural patterns. During the eighteenth and 

nineteenth centuries, different groups with varied national 

and language backgrounds settled across the country. As long 

as some sense of geographical and psychological openness 

existed, varied linguistic and cultural groups generally 

coexisted successfully. Some communities were self-

sufficient and agrarian; others were ethnic pockets in urban 

areas (Ovando & Collier, 1985). 

Before World War I, many public and private schools 

offered courses taught in languages other than English. 

Three languages were predominant in bilingual public schools: 

French in Louisiana, Spanish in New Mexico, and German in the 

East, Midwest, and Central Texas. 

In Philadelphia as early as 1694, German-speaking 

Americans were operating schools in their mother tongue, 

sometimes bilingual and sometimes not. German-language 

schooling prevailed until the early twentieth century. 
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despite external pressures to phase German out in favor of 

English instruction (Crawford, 1989). 

Even without legal authorization, local officials often 

bent the law to permit native language classes, as a way to 

ensure immigrant parents' support of the public schools. 

Diego Castellanos (1981) explained this in The Best of Two 

Worlds—his chronicle of bilingual education in the United 

States: 

For much of the nineteenth century, certainly before the 

1880's, the [locally controlled] structure of 

American public education allowed immigrant groups 

to incorporate linguistic and cultural traditions into 

the schools . . . . (p. 157) 

Toward the end of the 1800s, European nationalism began 

to exert its influence on the United States, with increasing 

fears resulting in the call for all immigrants to be 

assimilated into one cultural and linguistic model. Schools 

were charged with the task of "Americanizing" all immigrants, 

and many state laws were changed for English-only 

instruction. Theodore Roosevelt (cited in Crawford, 1989) 

lectured immigrants: 

There is no room in this country for hyphenated 

Americanism. . . . Any man who comes here must adopt 

the institutions of the United States, and, therefore, 

he must adopt the language which is now the native 

tongue of our people, no matter what the several 
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strains in our blood may be. It would not be merely a 

misfortune, but a crime to perpetuate differences of 

language in this country, (p. 23) 

Between 1920 and 1960, bilingual schooling in the United 

States virtually disappeared, mostly as a result of the 

isolationism and antinationalism pervasive after World War I. 

The second period of public bilingual education began in 

the early 1960s, when thousands of Cuban refugees settled 

around Miami. Beginning in September 1963, Coral Way first, 

second, and third graders were grouped by language. Cuban 

children received Spanish instruction in the morning and 

English in the afternoon (U.S. Commission on Civil Rights, 

1967). Results were immediately promising. The students 

appeared to progress. The first federal legislation for 

bilingual education, passed by Congress in 1968 under Title 

VII (BEA) of the Elementary and Secondary Education Act, 

created a small but significant change in policy for 

linguistic minorities. President Lyndon B. Johnson was able 

to sign the bill into law. The Bilingual Education Act of 

1968 represented the first national acknowledgment of special 

educational needs of children of limited English proficiency 

(U.S. Commission on Civil Rights, 1970). 

The three purposes of the 1968 act were to "(a) 

increase English-language skills, (b) maintain and perhaps 

increase mother-tongue skills, and (c) support the cultural 

heritage of the student" (Leibowitz, 1980, p. 24). 
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Federal and State Legal Initiatives from 1974-1991 

The Bilingual Education Act (BEA) was reauthorized in 

1974, 1978, and 1988. As a consequence of the 1974 

amendments (Public Law 93-380), a bilingual education program 

was defined for the first time as "instruction given in and 

study of English, and to the extent necessary to allow a 

child to progress effectively through the education system" 

(Schneider, 1976, pp. 436-437). The goal of bilingual 

education continued to be a transition to English rather than 

maintenance of the native language. 

In the Bilingual Education Amendments of 1978 (Public 

Law 95-561), program eligibility was expanded to include LEP 

students with limited proficiency in academic skills as well 

as oral language. Bilingual education specialists had found 

that oral proficiency was not enough to prevent LEP students 

from failing classes (U.S. Office for Civil Rights, 1975). 

Parents were given a greater role in program planning and 

operation in order to enable them to monitor program 

effectiveness and make programs more responsive to community 

needs (U.S. Commission on Civil Rights, 1974). Teachers were 

required to be proficient in both English and the native 

language of the children in the program (U.S. Commission on 

Civil Rights, 1976). 

The BEA Act of 1984 represented a big change in 

direction for bilingual education: The definition of 
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bilingual education in the act would be broadened to include 

a range of instructional approaches that did not require 

instruction in the child's native language in the 

instructional program (Texas Education Agency, 1988). 

The BEA amendments of 1984 were reauthorized by the 

Bilingual Education Act of 1988. This BEA created new 

educational programs. Transitional Bilingual Education 

Programs (TBEP) provide native language until students have 

the minimum English requirements (23rd percentile on specific 

district exams) to be transferred to second lafiguage programs 

or monolingual schools. Special Alternative Instructional 

Programs (SAIP) need not use a child's native language but 

must have specifically designed curricula, must be 

appropriate for the particular linguistic and instructional 

needs of the children, and must provide structured English 

language instruction as well as special instructional 

services to enable a child to achieve competence in English 

and meet grade promotion and graduation standards (U.S. 

Department of Education, 1984). Developmental Bilingual 

Education Programs (DBEP) are composed of equal numbers of 

LEP and FEP children and are designed to enable all children 

to achieve competence in English as well as a second 

language. 

State Initiatives 

Each state defines its own approach to educating 

language minority children. Some states have adopted 
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provisions to assist local school districts in the 

implementation of bilingual and ESL programs. Over the last 

decade, there has been a marked increase in support for 

bilingual education. For example, in 1971, 30 states 

permitted or required some form of bilingual instruction, 

while 20 states prohibited such instruction (National 

Advisory Council for Bilingual Education, 1978-79). 

Currently, all state legislation requires the inclusion of 

ESL instruction in all bilingual programs. Ten states 

explicitly permit the inclusion of monolingual'English 

speakers in two-way bilingual classes: California, Illinois, 

Indiana, Iowa, Massachusetts, New Jersey, New Mexico, Texas, 

Utah, and Wisconsin. Other state laws prohibit the 

segregation of LEP students. Most of the state laws 

permitting bilingual education stipulate transitional 

bilingual programs, but five states have provisions for 

language maintenance programs. 

Court Decisions 

An increasing array of court decisions, especially 

during the 1970s, has seriously influenced the implementation 

of bilingual education. The landmark U.S. Supreme Court 

decision, Lau v. Nichols (January 1974), has had the most 

significant impact. From 1900 to 1944, the few Court 

decisions related to language policy were mainly concerned 

with preserving English as one of the key elements in the 

formation of the U.S. national identity. Lau v. Nichols 
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decreed an equal educational opportunity with English-

speaking peers: 

There is no equality 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. Basic English skills are at the very core 

of what these public schools teach. Imposition of a 

requirement, before a child has a skill, is to make 

a mockery of public education. (Lau v. Nichols, 1974, 

p. 173) 

Lau v. Nichols had a direct and immediate impact on the 

growth of the bilingual education movement: 

Although it did not expressly endorse bilingual 

education, the Lau decision legitimized and gave 

impetus to the movement for equal educational 

opportunity for students who do not speak English. Lau 

raised the nation's consciousness of the need for 

bilingual education, encouraged additional federal 

legislation, energized federal enforcement efforts, 

led to federal funding of nine regional "general 

assistance Lau centers," aided the passage of state 

laws mandating bilingual education, and spawned more 

lawsuits. (Teitelbaum & Hiller, 1977, p. 139) 

Since Lau v. Nichols, several other Court decisions have 

affected the implementation of programs of bilingual 
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education in specific school districts. Even before Lau, the 

judicial trend of mandating some form of bilingual 

instruction had begun with cases such as United States v. 

Texas (San Felipe del Rio School District, 1971), Arvizu v. 

Waco Independent School District (Texas, 1973), and United 

States v. Texas (Austin, 1973). 

Otero v. Mesa County School District No. 51, (1977) 

concluded that a clear relationship between low academic 

achievement and the English language deficiency of students 

must be clearly demonstrated before a court could mandate 

special language services for language minority students. 

Another well—publicized case was U.S. v. State of Texas. In 

January 1981, a federal district judge ordered bilingual 

instruction in grades K through 12 for all Mexican—American 

students in Texas with limited English proficiency. At the 

same time, Texas had state—mandated bilingual education for 

kindergarten through third grade only. 

Effects of Legislation on School Practice 

Federal Title VII programs drew attention to children 

with educational problems resulting from their being 

linguistically different. The original aim of Title VII was 

to provide seed money to local education agencies (LEAs) for 

new programs designed to meet the needs of children of 

limited English-speaking ability. 
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Bilingual education programs in Texas were first made 

mandatory on August 27, 1973, in school districts with 20 or 

more children of limited English-speaking ability (LESA) in 

one grade level who spoke a common language. This date 

marked the beginning of a new era in educating those children 

who come from environments where the mother tongue is one 

other than English. On this date, the amended Texas 

Education Act was to be implemented in the Texas public 

schools. The decisive legislation as enacted by the Seventy-

Third Legislature reads: 

The legislature finds that there are large numbers of 

children in the state who come from environments where 

the primary language is other than English. Experience 

has shown that public school classes in which 

instruction is given only in English are often 

inadequate for the education of children whose native 

tongue is another language. The legislature believes 

that a compensatory program of bilingual education can 

meet the needs of these children and facilitate their 

integration into the regular school curriculum. 

Therefore, pursuant to the policy of the state to ensure 

equal educational opportunity to every child, and in 

recognition of the educational needs of children of 

limited English-speaking ability, it is the purpose of 

this subchapter to provide for the establishment of 

bilingual education programs in the public school 
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districts and meet the extra costs of the program. 

(Texas Education Agency, 1973, p. 226) 

Bilingual programs were started in the first grade and were 

to be extended one grade level per year to the sixth grade. 

Two years later, the law was amended to include mandatory 

bilingual service for kindergarten. In addition, the 

amendment removed the mandate for grades four, five, and six 

but continued to provide state funds for operational expenses 

through grade five. The bilingual instructional programs 

were to begin with the 1974-1975 scholastic year U.S. 

Commission on Civil Rights, 1975, p. 226). In 1981, the 

enactment of Senate Bill 477 extended mandatory bilingual and 

other special language programs from kindergarten through the 

twelfth grade. This curriculum included six requirements for 

bilingual education: 

1. Basic concepts shall be taught in the student's 

native language when he or she enters the school environment. 

2. Basic skills of comprehending, speaking, reading, and 

writing shall be developed in the student's primary language. 

3. Basic skills of comprehending, speaking, reading, and 

writing shall be developed in the English language using 

English as a Second Language method. 

4. Subject matter and concepts shall be taught in the 

student's primary language. 

5. Subject matter and concepts shall be taught in the 

English language using English as a Second Language method. 
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6. Attention shall be given to instilling in the student 

confidence, self-assurance, and a positive identity with his 

or her cultural heritage. 

Historically, bilingual programs emerged in the U.S. 

wherever ethnic communities believed that it was in their 

interest to create such programs. But 1968 marked the 

beginning of an uneasy relationship between the federal 

government and such ethnic communities, brought about by the 

enactment of Title VII of the Elementary and Secondary 

Education Act. The primary purpose of Title Vll was to 

improve the academic performance of economically deprived 

children who also had difficulty with English. Congress 

appropriated the initial funds to teach such students in 

their home languages, but these students were to transfer 

into the all-English curriculum as soon as they were able to 

handle such instruction. The intention was to use the home 

languages and first-hand experiences of these students to 

assimilate them as rapidly as possible into the regular 

(English dominant) school program (Texas Education Agency, 

1991). Congress supported Title VII on the premise that 

these low-income youngsters needed all the help they could 

get to overcome their linguistic, cultural, and environmental 

handicaps and thus to equalize their opportunities for 

success in U.S. society. 

Title VII recognized the importance of building on what 

the students already knew. However, this legislation was not 
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intended to maintain the rich linguistic resources that these 

children represented. Much of the debate about bilingual 

education during the 1970s focused on this issue. One side 

favored prolonged attempts by the schools to maintain 

children's home languages; the other side believed that the 

period of bilingual instruction should be as short as 

possible. As the debate on the length of the programs grew 

more heated, participants focused less attention on the 

quality of bilingual instruction. 

Description of Bilingual Education 

Beginning in 1975, the federal office of Bilingual 

Education began to fund a network of institutions to provide 

resources and services to state and local school districts. 

Bilingual instruction was provided in classes at the 

kindergarten through sixth grade levels. The major goal of 

the bilingual program was to provide students an equal 

educational opportunity by addressing their academic needs. 

To accomplish this goal, the development of proficiency in 

the basic skills of listening, speaking, and writing in the 

students' native language, and the transfer of these skills 

to the second language was undertaken. Concept development 

and reading readiness were enhanced in the pupils' native 

language. Second-language vocabulary was introduced based on 

the English as a Second Language program. As students' 

acquisition of skills in Spanish and oral language 

development in English were assessed according to established 
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criteria, preparation in English reading was formalized. 

This change generally occurred during the third grade, when 

students made the transition into English for reading, 

language, mathematics, and other academic programs. 

Before the students were placed either in the bilingual 

or traditional class, the parents or guardians were informed 

of the bilingual program. The students whose parents opposed 

bilingual instruction were placed in traditional classes. 

The bilingual children who were identified as LEP 

students, but who were placed in the traditional classroom, 

received daily structured lessons in English as a Second 

Language (ESL). In addition to the ESL program, these 

students were also served by English reading teachers who did 

supplementary work with the students. 

In the Office of Bilingual Education, the bilingual 

program was a comprehensive educational approach that 

involved more than just imparting English skills (ESL). 

Students were taught mathematics, social studies, science, 

oral expression, and reading in their native language. 

English as a Second Language (ESL) was offered in a 

systematic and sequential manner. Once the students had 

learned to speak English, they began the process of learning 

to read in English. Some instructions in areas that did not 

require extensive use of language, such as art, physical 

education, and music, were provided in English for formal 

language practice and exposure. Instruction through English 
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in cognitive areas started when the student was able to 

function in the language and seemed to experience no academic 

retardation due to insufficient knowledge of the language. 

Instruction in the native language continued until the 

student made the complete transition to English instruction. 

Emphasis was placed on the following important elements of 

the Office of Bilingual Education program: (a) fostering 

self-concept and developing cognition, (b) language 

expression, (c) reading, and (d) English skills. 

The Bilingual Education Act of 1968 represented the 

first national acknowledgment of special educational needs of 

children of limited English proficiency (Ovando & Collier, 

1985). Since then, many variations in bilingual program 

models have been developed and implemented, the most 

prevalent of which are (a) transitional, (b) maintenance, and 

(c) two-way enrichment bilingual education. 

Transitional Bilingual Education 

The priority of this model is to teach English so that 

students who are limited in English proficiency may be 

transferred to an all-English program as soon as possible. 

LEP students are instructed in their native language in all 

content areas but also receive instruction in English as a 

Second Language. The objective is to effect as rapid a 

transition as possible. Therefore, as soon as students are 

considered proficient enough in English to work academically 

in all-English classrooms, they are transferred. Most 
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programs transfer students after a maximum of two to three 

years. 

The amount and duration of native language instruction 

and of ESL vary according to the program's approach, 

instructional goals, and size of LEP student population in 

individual school districts. Because students in bilingual 

classrooms are offered very little opportunity to mix with 

students in all-English classrooms with regard to academic 

tasks, this model is a segregated model. Therefore, the 

students in transitional bilingual programs receive 

instruction in two languages. 

Maintenance Bilingual Education 

In this model, there is less emphasis on exiting 

students from the program as soon as possible. Students in 

bilingual classes receive constant area instruction in both 

languages equally throughout their school career, or for as 

many grades as the school system can provide the service 

(Ovando & Collier, 1985). The goal of this model is for 

students to achieve full English language proficiency and 

receive quality academic instruction while not negating their 

native language. 

Two-Way Enrichment Bilingual Program 

The priority of this model is to provide instruction in 

a second language to all students in a school. In this 

model, LEP children as well as English-proficient students 
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are in bilingual classrooms in order to learn each other's 

languages and receive academic instruction bilingually. 

First and Second Language Acquisition 

The acquisition of language has received a great deal of 

attention in research in the past 20 years, and a significant 

body of literature has dealt with in the study of a mother 

tongue. Although many researchers conceive of language 

acquisition as continuing throughout one's lifetime 

(MacWhinney, 1987), most estimate that it takes a minimum of 

12 years to develop a native language (McLaughlin, 1984). 

The research on second-language acquisition is more 

recent, and less is known about the process because many more 

variables might affect it. Some researchers feel that 

second-language learners go through a process similar to that 

involved in learning their native language, with some 

modification of the rate of development (Hakuta, 1986; 

McLaughlin, 1984). Others feel that, while many aspects are 

similar, L2 development differs significantly from that of 

first-language development because it depends on factors such 

as the age of the individual when exposed to the language in 

question, the amount of exposure, and the context in which 

the second language is learned (Saville-Troike, 1991; Snow, 

1983; Wong Fillmore, 1991). 

Except in the relatively rar6 cases when a child learns 

two or more languages simultaneously from infancy, most 

second languages are learned after LI acquisition is 
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partially complete. When students in the latter situation 

begin learning a second language, they interpret meaning from 

the input in terms of what they know—not just about 

language, but also about the context in which it is being 

used (Krashen, 1985; Saville-Troike, 1991; Wong Fillmore, 

1991). Therefore, what they have already learned in LI can 

be seen as having a facilitating effect on their acquisition 

of L2. However, just as monolingual children gain control 

over the forms of language through a process that spans some 

years, it is recognized that the acquisition df competency in 

L2 is a lengthy and complicated process (Cummins, 1979, 1984, 

1991; Hakuta, 1986; Krashen, 1985; Saville-Troike, 1991; Wong 

Fillmore, 1991). 

While Wong Fillmore's 1991 model provides a convenient 

framework for considering the learning of a second language 

in language minority students, it is not a developmental 

model. Slowly, however, a developmental view of second-

language learning is emerging. In a review of second-

language research, Cummins (1991) proposed that the 

development of language proficiency in the bilingual child 

must be investigated with a consideration for both LI and L2 

and their interdependence in the developmental process. This 

interdependence must include investigation in terms of 

learner characteristics or individual differences and task 

demands. 
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Second Language Research Priorities 

The research that has emerged as a result of the need to 

provide quality reading instruction to L2 learners has varied 

in focus. During the 1970s, increased attention was given to 

the language of instruction in teaching reading in L2. The 

1980s were characterized by an exploration of models that 

attempted to explain the process of reading in L2. 

According to Gunther (1979), much of the L2 research in 

the United States during the 1970s investigated the language 

of reading instruction in bilingual programs. **Other 

researchers in the past focused on evaluating LI versus L2 as 

a medium of instruction (Hatch, 1974). The trend in the 

early studies focused on whether it was better to teach 

reading first in the native language or in the second 

language, whereas the trend in later research examined the 

different ways of sequencing the language of instruction in 

bilingual education. 

Bilingual Language Interdependence 

Most researchers agree that bilingual children use 

knowledge gained in both LI and L2 in their subsequent 

learning (Cummins, 1979; Hakuta & Diaz, 1985; Krashen, 1985). 

According to Cummins (1979, 1984), there is a common 

underlying cognitive proficiency in one language that can be 

accessed for performance in another language. This process 

is commonly referred to as L1/L2 transfer. Cummins (1979) 

asserts that skill transfer is related to two dimensions of 
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language proficiency: (1) basic interpersonal communicative 

skills (BICS) includes the skills in primary language 

development that everyone acquires, such as pronunciation, 

grammar, and vocabulary; [LEP students show vast differences 

in developing BICS.] and (2) cognitive academic language 

proficiency (CALP) influences the development of deeper 

cognitive and academic skills. CALP underlies the 

development of literacy in both languages. The 

interdependence between Ll and L2 results in a rapid transfer 

of reading skills in bilingual education programs. 

In his interdependence hypothesis, Cummins (1981) 

proposed that "to the extent that instruction in Ll is 

effective in promoting proficiency in Ll, transfer of this 

proficiency to L2 will occur provided there is adequate 

exposure" (p. 29). Cummins implied that Ll literacy is not a 

bridge to English; rather, Ll development time underlies both 

Ll and L2 proficiency. Cummins emphasizes the linguistic, 

cognitive, and cultural benefits of bilingual skills that 

reflect a high level of Ll proficiency. He concludes that 

instruction through native language appears to be effective 

in promoting proficiency in both languages. Cummins based 

his theory on the concept of linguistic interdependence. 

Cummins (1979, 1981) also found that Ll proficiency is 

not separate from L2 proficiency. Cummins did not support 

the argument that deficiencies in English should be remedied 

by intensive instruction in English. Cummins (1979) proposed 
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a dual-level threshold hypothesis to account for the 

inconsistencies in performance that he found in an analysis 

of studies indicating that children who achieved only low 

levels of competence in L2 were likely to experience 

widespread academic failure because of the obvious 

difficulties of learning through that language. He found, 

moreover, that if support of LI was not maintained and LI did 

not continue to develop, but was being supplanted by L2, a 

condition of semilingualism often resulted. Semilingualism 

is a term used that indicates negative cognitive and academic 

effects resulting from low levels of competence in LI and L2. 

Bilingual programs that aim to develop a high level of 

proficiency in two languages (i.e., first and second 

languages) provide greater potential for academic 

development. 

Language minority students who had developed high levels 

of LI proficiency or high levels of L2 proficiency performed 

significantly better in the second language achievement than 

monolingual and other subgroups of bilinguals who were 

partial bilinguals (native-like level in only one language) 

or limited bilinguals (lows level in first and second 

languages). 

Saville-Troike (1991) found evidence lending support to 

Cummins' theories. She found that the social interaction of 

elementary school children was not a factor in determining 

their academic success in school. The language the children 
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used with their peers in social situations was not applicable 

to the language needed to succeed in the classroom. On the 

other hand, she did find some transfer of reading skills 

between LI and L2, "such as the strategies used for inferring 

the meanings of unfamiliar words" (p. 214). 

Saville-Troike made two major points directly related to 

Cummins' theories: 

1. Vocabulary knowledge in the second language was the 

most important aspect of oral English proficiency for 

academic achievement. This was more important than knowledge 

of grammar structure. The children needed sufficient 

academic-related vocabulary to succeed. 

2. Most of the children with the highest achievement 

scores in content areas were those who had opportunities to 

discuss the concepts being learned in their native language. 

Building the concepts in their first language fostered 

learning them in the second language. 

Other research on the transfer of skills has reinforced 

these views. Mace-Matluck (1982) stated: 

There is some evidence from research on U.S. 

populations to support the theses that children and 

adults who learn to read first in their non-English 

mother tongue find it easier to learn successfully in 

English, and that skills acquired in first language 

reading do indeed transfer to reading in a second 

language, (p. 21) 
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This transfer process is also related to Krashen's 

hypotheses. Krashen (1981) described the three hypotheses 

that underlie the natural language approach program to 

bilingual education, second language acquisition theory, and 

English as a Second Language (ESL) as (a) the acquisition-

learning hypothesis, (b) the natural order hypothesis, and 

(c) the input hypothesis. According to Krashen (1981), these 

three hypotheses suggest that acquisition in a natural 

language manner has a key role in second language 

performance. 

According to the acquisition learning hypothesis, second 

language students have two unique ways of developing ability 

in L2, or the second language. Second language acquisition 

is similar to the natural way children develop first language 

competence, i.e., it is natural, subconscious, and for 

communicative purposes. Language learning is different and 

is the formal knowledge of language rules, grammar, and error 

correction. 

In the natural order hypothesis, Krashen (1981) asserted 

that students acquire—rather than learn—grammatical 

structures in a predictable order. For example, in English, 

function words (e.g., grammatical morphemes) and plurals 

(e.g., two boys) are among the earliest acquired. Much 

later, the third person singular ending and the possessive 

with the letter "s" (e.g., John's shoe) are acquired. 
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The third hypothesis, the input hypothesis, postulates 

that learners acquire language that contains input with 

structures that are a bit beyond the student's current second 

language level. The learner acquires structure by 

understanding messages rather than by focusing on the form. 

In classrooms, context is often provided via visual aids or 

pictures. According to Krashen, the best way to teach a 

second language (ESL) is simply to provide comprehensible 

input in the natural approach. 

Krashen (1981) related these three hypotheses to 

bilingual education components in ESL programs in three ways: 

1. ESL needs to be based on comprehensive input taught 

in a natural language manner. 

2. Until students are fluent in English, they must have 

subject-matter education with the first language as a medium 

of instruction in order to provide cognitive development and 

help in second-language acquisition. 

3. Students must maintain and develop their first 

language. 

Pacing instruction in the primary language is also 

important. A high threshold level of proficiency in first-

language literacy is necessary before the transition to 

English reading. Instruction in second-language literacy 

does not have to begin with readiness and decoding skills. 

Understanding the transition process is crucial for helping 

LEP students to apply their strategies from LI to L2. 



33 

Researchers are finding that there are many connections 

and interactions between first and second languages. 

Although young children may not be the most efficient 

learners of a second language, given appropriate conditions 

there is much they can learn about and through a new 

language. Educators must be concerned with maintaining and 

building academic concepts in the first language. They must 

also be willing to give children time to mature and practice 

with the new language. 

Bilingual Reading Process 

Over the past 30 years, extensive research on the 

acquisition of literacy has indicated that, while literacy 

acquisition is a complex process involving many interrelated 

factors, two basic assumptions are generally agreed upon: 

Skilled reading involves accurate and rapid word recognition 

together with language comprehension (LaBerge & Samuels, 

1974; Stanovich, 1986), and becoming skilled in reading 

involves a developmental process (Chall, 1979). 

The first assumption is based on the fact that without 

efficient word recognition, comprehension cannot take place; 

conversely, without language comprehension, printed words are 

meaningless. Using this model, Gough and Turner (1986) 

discussed a simple view of reading in which they proposed 

that reading equals the product of decoding and 

comprehension. In this view, decoding refers to word 

recognition and comprehension refers to linguistic 
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comprehension. Although an individual may be able to decode, 

if he or she does not understand the decoded words, 

comprehension cannot take place. 

Readers may have excellent language proficiency and lack 

the decoding skills to decipher the words on the printed 

page. Moreover, verbal efficiency theory and the concept of 

a limited attention or processing capacity indicate that 

comprehension depends, to a large extent, on lexical access 

occurring at a rapid rate (LaBerge & Samuels, 1974) and that 

comprehension is the "defining characteristic of skilled 

reading" (Perfetti, 1986, p. 16). According to'Gough and 

Turner's view (1986), reading ability should be predictable 

from a measure of decoding ability and a measure of listening 

comprehension, because listening involves language 

comprehension without the constraints of decoding written 

words. 

L2 Reading Models 

During the 1980s, the study of literature on second 

language learning revealed an increase in exploration of the 

process of reading in a second language and also included 

reviews of past research in this area. The understanding of 

second language reading has always been influenced by the 

theories that explained the process in LI. Thus, it is not 

unexpected that the evolution of the understanding of L2 

reading parallels views of LI reading. However, the current 

status had led some experts to contend that there has been a 
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lack of development of models of reading that address the 

questions of individual and cultural language differences in 

reading. This critique is particularly relevant to the early 

models used to describe reading in L2. 

Carrell (1988) states that seminal research in reading a 

second language viewed it from a bottom-up perspective: 

[L2 reading] was viewed primarily as a decoding 

process of reconstructing the author's intended 

meaning via recognizing the printed letters and words, 

and building up a meaning for a text from the smallest 

textual units at the "bottom" (letters and words) to 

larger units at the "top" (phrases and clauses), (pp. 

1-2) 

A gradual change toward viewing L2 as an active process has 

occurred. According to the new perspective, the reader is 

processing information by prediction while sampling from the 

text. Various models have been developed from this 

perspective. The psycholinguistic model has been the most 

frequently used (Bernhardt, 1986; Gunther, 1979). Recently, 

the following other models have also been proposed: the 

conceptually-based and discourse-analytic models, the 

constructivist model, and the beginnings of what, may be a new 

model—the restructuring model (Ammon, 1987; Bernhardt, 1986; 

McLaughlin, 1987). 

The psycholinguistic and discourse-analytic models 

emphasize the interaction of the reader and the text, while 
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the psycholinguistic model gives stronger focus to the reader 

interaction, and the discourse-analytic model stresses the 

text. The psycholinguistic model emphasizes the experimental 

and conceptual base that the reader brings to the printed 

page and the process the individual uses to gain meaning from 

print (Smith, 1978). In other words, the focus is on the 

experiences and information the reader uses in order to 

understand what is read. Thus, the reader has an active role 

in the construction of meaning from the text because this 

model focuses on meaning in context. 

The constructivist model is also used to explain the 

reading process in L2. The constructivist view asserts that 

"information contained in higher interpretative levels of 

processing may also influence processing at lower stages" 

(Ammon, 1987, p. 72). This view of reading suggests that 

comprehension is not totally dependent on the text, but is a 

result of the interaction of the knowledge and goals of the 

reader, and the particular procedure that the reader employs 

with a text and a specific reading context. Ammon (1987) has 

explained: 

The degree of influence of one processing level on 

another, the amount of processing at any one level, 

and the degree to which processing at various levels 

operates in serial or parallel all are seen as 

flexible and dependent, (p. 72) 
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According to Bernhardt (1986), this model was developed from 

analyses of recall protocol to explain how second-language 

readers come to the representations they construct. 

The restructuring model views second-language reading as 

a process that allows for the creation of new structures to 

interpret new information and to design a new organization of 

the information already stored (McLaughlin, 1987). The L2 

reading process can only be understood as an "interactive 

process where procedures involving old components and 

strategies are replaced by procedures involving new 

components and strategies" (pp. 57-58). This process cannot 

be comprehended by focusing on single isolated factors or by 

viewing reading as a gradual process of the accretion of 

skill through practice. McLaughlin (1987) contends that 

reading is related to a large number of information-

processing skills, for example: (a) the ability to use 

semantic context as a guide to prediction, (b) the ability to 

grasp syntactic relationships, and (c) the knowledge that 

children have about the structure of discourse in two 

languages. 

The overview of L2 reading models suggests that the 

conceptualization of L2 reading has grown from the 

consideration of isolated factors to a view of the process as 

an interaction of a variety of knowledge processes and 

strategies. Reading is seen as an interaction of both top-

down and bottom-up processes. 
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Relationship Between LI and L2 Reading Process 

Although the above mentioned studies have investigated 

the components of reading in English in mainstream programs, 

the same basic components of reading should apply to students 

in bilingual programs, with the understanding that the 

interrelation among the components might be complicated by 

the fact that these children are working within the context 

of two linguistic systems. However, children with two 

linguistic systems have been shown to vary in their 

acquisition of literacy. Some acquire literacy in both 

languages; others have conversational fluency in both, but 

are literate in only one (Collier, 1989; Cummins, 1979; 

Hakuta, 1986; Ringbom, 1992; Saville-Troike, 1991). Their 

acquisition of literacy in linguistic systems depends, to a 

large extent, on their language proficiency in each, their 

language of instruction (Wong Fillmore, 1991), and the 

quality of that instruction (Reyes, 1992). For young LEP 

students who have not yet fully developed their native 

language skills, the context-reduced tasks of reading and 

writing are more easily fostered in the language in which the 

students are most fluent (Cummins, 1984; Hakuta, 1986; 

Saville-Troike, 1991). 

On the other hand, studies with older language minority 

students showed that reading achievement in L2 is more 

dependent upon reading achievement in LI than on the relative 
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oral proficiency in L2 (Saville-Troike, 1991). Informal 

observations by teachers in bilingual programs have indicated 

that "recently-arrived immigrant children from Mexico whose 

Spanish is firmly established are more successful in 

acquiring English skills than native-born Mexican-Americans" 

(Cummins, 1979, p. 234). These observations have been 

reinforced by studies of immigrant families that show that 

the longer students are schooled in their native country 

before immigrating to the United States, the higher their 

achievement in English literacy is likely to be (Collier, 

1989). 

Curricular Issues in Transitioning 

There are three problematic, curricular issues in 

bilingual reading transition policy: (a) transitioning too 

early, (b) LI transfer of literacy skills, and (c) lack of 

minimum, consistent criteria for introducing L2 (English) 

reading. 

Transitioning Too Early 

Many LEP pupils are moved into formal English reading 

too soon. There are several reasons for this early exit: 

(a) outside influences that exert pressures on teachers for 

students' quick exit, (b) personal, or (c) the professional 

frustration of not being able to provide an appropriate 

instructional program in students' primary language (Snipper, 

1985). 
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LEP children are appropriately placed in bilingual 

education programs but often are mainstreamed too quickly, a 

process that is "unfortunately observed to a greater degree 

with each passing year because of the politics and 

misunderstandings attached to the maintenance concept, an 

approach that fosters mainstreaming but also promotes the 

refining of native language skills" (Cohen, 1980, p. 4). 

Legarreta-Marcaida (1981) concluded that children need 

to experience consistency in their bilingual instruction: 

"They should not be . . . transitioned before their cognitive 

academic linguistic proficiency in the primary language 

literacy skills has reached adequate levels" (p. 92). 

Timing is the most important consideration in placing 

language minority students in English reading classes. 

According to Thonis (1981), "Pupils must be given 

sufficient time to establish strong literacy skills in their 

first language" (p. 172). 

Krashen (1985) noted that the acquisition of academic 

language proficiency in English for students beginning school 

as non-English speakers may take from five to seven years, 

and the danger of too early exit may be that pupils will 

suffer semilingualism. 

Students often receive minimal instruction in LI oral 

development and reading, and then begin L2 reading before 

becoming strongly literate in LI, i.e., while still at the 
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decoding level (Snipper, 1985). According to Snipper, some 

LEP students never really develop comprehension skills in LI. 

First Language Transfer of Literacy Skills 

This issue concerns the efficacy of LI literacy as a 

prerequisite to successful acquisition of English skills. 

Many studies have demonstrated that emphasis on primary 

language development results in increased achievement in 

primary language skills as well as in the second language. 

The Santa Fe Bilingual Program (Leyba, 1978) and the Douglas 

Bilingual Program (Saldate & Mishra, 1978) presented evidence 

that after two years of using their primary language as the 

major medium of instruction, students performed better on 

standardized reading tests in their primary language and in 

English than those students who had not participated in the 

bilingual education programs. 

Rodriguez-Brown (1979) found that limited English 

proficiency students who were instructed bilingually made 

greater gains in English reading skills during one school 

year than similar LEP children who had not learned to read in 

their primary language. Troike (1978) reviewed research 

studies and found that bilingual instruction was more 

effective than English-only instruction in promoting English 

reading skills. 

Snipper (1985) concluded that there is no officially 

required threshold level in Spanish reading for LEP students 

before adding instruction in English reading. Also, he found 
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a minimum criteria for ESL mastery but not for primary 

literacy skills. In a study on literacy and transfer, Snow 

(1986) recommended that bilingual programs concentrate on 

providing literacy skills in the home language because 

reading skills transfer quickly and easily to a second 

language. 

When to Introduce English Reading 

This issue deals with the optimal time that LEP students 

should add English reading to their bilingual instruction. 

Cohen (1980) found negative effects of introducing reading 

simultaneously in the primary and secondary languages. Cohen 

also found that introducing reading simultaneously in primary 

and secondary languages could retard reading competency in 

both languages. 

Thonis (1983) emphasized postponing reading in English 

until students thoroughly understand vocabulary, have 

mastered grammatical structures, and can discriminate sounds 

aurally. Also, he asserted: 

Ideally, criteria for transfer from Spanish to English 

reading instruction should minimally include these 

considerations of first language skill: the oral 

fluency in Spanish, literacy skills in Spanish, the 

level of achievement in subject matter, and the age 

and/or grade placement of the students, (p. 254) 

Gunther (1979) recommended a firm base in the LI literacy 

program before introducing reading and instruction in English 
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content areas. Cohen (1980) observed that some teachers 

introduced English reading skills as they were mastered in 

Spanish on a skill-by-skill basis. 

Dolson (1980) suggested a lack of emphasis on high 

proficiency in the primary language literacy program. In a 

study of bilingual education programs that included quality 

reviews, he found no primary language literacy threshold. He 

concluded that both transition criteria for minimum, primary 

language literacy and English ESL levels need to be 

implemented before transitioning. 

Crawford (1989) stressed the advantages of learning to 

read in Spanish before reading in English. However, he 

concluded that "the transition into English reading should 

follow careful assessment of English language capabilities" 

(p. 164). Hakuta and Diaz (1985) urged "that non-English 

speaking children be instructed in their native language for 

a period, three years or more, with English instruction 

introduced gradually" (p. 10). 

Summary 

In the United States over the last two decades, dramatic 

changes have taken place at federal, state, and local levels 

with regard to provision of educational services for students 

of limited English proficiency. School systems across the 

country are now required by law to identify all Limited 

English Proficiency students by language and national origin. 
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and to state the kinds of services they are providing for 

these students. 

Three components have been identified as necessary for 

successful second-language learning: 1) bilingual children 

who are motivated to learn the target language; 2) bilingual 

teachers of the target language who act as models and provide 

feedback; and 3) social settings in which the bilingual 

children and the models come into frequent contact. When 

these three components are present, the language minority 

student should be in an ideal situation to use what she or he 

knows in LI to facilitate learning in L2. This can occur 

because of linguistic interdependence that is based on an 

underlying cognitive proficiency that allows linguistic 

transfer of knowledge and skills. Several studies have 

provided indirect evidence for this transfer. Researchers 

have investigated linguistic transfer in relation to subject 

characteristics and task characteristics, distinguishing 

between levels of bilingual language proficiency and between 

contextualized (BICS) and decontextualized (CALP) language 

tasks, particularly those that are related to successful 

literacy acquisition. There is also evidence that subjects 

perform decontextualized (CALP) language tasks better in the 

language in which they are learned, even when this is their 

second and/or weaker language. 

Investigations into the components of reading have 

indicated that two basic ingredients are necessary for 
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acquiring skill in reading: accurate and efficient word 

recognition and language comprehension. Studies have also 

shown that, in bilingual readers, reading achievement in L2 

is more dependent upon reading achievement in LI than on the 

relative oral proficiency in L2. 

In this chapter issues concerning transition (transition 

phase) have been defined. Each group of curricular issues 

concerning the transition phase policy includes many factors 

that influence the effective implementation of a transition 

policy. Three problematic issues and their causes have been 

explained. 

This study examined implementation of Spanish-to-English 

transition in bilingual classrooms and followed in the 

tradition of qualitative research suggested by Bogdan and 

Biklen (1992). In this approach to research, processes and 

practices are described thoroughly. In addition, the context 

is very important and participants' perspectives are an 

integral part of the study. Therefore, in order to gain 

insights on bilingual classroom practices in LI and L2 

reading, the classroom context and reading lessons were 

observed and described in detail. The analyses of the 

observations were supported by the systematic documentation 

of the teachers' perspectives of what was observed. 

Traditionally, the emphasis of research in the reading 

area has been on the use. of quantitative methods to measure 

and quantify what is being studied. Although to a lesser 
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degree, present also in this body of literature have been 

qualitative studies that have followed observational methods 

using quantification schemes, such as checklists and scales 

(see, for instance, Durkin, 1978-1979). In recent years, 

however, the use of qualitative research methodology— 

specifically the use of ethnographic methods—has gained 

respect as a way to study the reading process in both a first 

and second language (Collier, 1989). 

This approach to research has been especially strong in 

its contributions to understanding the difficulties that 

minority populations face when learning to read (Duran, 

1987). It is seen as particularly useful because it 

"develops descriptive accounts of reading and other literacy 

performances based on how such performances are imbedded 

within the social and cultural realization of communicative 

events" (Duran, 1987, p. 47). Thus, this approach is viewed 

as providing in-depth analysis of the reading process. The 

use of this methodology is based on the belief that "only by 

looking at the interactional process of education, only by 

looking at what is really happening between teacher and 

students when children learn, or are taught, will we really 

gain any significant insight into the problems facing poor 

readers" (Guthrie & Hall, 1984, p. 100). 

This literature review served as a theoretical base for 

establishing the methodology used in this study. The next 
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chapter presents the methodology used to examine the 

transition policies of the bilingual education programs. 



CHAPTER 3 

METHODOLOGY 

Educational research has traditionally used quantitative 

survey methods. However, there are many situational, 

attitudinal, and social concerns in education that have not 

been effectively described by quantitative methods. 

Therefore, qualitative research methods have begun to be used 

more and more in educational research, especially in the 

field of second language (L2) research. At the end of the 

1970s, Politzer (1981) noted: "Ethnographic or qualitative 

research leading to understanding of the cultural processes 

of second language teaching efficiency should be among the 

attainable goals of the 1980s" (p. 30). The term ethnography 

could soon become nearly synonymous with qualitative research 

in American education. 

Qualitative approaches to research have gained a strong 

foothold in L2 research. While the case study has always had 

a secure place in studies of naturalistic language 

acquisition in children, not until more recently has it been 

viewed as a major, rigorous approach to research in formal L2 

classroom settings (Brown, 1988). Although ethnography has 

played important roles in educational research and 
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sociolinguistic research, its use in L2 research in formal 

settings has not been widespread (Spindler, 1974). Case 

studies, ethnography, and a range of other primarily 

qualitative approaches now play an increasingly important 

role in bilingual educational research in formal settings. 

Van Dalen (1979) summarized the focus and methodology of 

descriptive research: 

Investigators ask the question: What exists—what is 

the present status of phenomena? Determining the 

nature of prevailing conditions, practices, and 

attitudes—seeking accurate description of activities, 

objects, processes, and persons—is their objective. 

. . . Identifying and clarifying by administering 

questionnaires, interviewing subjects, observing 

events, or analyzing documentary sources, (pp. 284-

285). 

This study examined what exists: the formal transition 

reading program in each of two elementary schools of the 

DISD. Data collection instruments included; (a) field notes 

and video tapes of the instructional characteristics of the 

transition process in bilingual classrooms, and (b) 

interviews with school-site coordinators, bilingual teachers, 

and the district Bilingual Education Coordinator. Data thus 

collected were used to determine the critical components of 

reading transition in these schools' bilingual programs 

during the 1992-93 school year. 
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This chapter describes the methodology used in this 

study: research questions, research design, site selection, 

collection data, and analysis of data 

Research Questions 

1. How does the Denton Independent School District 

design, as well as justify, the transition policy of its 

bilingual education programs? 

2. How does each school implement the district's 

transition policy? 

3. What are the curricular elements in the process of 

transition from Spanish to English reading in bilingual 

classrooms? 

4. How are Spanish reading programs implemented in the 

bilingual classrooms in terms of instructional practice? 

Research Design 

A multidimensional, qualitative design was used to 

examine the critical components of the formal policies of 

bilingual education programs for the transition of pupils 

from Spanish into English reading in two DISD elementary 

schools. 

A qualitative approach seemed most appropriate for the 

questions that guided this research because that approach 

provided specific data that permitted the systematic 

description and interpretation of the bilingual reading 

transition. The importance of documenting and describing 

these practices was needed in order to identify the influence 
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that transition policies have on LI and L2 reading 

instruction in these bilingual classrooms. 

Though qualitative research is used to produce 

descriptive data based on what the researcher observes and 

hears, it is through the use of phenomenology that the data 

come to be understood. The phenomenological perspective is 

crucial in the conception of qualitative research (Bogdan & 

Taylor, 1975). The reality of a situation is understood in 

the form in which it is perceived and from the perspective in 

which it is experienced by the person. The goal of 

phenomenology is to comprehend and to illuminate each 

subject's view as well as to interpret the situation as it 

appears to him or her. In phenomenology, a situation has 

meaning only through the person's interpretation and 

definition of it (Bogdan & Biklen, 1992). Hence, 

phenomenology views human behavior as the product of how 

people interpret their world. 

The process of using phenomenology in research helps the 

researcher to focus on the data she or he has collected and 

offers a rationale for using those data at face value (Lancy, 

1993). The researcher must bear in mind that, in any given 

situation, no two people will necessarily interpret or 

perceive similar situations or aspects of situations in the 

same ways. Situations or aspects of situations come to be 

defined in different ways for different people. People tend 

to define and to interpret situations in reference to their 
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past experiences. Therefore, social roles, norms, values, 

and goals of organizations may set conditions and 

consequences for certain behaviors, but they do not determine 

how the people participating in the organizations will behave 

in a given situation (Bogdan & Biklen, 1992). 

Site Selection 

The sites selected for this study included School A and 

School B elementary schools located in Denton, Texas, a city 

of 66,270 (Census, 1990) located 35 miles north of Dallas, 

Texas, and 30 miles north of Forth Worth, Texas. The 

population, which has been predominantly Anglo-American in 

the past, has received an influx of Hispanics over the last 

10 years, many of whom came to the area to raise their 

children in an urban environment that still has the 

characteristics of a small town. In 1990, 11.4% (Census, 

1990) of Denton's population was Hispanic. Only 35 percent 

of Denton's Hispanics have a high school diploma or college 

degree. One of the reasons for selecting these sites is that 

they have a high Hispanic enrollment. The percentage of 

Hispanic students at School A is 36.4%, and 17.0% at School 

B. 

School A has an enrollment of 774, of whom 281 students 

are Hispanic. Twenty-three are first grade bilingual 

students, 25 are second grade bilingual students, 19 are 

first and second grade transition bilingual students, and 24 

are third grade bilingual students. The school has 56 
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faculty members, 3 administrators, and 3 counselors. School 

B has an enrollment of 691, of whom 117 students are 

Hispanic. Twenty-two are first grade bilingual students, and 

23 are second grade bilingual students. The school has 43 

faculty members, 3 administrators, and 2 counselors. The 

administration, faculty, and counselors were very supportive 

of the bilingual education program at both. 

The most important reason for selecting School A and 

School B elementary schools was that they implement a 

Spanish-to-English reading transition process in the first 

three grades of bilingual classrooms. 

Data for the study were collected in six classrooms, 

four at School A and two at School B. Students were in 

grades 1 through 3 at School A and grades 1 and 2 at School 

B. 

Classroom environments in first and second grades were 

similar both in physical aspects of the classrooms and in 

emotions generated as a result of the researcher's presence 

in the rooms. All of these primary classrooms were colorful 

and ornate. The physical environments of these grades easily 

and readily revealed the particular topic being studied in 

those particular grade levels at that time. There was a 

great deal of interaction between students and teachers. The 

atmosphere of the classrooms was relaxed, and visitors were 

welcome. 
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First and second grade students sat at small tables with 

four or five students per table. They worked independently 

and in small groups. They often talked quietly with peers 

while working. Students were free to go to various centers 

around the classroom as they finished their work. 

Every first and second grade classroom had a reading 

center easily accessible to students. Approximately fifty 

books of various kinds, including nonfiction information 

books related to broad topics of study (for example, 

butterflies), fiction books, poetry books, fairy tales, and 

mystery books were in the reading center. Most of these 

books (60%) were in English. 

The physical environment of the third grade classroom 

was less ornate than environments in first and second grades. 

There was very little display of art and craft work; instead, 

more student work was displayed on walls and bulletin boards. 

Third grade students were seated at small desks grouped 

together in clusters of four or five. They worked 

independently and sometimes in small groups. They were free 

to walk to reading centers and the teachers' desks. They 

sometimes worked in pairs, reading aloud to each other, or 

studying spelling words. 

The third grade classroom had a reading center with 

fifty to seventy-five books. Approximately one half of the 

collections consisted of picture storybooks, and the other 

half of juvenile literature. Books represented many types, 
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including animal stories, sports stories, mystery stories, 

science fiction, non-fiction, comedies, and poetry. Most of 

these books (85%) were in English. 

Collection of Data 

The research associated with this study was conducted in 

two phases. In Phase One, the goal was to gather general and 

specific information about transition implementation in 

bilingual classrooms, the diverse ways in which LI and L2 

reading are taught, and the curriculum and instruction 

methods used by six bilingual teachers. Duririg this first 

phase, the total number of observations per teacher was 

between ten and twelve. 

Phase Two of this research focused on interviewing and 

questioning the teachers, coordinators, and administrators in 

the bilingual education program. The purpose of these 

activities was to gather specific information about the way 

in which these teachers, coordinators, and administrators 

perceived and implemented the transition process. The 

following sections describe in more detail the data 

collection techniques used in each phase of the study. 

Phase One 

Preliminary Observations. A total of six bilingual 

teachers agreed to be observed in the study—one teacher each 

from first, second, third, and first/second grade, at School 

A and two, first and second grade, at School B. The 

preliminary observations were conducted during February, 
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1993. Each of the six bilingual teachers was observed for 

two complete days. Whenever possible, observations of 

individual teachers were carried out on consecutive days or 

in the same week. These preliminary observations were used 

to develop a general understanding of LI and L2 reading 

classes as well as to establish rapport with teachers and 

students. Since the teachers usually introduced me to the 

group, students were aware of my presence in the classroom 

but seemed not to be distracted by it. I sat in the back of 

the room to observe and take field notes. 

Field notes were used to record classroom events during 

each of the observation sessions (see Appendix A for data 

collection schedule). The field notes contained descriptive 

statements and analytic comments. The descriptive data 

portrayed the context in which the more focused observations 

and conversations in the classroom took place. These field 

notes represent the researcher's best effort to objectively 

record the details of what occurred in the field (Bogdan & 

Biklen, 1992). For example, included in the field notes of 

the two preliminary visits at each site were the date, 

duration of visit, and instructional activities (e.g., 

reading aloud and silently); behavior of teachers (e.g., 

modeling reading, use of repetition drills, and use of the 

basal reader manual); communicative interactions related to 

transition process implementation between teacher and 
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students (e.g., question asking and language used); and the 

materials used (e.g., basal readers, paper and pencil tests, 

and workbooks). 

In addition, I recorded analytic notes of my 

observations in order to better interpret my feelings, work 

out problems, jot down ideas and impressions, clarify earlier 

interpretations, and speculate about what was going on 

(Glesne & Peshkin, 1992). Analytic memos that included 

thoughts and questions about observations helped to maintain 

a focus on emerging issues and themes and to develop 

questions that explored them further. In the memos, coding 

categories were developed by identifying common themes or 

clear differences in the L2 reading practices of the teachers 

in each school. Also included in the memos were notes on 

specific pieces of data that supported these similarities and 

differences. Questions that emerged from reading and 

analyzing the data in this manner were also noted. Analytic 

memos provide the researcher with a means to analyze 

particular themes that may be surfacing from the data 

collection (Bogdan & Biklen, 1992). In addition, they offer 

opportunities to develop explanations that suggest possible 

findings and conclusions of the study. 

After each observation, interview, and videotaping 

throughout this study, the descriptive and analytic field 

notes were subsequently coded into a software program, 
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HyperQual {HQ). The HQ program permitted the recording, 

sorting, and categorization of data (Tesch, 1992). 

HQ allows the researcher to distinguish between 

structured and unstructured text data and to enter them into 

different types of stacks or categories. The data from an 

open-ended but structured interview or questionnaire can be 

preserved and organized by entering each answer on a separate 

card. 

Using HQ, after the accumulated data were sorted, I 

examined the information in each category for patterns. A 

form was developed for each category on which to record a 

synopsis of each information chunk coded for that category. 

Frequency of occurrence of like ideas was also noted on the 

form. The category forms were grouped according to the 

research questions to which they related. The data were 

analyzed and conclusions drawn from the analysis. 

Substantive Observations. Substantive observations were 

conducted during the months of February, March, April, and 

May, 1993. Each of the six teachers was observed during 

their classes for five days a week for a period of two weeks. 

The total number of observations per teacher was between ten 

and twelve in periods of 3 hours each. Variability in the 

total number of observations resulted from unplanned 

activities and changes in schedule during the two weeks of 

observation. Whenever the teachers' schedule of the allowed, 

observations were made on consecutive days. 
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Videotaped and focused field notes were made during each 

observation. The two-week period allowed me to observe the 

teachers as they developed the LI and L2 reading lessons and 

as they implemented the transition process in these lessons. 

Specifically, notes focused on Spanish-to-English reading 

practices that included material presented to students; time 

spent in Ll and L2 reading practices; type of assessment 

used; language used; and any follow-up instructional 

activities. 

All of the teachers agreed to the videotaping of 

sessions, and although students were aware of the camera 

recorder, this did not seem to influence their behavior in 

the classroom in any perceivable way. This acceptance was 

important in order to capture the variety of interactions 

between teachers and students during the Ll and L2 periods. 

Thus, the events of the transition process could be 

interpreted within the context of interactions and activities 

that occurred as part of Ll and L2 reading instruction of the 

transition process. I transcribed all videotaped sessions. 

The first five observations were transcribed verbatim and the 

rest of the tapes were transcribed selectively. The first 

observations were transcribed literally in order to identify 

the academic situations in which transition was implemented. 

The focus of the selective transcriptions was on the 

instances of Ll and L2 reading practices and on examples of 

the interaction between Ll and L2 reading practices and 
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instruction that occurred. This procedure was selected to 

ensure that the substantive observations were focused and to 

provide more time for data analysis. 

Phase Two 

In this second phase, the district's bilingual education 

coordinator, two school-site principals, two school-site 

coordinators, and the six bilingual teachers were interviewed 

and questioned. Transcripts of all the interviews were 

stored in HQ, and printed copies were kept in a binder in 

chronological order. Interviews and questionnaires were 

administrated after all observations. 

Bilingual Teachers' Questionnaires. Questionnaires were 

completed by the six bilingual teachers during the months of 

May and June, 1993. Addressed by the questionnaire was 

information concerning instructional features in the 

transition process, transition written guidelines, transition 

school-site policy, practices in LI and L2 reading class, and 

knowledge about assessment. The questions included were 

open-ended so as to encourage unstructured responses from 

teachers (see Appendix B). 

Researchers such as Bogdan & Biklen (1992) suggest that 

unstructured responses provide a focus by using some general 

questions to guide the discussion. The questions should be 

open-ended so as to permit the researcher to encourage the 

subjects "to talk and write in the area of interest," and 

then to probe more deeply, "picking up on the topics and 
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issues that the respondent initiates" (p. 97). In addition, 

this less-structured format also tends "to put the subject at 

ease, thus helping to elicit information that otherwise might 

not have been available" (Guthrie & Hall, 1984, p. 97). 

Administrators', Coordinators', and Teachers' Semi-

structured Interviews. The district's bilingual education 

coordinator, two school-site principals, and two school-site 

coordinators were interviewed about actual practice in LI and 

L2 reading class and its relationship to district transition 

policies. Each of these administrators in the second phase 

of the study was interviewed after all observations were 

completed. These interviews were conducted during the months 

of May and June, 1993. 

Using the Bogdan & Biklen (1992) model, the interviews 

were semi-structured and provided information about the 

transition process in that particular context and about the 

administrators' and teachers' understanding of the 

relationship between transition policies and actual practice. 

Specifically, in the semi-structured interviews and 

questionnaires, open-ended questions were used to explore the 

administrators' and teachers' interpretations of transition 

process practices. These questions clarified activities and 

behaviors that occurred as part of the LI and L2 reading 

class including their possible relationship to transition 

policies and clarification of any discrepancies between what 

the teachers' written responses in the questionnaire and 
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administrators' responses in the interviews and observations 

made by the researcher in the class sessions. All interviews 

were audiotaped and transcribed. 

Analysis of Data 

Analysis of data explored ways in which teachers and 

administrators implement a transition process in the 

bilingual classrooms, their LI and L2 reading practices, and 

their ideas about the relationship between transition 

policies and instruction issues. 

Analyses of data were carried out at two levels. One 

level focused on a specific description and interpretation of 

observations of implementation of transition from Spanish 

reading to English reading programs in bilingual classrooms 

of six bilingual teachers from two schools. A more focused 

level of analysis was done on written and oral responses of 

the district's bilingual education coordinator, two school-

site principals, two school-site coordinators, and the six 

bilingual teachers. All were interviewed and questioned 

about their transition process implementation perceptions. 

This second analysis expanded the description and 

interpretation by focusing on administrators' and teachers' 

particular views of transition implementation .in their 

classrooms and the way in which they make sense of specific 

instructional issues about the policy implementations of the 

transition process. 
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Because of the use of multiple sources of data 

collection, data were analyzed concurrent with data 

collection. This allowed for reflection about the 

information and the opportunity to develop new and more 

meaningful lines of inquiry while the process of data 

collection was still under way (Bogdan & Biklen, 1992). 

Focused Analysis 

As a first step in analysis, the data from the 

observations were read, in order to identify patterns and 

common themes that could provide the beginnings of a picture 

of transition implementation in six bilingual classrooms. In 

order to classify and differentiate the data in this manner, 

coding strategies suggested by Bogdan and Biklen (1992, pp. 

157-161) were used. These strategies emphasized the 

significance of exploring various dimensions of meaning in 

the data, from general information on the setting to the 

views and understanding of the informants. 

The second step at this stage of data analysis was to 

examine responses to the teachers' questionnaires and 

administrators' interviews. The responses were classified 

according to teachers' and administrators' descriptions of 

how they implement transition process from Spanish to English 

reading, how they teach LI and L2 reading, and how they 

assess this process. 

Because the intention at this level of analysis was to 

identify specific transition practices and interpret them by 
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comparison with other teachers' practices within each school, 

commonalities and differences among teachers at each school 

were noted in analytic memos. 

Then, through follow-up observations, teachers' 

questionnaires, and administrators' interviews, answers to 

the initial questions were explored and preliminary ideas 

about what was observed were clarified. Thus, the process of 

concurrent data collection and analysis allowed a further 

understanding of occurrences in the sessions. 

The focus of the analysis was on constructing a specific 

picture of the setting and class activities. By reading the 

data line by line and by searching for words and phrases that 

reflected patterns in the information, I developed general 

categories such as the kinds of LI and L2 reading 

assessement, the teachers' perspective on LI and L2 reading 

instruction, the curriculum elements of transition used, 

Spanish and English language used, Spanish and English 

reading methods used, and the physical setting. 

Under the category of LI and L2 reading assessment, for 

example, I listed the ways in which the bilingual teachers 

assessed LI and L2 reading in the individual schools. 

Although there were similarities, each teacher demonstrated 

an individual character in terms of the LI and L2 reading 

practices, the ways in which teachers assessed—formally or 

informally— LI and L2 reading assessment instruments, and 

their reasons for assessing. 
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The category "LI and L2 reading instruction and Spanish 

and English reading methods used" included instances where 

teachers expressed their understanding of bilingual reading 

process and method. For example, in talking to the first 

grade teacher in School A about how she teaches Spanish 

reading in her classroom, she provided specific examples and 

explained how she implemented instructional techniques: 

"Primero es importante que los ninos conozcan el nombre 

de las letras en espanol, luego escribo en flash-cards 

palabras de dos, tres, cuatro y cinco siiabas y hago que 

los nihos las aprendan. Ademas, trato que los ninos 

apendan a leer usando el sonido de las letras." 

(First, it is important that the children know the name 

of the Spanish letters, then, I write in flash-cards 

words of two, three, four, and five syllables and I do 

that so the children can learn them. Also, I try to 

teach so that the children learn to read using the sound 

of the letters.) 

The category "curriculum elements of transition used" 

included the materials used in the class. For instance, in 

most classrooms, Spanish and English basal readers and 

workbooks were used for reading. 

The category "Spanish and English language used" 

included the analysis of the type or level of language 

dimension such as pronunciation, grammar, and vocabulary 

(Cummins, 1979) used by bilingual teachers in the classrooms. 
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The category "physical setting" refers to the material 

and objects around the classroom that suggested literacy 

development. For instance, most classrooms had Spanish or 

English books with reading programs, Spanish and English 

dictionaries, bilingual signs, and displays of students' 

written work. 

Data collected from observations were compared to 

teachers' responses to the questionnaires and administrators' 

responses to the interviews in terms of instructional 

routines, curriculum used, and instructional methods. This 

comparison identified any differences between the 

researcher's and the teachers' and administrators' view of LI 

and L2 reading instruction and transition process. 



CHAPTER 4 

RESEARCH FINDINGS AND ANALYSIS OF DATA 

In this chapter, the research findings of the study are 

presented and discussed. The findings are based on classroom 

observations and on responses to interview questions and 

questionnaires. Findings are presented for each phase of 
.i 

research. First, findings from classroom observations in the 

six classrooms are presented by categories. 

The basic question examined through classroom 

observations was: What are the curriculum elements of the 

transition policy in actual practice? Anecdotal evidence 

from classroom observations is presented for the following 

categories: (a) LI and L2 reading assessment, (b) LI and L2 

reading instruction and Spanish and English reading methods 

used, (c) Spanish and English language used by the teachers, 

and (d) physical setting. In the second phase, finding from 

interviews and questionnaires are presented (Tables 2-11) for 

each research question. 

Findings from Classroom Observations 

The focus of this first phase is to describe LI and L2 

reading practices and to find examples of the interaction 

between LI and L2 reading practices and instruction that 
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occurred in the bilingual classrooms. The findings of this 

phase are presented by categories. 

LI and L2 reading assessment 

Although each bilingual teacher, when interviewed, 

mentioned important factors to consider in LI and L2 reading 

and therefore in assessing LI and L2 reading performance, 

only one implemented them in practice. Teacher A (grade 1, 

School A) discussed how she works with the cultural and 

experiential background knowledge of students, with the 

students' language and literacy skills in Ll and their 

ability to transfer them to L2 as well as with the ways she 

develops understandings of the text and about their own 

process of reading in L2. She explained, "As a teacher you 

need to adapt instruction to this reality." For example, she 

uses oral questioning to explore students' rationale for the 

answers they give, to make her students aware of their own 

thinking process, to nurture the development of critical 

thinking skills, and to learn about the students' different 

cultural and experiential knowledge that they bring to their 

reading. 

The other five teachers hardly seemed to integrate these 

factors into their practice; when they did, it was very 

limited. Observations of teacher D's (grade 3, School A) 

class did not reveal ways in which she considered any of the 

factors important to her for Ll and L2 reading. She reported 

concern about the lack of critical thinking skills the 
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students possess. She explained that, at their grade level, 

she focuses on comprehension skills, but students demonstrate 

a great deal of difficulty in these. She stated, 

These kids do not understand what they read, they 

answer my questions 'como un papagayo' [like a parrot]. 

I am worried about that because also then their writing 

skills are very low. I see comprehension to be very 

related to the ability to write but they do not like to 

write. . . . To help them in comprehension I work on 

dictionary skills. It is important for them to 

understand what they read in the dictionary because this 

is a skill that they will need for the rest of their 

lives.... I also emphasize the use of context clues 

to help them in comprehension. So that using the 

context of what they read they can decipher the meaning 

of a particular word. . . . I do not focus so much on 

language arts or phonics. 

Although Teacher D stated that she emphasized comprehension 

and context clues over phonics, during three class 

observations, she used phonics and worked on vowel and 

consonant sounds to help her students to improve L2 reading 

proficiency. 

A discontinuity was observed between teachers' 

perceptions about LI and L2 reading and the type of 

assessment that they used. All teachers talked about reading 

as an interactive process, about the importance of 
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considering a variety of factors relevant to LI and L2 

reading, and about stressing higher level comprehension 

skills in their instruction and assessment. However, 

teachers B (grade 2, School A), C (grade 1-2, School A), D, 

and E (grade 1, School B) relied exclusively on the basal 

reader test, which is product-oriented and mainly measures 

lower level comprehension skills to assess LI and L2. 

Teacher C explained that she follows this routine 

because that is what is expected of her by her principal and 

that is the only way she can complete the prescribed 

curriculum. She explained: 

We need to complete the objectives of this curriculum. 

This is what is required of us. This basal reader has 

been imposed and it has a number of books these kids 

have to complete in a year. My job is to make sure that 

the objectives are met and that they complete the books. 

This of course is difficult because the students are so 

behind. 

Teacher D also relied heavily on the assessment provided 

by the basal reader. She reported: "These tests mainly 

assess literal comprehension skills following a multiple 

choice format." The quizzes that she constructed also test 

literal comprehension skills. The format of her teacher-made 

tests varied and included yes/no items, fill-in-the-blanks, 

and matching exercises. Her stated reasons for depending on 

the tests of the basal reader were similar to those of 
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teacher C, i.e., they are required of her, easy to correct, 

and they save time. 

LI and L2 reading instruction and Spanish and English reading 

methods used 

The six bilingual teachers were asked when and how they 

do reading transition, and all answered that they did not 

know how and when to do that. 

The Spanish reading methods used in the classrooms by 

all bilingual teachers were observed, and all classroom 

teachers were asked about their methods. All (n = 6) 

answered that the Whole Language process is used to present 

Spanish reading instruction. But, the researcher observed 

that the Spanish reading method used by bilingual teachers A, 

C, and E was the phonics approach. The following interaction 

was observed in teacher A's first grade class. 

Teacher: (She is teaching Spanish reading with a 

group of six children and is showing 

flash cards.) cQu6 dice aqui? (el) 

(What does it say here? (he)). 

Child: a...m. 

Teacher: No, fijate bien. Aqui dice: eeee...llll 

La primera letra es 'eeee' y la segunda 

'111111'.... Ahora repitela tu. 

(No, pay attention. Here says: eeee...Ill 

The first letter is 'eeee' and the second 

'111111' .... Now you repeat it). 
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Child: el. 

(he) 

Teacher: Ahora que dice aqui (teacher shows a flash 

card: con). 

(Now what does it say here?) 

Child: pppp... a no dice 11111... eee.... 

(PPPP— a h n o says 11111 eee...). 

Teacher: No, mira cada letra la primera icual es? 

(No, look at each letter the first one. Which 

is it?). 

Child: Es la letra: pe. 

(It is the letter: p). 

Teacher: No, es la letra: kkkkkk... Es la letra: 

ce. La segunda es la letra: ooooo. Y la 

ultima es la letra: nnnnnn es la 

letra: ene. 

(No, it is the letter: kkkkkk... It is the 

letter: c. The second is the letter; oooo. 

And the last letter is: nnnnnn.... it is the 

letter: ene). 

This teacher integrated the sound of the letter and its 

name. This approach was also used in writing and spelling 

activities. 

Teacher: (She is dictating vocabulary words to the 

children on the board) LUCIERNAGA. 

Child: (Writes) LUSENAGA. 
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Teacher: No, fxjate bien. LUCIIIIIIIERRRRR. .NAGA. 

(No, pay attention). Firefly 

Child: (Writes) LUSIENAGA. 

Teacher: No, que letra falta en la palabra: 

LUCIERRRRRRRRRRNAGA. 

(No, what letter is missing in the word?) 

Child: (Writes) LUSIERNAGA. 

Teacher: Muy bien, solo en vez de la letra ese es 

la letra ce. 

(Very good, but instead of s is letter c). 

Teacher C emphasized meaning in all the reading 

activities. She constantly asked students to define words, 

brainstormed ideas about vocabulary words, and used gestures 

and pictures to illustrate meaning. In phonics lessons she 

presented the sounds in the context of words and sentences 

and discussed their meaning as part of the lesson. For 

example, in a phonics lesson of beginning and ending sounds 

she explained: 

pen has the 'n' sound at the end. A pig pen is a 

place. It is a "corral" where they put pigs. . . . When 

it rains really hard the word we use is that it pours 

because pouring is like the clouds taking a glass and 

going crash. . . . You can also pour water into a 

glass. 

As part of another phonics lesson on vowel sounds, this 

teacher stated: 
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so this word is "bed". What is the meaning of bed? 

There is a big difference, right? If you are bad, your 

mother may send you to bed. But, if you are in bed, 

your mother will not send you to bad. This last one 

does not make any sense does it? 

Even though she identified herself as a whole language 

teacher, teacher C did not consider herself a purist. She 

explained that in L2 instruction "you need to know a variety 

of methods and be flexible because there is such a variety of 

cultures, socioeconomic backgrounds, and literacy experiences 

represented in the classroom. As a teacher you need to adapt 

instruction to this reality." Therefore, she likes to use 

different materials and a combination of instructional 

methods, which provide a lot of language experiences for the 

children; she also uses more structured teaching of phonics 

and grammar. 

Teacher C asserts that, in L2 instruction, it is 

important to use what students know in the LI and what they 

know from their experience and background, as well as to 

establish a good phonics base. For teacher C, the teaching 

of decoding skills and rules of phonics will allow students 

to become independent readers as long as these skills are not 

presented in isolation but within a language rich and 

meaningful context. She states: "When they read and 

encounter a word they should be able to decode, I ask them to 

go back and remember the rule and apply the rule and sound 
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the word out. . . . You need to take those young bilingual 

learners and make those responses in English become 

automatic." 

Bilingual teachers used and integrated diverse Spanish 

reading approaches, including Phonics, Syllabic Method, and 

Sight Words. It is interesting to note that Language Arts 

subjects included Spanish reading and writing activities. 

However, none of the six educators taught Spanish grammar. 

Spanish and English language used 

This category analyzed the level of Spanish and English 

language dimension used by bilingual teachers in the 

classrooms. Four bilingual teachers showed some deficiencies 

in the second dimension of Spanish language proficiency, 

called CALP (cognitive academic language proficiency). These 

teachers evidenced deficits when they used Spanish vocabulary 

in the content areas. 

The following mathematics activity was observed by the 

researcher in School A, grade 2 (teacher B). This lesson 

illustrates the language used during instruction and the 

dimension of the teacher's Spanish language proficiency. 

Teacher: Ahora es trabajo de matematicas. Estudiamos 

la clase pasada mayor a menor en las 

fracciones. Ahora vamos a sumar y restar 

fracciones. 

(Now is mathematics time. The last class we 

studied more than and less than in fractions. 
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Now we are going to add and subtract 

fractions.) 

Teacher points to the following pairs of fractions 

displayed on the overhead projector: 

1/12 1/12 1/12 1/12 1/12 

Teacher said of the first pair of fractions: 

Un doce y un doce es igual a dos doces. 

(One twelfth and one twelfth is equal two 

twelves.) 

Teacher wrote the answer: 2/12 

Teacher then referred to the next pair of fractions: 

Teacher: Un doce y un doce y un doce es igual a tres 

doces. 

(One twelfth and one twelfth and one twelfth 

is equal three twelfths.) 

Teacher then wrote the answer: 3/12 

Teacher: Entonces dos doces y tres doces ccu&nto es? 

(Then two twelfths and three twelfths . How 

much is it?) 

Children: Arriba es cinco y abajo veinticuatro. 

(Above is five and below is twenty-four.) 

Teacher: Los numeros de arriba se simian pero los de 

abajo no se suman. El numero nos dice 

cucintos pedazos hay. Ahora en la resta los 

vamos a qui tar los de arriba pero los de aba jo 
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quedan igual. Tomen ahora su libro de 

matematicas para resolver algunos problemas. 

(We have to add the above numbers but the 

below numbers we do not have to add. The 

number is telling us how many pieces are 

added. Now in subtraction we are going to 

take the above numbers off but the below 

numbers remain the same. Take now your 

mathematics textbook to solve some problems.) 

In this fraction class, teacher B uses the common 

concepts: "arriba y abajo" (above and below), instead of the 

mathematics concepts of "numerator" and "denominator," 

respectively. 

Spanish language deficiency was also demonstrated in 

other content area instruction. Science classes are taught 

for approximately one hour each day. Bilingual children were 

taught in Spanish in four bilingual classrooms. Two other 

bilingual teachers used English as the primary language to 

teach science class. The researcher recorded this activity 

in School A, grade 1-2 (Teacher C). This lesson illustrates 

the language used during instruction and the dimension of the 

teacher's English and Spanish language proficiency. 

Teacher: Now we will see the four food groups. What 

are the four food groups? 

Children: (No one answered.) 
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Teacher: They are bread and cereal, fruit and 

vegetables, milk, and meat. Then the teacher 

wrote on the board the four food groups and 

examples from each group. 

On the board: 

Bread/Cereal Fruit/Vegetable Milk Meat 

eggs 

fish 

chicken 

sausage 

pork chops 

pancakes bananas ice cream 

cereal cherries cheese 

pasta apples butter 

waffle carrots 

muffins celery 

green beans 

Teacher: Do you know the Spanish meaning of each word? 

Bread? 

Children: Pan. (Bread.) 

Teacher: Bananas? 

Children: Pl&tanos. (Bananas.) 

Teacher: Apples? 

Only one child: Manzanas. (Apples.) 

(There were some English words for which neither the 

teacher nor the children knew the Spanish equivalent: 

celery, green beans, sauce, and pork chops.) 

Teacher: Take a piece of paper and write down the 

four food groups. 

Child: Do we write in Spanish or English? 

Teacher: In English. 
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Teacher C used taught the science class in English, 

instead of using Spanish. However, teacher F (grade 2, 

School B) taught the same lesson in Spanish. Using only the 

English language to teach content subjects demonstrated 

teacher C's low level of Spanish language proficiency. The 

use of Spanish or English language to teach content subjects 

was not dictated by any kind of curriculum. The language 

used was determined by the level of Spanish or English 

language proficiency of the bilingual teachers and not by any 

Spanish or bilingual curriculum developed in this district. 

Bilingual classes at both sites spend approximately two 

hours in the language arts class and 1.5 hours in the Spanish 

reading program. But, one bilingual class spends this time 

to teach English grammar and English reading with half (n = 

10) of the students in the group. The researcher observed 

the following activity in School A, grade 3 (teacher D). The 

lesson is included here to illustrate the teacher's Spanish 

and English vocabulary level. 

Teacher: Now we will read "The Butterfly and the 

Moth." The teacher then asked the 

students to name a good introduction to 

this reading. 

Children: (No answer.) 

Teacher: A moth is like a butterfly. 

Child: What is a moth? 
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Teacher: (after looking up the word in a Spanish-

English dictionary) A moth is a 

polilla. 

Children: (Still confused about the meaning of 

moth.) Polilla is not like a butterfly. 

Researcher: In Spanish we have two words meaning 

moth: polilla y palomilla. In this 

context palomilla means moth. 

Child: Ah si, en mi casa hay muchas palomillas. 

(Oh yes, in my house there are a lot of 

moths.) 

Child: En la noche hay muchas en los focos. 

(In the night there are a lot of them 

around the lights.) 

Teacher: (wrote on the board) The moth and the 

butterfly are alike in many ways, but 

they are not the same. 

This activity illustrates the lack of knowledge of 

Spanish content vocabulary. Teacher D did not know the real 

meaning of the Spanish word "palomilla" and this produced 

confusion in conceptually understanding the difference 

between butterfly and moth. This deficiency cannot 

facilitate the transference process of one language into 

another. Concepts learned through content material in LI may 

be transferred to L2, and vice versa, when L2 proficiency is 

sufficiently developed to allow the child to understand and 
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use the vocabulary of the particular content material, i.e., 

when a threshold level of language proficiency has been 

reached in L2. For example, the Hispanic child who has 

learned language arts concepts in Spanish would be able to 

understand and use those concepts in English when English 

language proficiency was sufficiently developed, without 

having to relearn the same concepts in English. However, 

when the bilingual children misunderstand concepts in Spanish 

and English and LI is not maintained, but is being supplanted 

by L2, a condition of "semilingualism" often happens 

(Cummins, 1979). 

Teacher F showed more competence in teaching English 

reading instead of Spanish reading. She based instruction on 

the district's required series and strictly followed the 

guidelines and activities suggested in the teacher's manual. 

She explained her dependency on the teacher's manual: 

I am not as proficient in Spanish as I am in English. 

I am always very aware of correct pronunciation and the 

need to use the verb tenses correctly and the series 

manual makes me feel more secure about what I am 

supposed to say. In English, I am able to do more 

creative things because I feel more at ease with the 

language. Although I am fairly proficient in Spanish, I 

know I have to still improve and develop more security 

in teaching the language and reading it. 
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The development of reading skills in English is also 

facilitated by the transfer of LI language and literacy 

awareness skills to L2. Teacher F expected that students 

would learn the sounds in Spanish first and then transfer 

that knowledge to English. She facilitated that transfer by 

"using what they know in Spanish to teach them in English." 

An example of this in practice was the translation into 

Spanish of words and phrases and her questions. The teacher 

did not go beyond the translation to explain similarities and 

differences between LI and L2 and she did not use the 

students' background knowledge to deepen their 

understandings. 

These four bilingual teachers showed deficiency of high 

levels of Spanish language proficiency. Their inability to 

develop and maintain academic concepts and language skills in 

their students' first language hampered the creation in their 

children of a foundation for learning in the second language. 

Without that foundation in LI the second-language learner 

will find it difficult, if not impossible, to learn the 

cognitive/academic skills required in school. 

Physical setting 

The kinds of learning materials and activities used in 

the transition programs at the two sites were also examined. 

The six bilingual teachers were asked to describe the kinds 

of learning materials, learning approaches, and activities 

used in their transition program (see Table 1). Teachers 
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were also observed so that the researcher could report on the 

learning materials used. The learning materials and 

activities were divided into four categories: (a) those used 

within transitional English reading, (b) those used within 

ESL, (c) those used within Spanish reading, and (d) those 

used within other subjects. 

Transitional English learning materials and approaches. 

The highest percentage of subjects (66.66%) reported using 

the Language Experience Approach and the Sheltered English 

Approach in content areas (50%). However, no English 

transition reading series or kits to deliver these approaches 

were reported or observed. Bilingual teachers used picture 

books and juvenile literature to introduce English reading to 

the students rather than any transitional English learning 

materials. 

ESL learning materials and approaches. Four kinds of 

ESL learning materials and activities were reported by the 

classroom teachers (see Table 1). The highest percentage of 

classroom teachers reported using the following ESL learning 

materials and activities: (a) Total Physical Response (TPR) 

(66.66%), (b) Language Experience Approach (50%), and (c) 

Sheltered English (50%). However, no English transition 

reading series or kits to deliver these approaches were 

reported or observed. 

Spanish reading materials and approaches. Classroom 

teachers reported using three types of learning materials and 
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activities (see Table 11). The three learning materials 

cited and observed were (a) Houghton-Mifflin Basal Spanish 

Reading Series (33.33%), (b) Harcourt Brace Jovanovich Basal 

Spanish Reading Series (33.33%), and (c) Scott, Foresman 

Basal Spanish Reading Series (33.33%). 

Other subjects, materials and approaches. Half of the 

classroom teachers (50%) reported and were observed using 

Sheltered English in content areas (science, social studies, 

health, art, and physical education). Also, it is 

interesting to note that no bilingual classrooms had a 

Spanish dictionary; they had only Spanish-English 

dictionaries or English dictionaries. Teachers did not need 

to use Spanish dictionaries because they used only basic 

Spanish vocabulary in their lectures. 

Table 1 

Learning Materials, Learning Approaches and Activities Used 

in Transition Programs as Reported by All Classroom Teachers 

Learning materials Respondents Responses 

and activities % n 

Within transitional English 

Language Experi- 66.66 4 

ence Approach 

Sheltered English 50.00 3 

Approach in con-

tent areas (table continued) 
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Learning materials Respondents Responses 

and activities % n 

Within transitional English 

District crite- 16.16 1 

rion reference 

tests of English 

reading skills 

Within ESL 

Total Physical 66.66 4 

Response (TPR) 

Language Experi- 50.00 3 

ence Approach 

Sheltered English 50.00 3 

Natural Language 33.33 2 

Approach activities 

Within Spanish reading 

Spanish litera- 100.00 6 

ture books 

Houghton-Mifflin 33.33 2 

Spanish Basal Readers 

Series 
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Learning materials Respondents Responses 

and activities % n 

Within Spanish reading 

Harcourt Brace Jovan- 33.33 

ovich Spanish Basal 

Readers Series 

Scott, Foresman 33.33 

Spanish Basal 

Readers Series 

Within other subjects 

Content areas in 50.00 

Sheltered English 

(science, math, 

health, art, and 

P.E.) 

N = 11 

Classroom teachers were asked to report their rationale 

for using the materials they chose, to determine if they 

considered materials to be practical, well organized, and 

detailed. They most often cited the following reasons: (a) 

"high quality practical materials" (33.33%), (b) "teachers 

had input on selection of materials" (33.33%), and (c) "ESL 
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materials reflect Natural Language Approach vs. Grammar 

Approach" (33.33%). 

When the bilingual teachers were asked what kind of 

reading approaches they used to teach Spanish reading to the 

children, all bilingual teachers answered "Whole Language 

Approach." However, the researcher noted that the Spanish 

reading materials used in their classrooms were Phonics, 

Syllabic, and Sight Words activities. In my opinion, this 

inconsistency between practice and answers seemed to be due 

to pressure from administrators to standardize" Spanish 

reading methods. This pressure was evident in the 

requirement to use one reading approach (Whole Language) for 

all different programs in this school district. However, the 

Spanish reading materials used in the bilingual classrooms 

did not reflect the Whole Language Approach. 

Findings from Interviews and Questionnaires 

In this second phase, the district bilingual education 

coordinator, two school-site principals, two school-site 

coordinators, and the six bilingual teachers were interviewed 

and questioned. The focus of this phase was to know how 

administrators and teachers implement transition process from 

Spanish to English reading and how they rationalize this 

process. Findings, from interviews and questionnaires are 

presented for each research question (see Tables 2-11). 
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Findings for research question 1 

How does the Denton Independent School District design 

and justify the transition policy in its bilingual education 

programs? 

One typical component in the transition process of 

bilingual education programs is the policy bulletin. 

Educators often describe their policy bulletin guidelines as 

a hybrid between instructional components and assessment 

criteria, often containing both instructional methods and 

evaluation criteria. 

The district bilingual coordinator, two school-site 

principals, and two coordinators were asked to list the key 

components of their transition policy. This research 

question was posed to coordinators and administrators, rather 

than to teachers, because they possess the theoretical domain 

of transition policy implementation, and also carry out its 

implementation in the district and in the schools. All 

interviewees reported that the district lacked the same three 

key components: (a) a district transition handbook; (b) 

specific district transition guidelines; and (c) Spanish 

reading/writing minimum achievement criteria. In addition, 

the majority (80%) listed, as a key component, the use of the 

Language Experience Approach/Sheltered English/Total Physical 

Response/and Natural Language Approach in ESL (see Table 2). 
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Table 2 

Description of Key Curricular Components of a District 

Transition Policy Reported by Bilingual Coordinators and 

School-Site Principals 

Key curricular components Respondents Responses 

of a district policy % n 

District transition 100 5 

handbook 

Strict, specific 100 5 

district transition 

guidelines 

Spanish reading/ 100 5 

writing language minimum 

achievement criteria 

Use of Language Experience 80 4 

Approach/Sheltered English/ 

Physical Response/ and 

Natural Language Approach 

in ESL 

N = 11 

The information displayed in Table 1, demonstrated the 

clarity among district administrators about state, district, 

and school-level transition policy that should be implemented 

in bilingual classrooms. However, the administrators 
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admitted that no formal transition process existed. Rather 

as one administrator stated, "We lack a structured, specific 

district transition policy with specific materials." 

Nevertheless, administrators recognized the need to develop 

and design a transition policy. One school-site coordinator 

stated, "We lack a specific transition policy to implement in 

our bilingual classrooms. The bilingual experts need to 

create a Spanish-English curriculum that facilitates the 

transition process into the English language." 

The lack of a specific transition policy -in this 

district appears to be based on two factors: 1) English 

language learning is given priority in bilingual children's 

instruction and 2) the predominant dimension of Spanish 

language used in academic tasks by teachers is BICS (basic 

interpersonal communicative skills). As one principal 

stated, "The level of Spanish proficiency of our teachers and 

administrators is in Basic Interpersonal Communication 

level." 

All 11 subjects were asked to report the reasons 

(rationales) for the need to have a policy bulletin on 

transition. All responded that a policy bulletin is a 

necessity and cited two reasons: (a) policy bulletins at the 

district and school-site levels provide clarity and 

consistent implementation for transition of instructional 

components and assessment criteria and (b) structured, 

specific curricular components reflect the transition goals 
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and objectives by strengthening Spanish and ESL skills. An 

administrator declared, "We cannot say that we are 

implementing a transition process in our schools without an 

explicit transition policy. Having a written transition 

policy will help us to have a clear idea of where we want to 

go." In my opinion, administrators have failed to develop an 

official transition policy because there is a political and 

social pressure to teach and learn the English language 

rather than the Spanish language. 

The administrators also demonstrated close agreement in 

their rationale for having written goals and objectives (see 

Table 3). 

Table 3 

Rationales for Goals and Objectives as Reported by District 

Bilingual Coordinators and School-Site Principals 

Rationales for Respondents Responses 

objectives and goals % n 

Build on previ- 100 5 

ously learned LI 

skills in L2 

reading 

Implement a con- 100 5 

sistent district 

transition policy 

(table continued) 
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Rationales for Respondents Responses 

objectives and goals % n 

Develop LI and L2 100 5 

CALP in English 

and Spanish 

Strengthen Spanish 60 3 

and English read-

ing skills/content 

area skills prior to 

reclassification 

Not all staff 100 5 

understands goals of 

bilingual transition 

The data for this research question also revealed 

clarity about the importance for these administrators of 

state, district, and school-level transition goals, 

objectives, and program features to the successful 

implementation of a formal, transition policy. When the five 

administrators were asked about their formal transition 

policy, all responded that they had no formal transition 

policy, but they identified the characteristics of a formal 

transition process listed in Table 4 below. 

There was close agreement about characteristics of the 

transition policy. All administrators reported consistent 

district transition characteristics: 1) we need to develop 
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high cognitive level in both languages, 2) we need to develop 

LI skills before we introduce L2 reading, and 3) the 

interdependence between LI and L2 results in a rapid transfer 

of reading skills in bilingual education programs. However, 

all stated that they had a lack of the knowledge and ability 

to implement these characteristics in a written form and 

specially to execute it in a particular bilingual classroom. 

An administrator stated: "We have all theoretical elements to 

make a written transition policy. However, I lack a good 

Spanish language proficiency and most of the administrators 

don't speak Spanish well." 

Table 4 

Characteristics of the Transition Process as Reported by 

District Bilingual Coordinators and School-Site Principals 

Characteristics of the 

transition process 

Respondents 
% 

Responses 

n 

Structured, specific 

district transition 

policy with specific 

materials 

100 5 

Clarity of transition 

bilingual goals and 

components features as 

understood by teachers 

80 4 

N = 11 
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Findings for research question 2 

How does each school implement the district's transition 

policy? 

This research question explored the school-site policy 

on transition criteria as reported by all subjects (N = 11). 

First, this question examined the consistent use of school-

level transition criteria and assessment before adding 

reading in English. To gather the data for this research 

question, the district's formal school-site policy on 

transition criteria was investigated. All educators reported 

that they lacked a specific school-site policy on transition, 

as well as a district policy. However, they reported some 

transition criteria elements. Some of these criteria 

elements included: (a) pupils must score at Grade 3 in 

district Spanish reading mastery test and Level 3 on the 

district English oral language assessment before transition 

to English reading (81.81%), (b) teacher's observations 

(72.72%), and (c) a good student academic performance 

(72.72%), as shown in Table 5. 

When the bilingual classroom teachers were asked the 

value of having written guidelines, all six subjects gave 

these reasons: (a) detailed/specific transition guidelines 

help to implement the transition process better and (b) high 

first-language (Ll) success equals high second-language (L2) 

success. 
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Table 5 

bv All Educators 

Key curricular 

components 

Respondents 
% 

Responses 

n 

Use district tran-

sition handbook 

with specific cri-

teria/activities 

0 11 

Score at Grade 3 

in district Spanish 

reading mastery test 

and Level 3 on dis-

trict English oral 

language assessment 

81.81 9 

Transition English 

reader series/pass 

72.72 8 

Teacher's observa-

tion 

72.72 8 

Score at Grade 3 

in district English 

student academic 

performance 

72.72 8 

N = 11 
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Educators were also asked to specify the school-site 

policy for adding English reading (L2) (see Table 6). No 

educators reported consistency between the school-site policy 

and the district policy. Also, none of the educators 

reported having a "consistent transition policy in all 

schools of the district." Neither of the school sites has 

any written Spanish reading/writing transition policy. 

However, all educators reported consistency of the assessment 

elements to make the transition. All educators listed 

teacher opinion and level 3 on English Oral Language Test 

(LAS) as two fundamental elements that a formal school-site 

policy on transition criteria should contain. 

Table 6 

Description of Formal School-Site Policy for Transition 

Criteria as Reported by All Educators 

School-Site policy 

transition criteria 

Respondents 
% 

Responses 

n 

School-site policy 

same as district 

11 

Consistent transition 

policy in all schools 

in district 

11 

Score/grade in Spanish 

reading/writing 

11 

(table continued) 
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School-Site policy Respondents Responses 

transition criteria % n 

Score/grade in Spanish 100 11 

reading/writing and 

Level 3 on English 

Oral Language Test 

(LAS) 

Score 80% on Spanish 100 11 

reading test and 

teacher opinion 

N = 11 

Educators related no consistency in the transition 

practice. As one teacher explained, "Each bilingual teacher 

is responsible for implementing the transition process in her 

own words because we lack guidelines." However, all 

educators reported consistency in the transition assessment 

elements. Reported one teacher: "Maybe we are not in 

agreement about the techniques used in our bilingual 

classrooms, but our evaluation techniques are very specific." 

The assessment practices identified in this study 

suggest that administrators and teachers in bilingual 

classrooms used a variety of assessment instruments and 

processes to assess LI and L2 language. The assessment 

required by the administration generally consisted of formal 

instruments, such as standardized achievement language tests. 

Teachers also used a variety of informal tests and 



98 

techniques, including teachers' opinion and scores in content 

subjects. 

Also, this research question examined the role of 

primary language literacy before transitioning to English 

reading. Subjects were asked to describe and evaluate the 

exact point in their bilingual program in which English 

reading (L2) is added {see Table 7). 

Table 7 

Description of Formal School-Site Policy for the Addition of 

English Reading (L2) by All Educators 

When English Respondents Responses 

reading is added % n 

English Language 81.81 9 

Assessment Scales 

(LAS) score 75% 

Spanish reading 81.81 9 

level at grade 

level 

N = 11 

Most of the educators (81.81%) reported passing English 

LAS test (score at 75%), and Spanish reading level at grade 

level 3 before adding English reading (L2). These findings 

suggest a common understanding of a policy. The sentiments 

of all educators were voiced by one teacher: "It is 
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important to have common assessment practices to avoid 

conflicts with the parents and the school." These common 

assessment practices operated like an unofficial transition 

policy. 

Research question 2 also emphasized the importance of 

the differentiation between transition and reclassification. 

Educators demonstrated a clear understanding of the 

difference between the terms. Table 8 lists the definitions 

given by all subjects for transition and reclassification. 

Table 8 

Definitions of Transition and Reclassification as Reported by 

All Educators 

Definitions Respondents 
% 

Responses 

n 

Transition 

Addition of English 

reading while main-

taining in Spanish 

72.72 

Beginning to read 

in English after 

only reading in 

Spanish 

72.72 

Dual English and 

Spanish reading 

63.63 

(table continued) 
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Definitions Respondents 
% 

Responses 

n 

Transition 

Move to L2 read-

ing in bilingual 

program 

54.54 6 

Becoming a Fluent 

English Profi-

cient (FEP) student 

100.00 11 

Pass district 

reclassification 

criteria to exit 

bilingual program 

0.00 11 

Reclassification 

Exit bilingual 

program to become 

a FEP 

63.63 7 

Fluent orally and 72.72 8 

written on stan-

dardized math and 

reading tests in 

English and Span-

ish at grade level 

skills 

N = 11 
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For transition, the highest percentage of respondents 

(72.72%) listed both of the following: a) addition of 

English reading while maintaining Spanish and b) beginning to 

read in English after only reading in Spanish. Subjects 

reported over five definitions for transition—all 

appropriate. None of the subjects responded that LEP 

children needed to pass district criteria to add English 

reading. 

For reclassification, the subjects reported three 

definitions: "becoming fluent English proficient" (100%), 

"fluent orally and written on standardized math and reading 

tests in English and Spanish at grade level skills" (72.72%), 

and "exit bilingual program to become a Fluent English 

Proficient student "(63.63%). 

When asked if students must meet some district 

reclassification criteria to exit a bilingual program, all of 

the educators responded negatively because no formal district 

reclassification criteria exists. However, all educators (N 

= 11) reported appropriate definitions of reclassification. 

Thus, all subjects demonstrated a clear understanding of the 

difference between transition and reclassification. 

Educators showed a theoretical knowledge about the concepts 

of transition and reclassification, however all subjects 

manifested deficits in the practice implementation of them in 

bilingual classrooms. 
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Another factor of analysis in this research question was 

the time each LEP student spent in transition before 

reclassification. The time identified in transition ranged 

from a minimum of 2.3 years to a maximum of 3.2 yearsf with 

an average of 2.7 years. Thus, all schools reported an 

adequate amount of time in transition before adding formal 

English reading and reclassification. 

Also, all subjects (N = 11) were asked to report the 

adequacy and appropriateness of the period of time in 

transition. All of the subjects reported that the time spent 

was adequate and appropriate, despite the absence of a 

structured district transition program. 

Findings for Research Question 3 

What are the curricular elements in the process of 

transition from Spanish to English reading in bilingual 

classrooms? 

All subjects were asked to describe the instructional 

features or components in the transition policy in their 

bilingual education program. 

Key curricular components. 

When all subjects were asked to report instructional 

features or key components, they listed 11 different 

instructional components in the following four curricular 

areas: (a) Spanish curriculum, (b) ESL/Sheltered English, 

(c) transition curriculum, and (d) other curricular areas 

(see Table 9). 
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Table 9 

Description of Key Curricular Components in the Transitional 

Process of Bilingual Programs as Reported by All Educators 

Key curricular Respondents Responses 

components % n 

Within Spanish curriculum 

Spanish readers 100.00 11 

Spanish textbook 36.36 4 

publishers' read-

ing exit tests 

Within ESL and Sheltered English curriculum 

English oral lan- 100.00 11 

guage assessment 

instruments 

Sheltered English 72.72 8 

in content areas 

Language Experi- 72.72 8 

ence Approach sto-

ries 

Natural Language 54.54 6 

Approach ESL kits 

(table continued) 
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Key curricular Respondents Responses 

components % n 

Within ESL and Sheltered English curriculum 

Natural Language 54.54 6 

Approach in ESL 

Total Physical 45.45 5 

Response ESL 

approach 

Within transition curriculum 

District-specific 100.00 11 

report card 

grading policy 

Transitional 81.81 9 

readers 

Within other curricular areas 

Strong principal 81.81 9 

support 

N = 11 

It is interesting to note that six additional components 

were cited in the questionnaires, and all educators reported 

these as necessary but lacking. These transition curriculum 
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components were (a) district transition handbook, (b) 

district transition placement tests, (c) district commitment 

to transition criteria, (d) specific district transition 

guidelines, (e) district transition charts/lesson plans, and 

(f) district transition English teaching criterion reference 

tests. Within other curricular areas, the subjects cited 

strong principal support (81.81%) as a component. 

In summary, the majority of educators most often cited 

the following specific curricular components: (a) Spanish 

readers (100%), (b) English oral language assessment 

instruments (100%), (c) district-specific transition report 

card grading policy (81.81%), (d) transitional readers 

(81.81%), and (e)strong principal support (81.81%). 

When the educators were asked to report the reasons 

(rationale) for the curricular components in transition, all 

stated that it is important to strengthen skills in Spanish, 

Transition, and ESL prior to reclassification in specific 

curricular areas. 

In spite of the lack of a written policy, educators 

demonstrated strong support for primary language literacy and 

a certainty of theory on transition. The district bilingual 

coordinator generated this common agreement of instructional 

components of the transition process. Teacher A (grade 1, 

School A) declared, "Always when I have a problem or question 

about my work or when we differ about the implementation of 

any bilingual instructional activity, we can talk with the 
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district bilingual coordinator and that helps us to pull 

together." 

Transition criteria for Spanish language literacy and 

ESL oral proficiency. 

All educators were asked to report assessment 

(transition) criteria for Spanish language literacy and ESL 

oral proficiency of Limited English Proficient (LEP) 

students. Subjects reported six assessment criteria for 

transitioning, the most frequently cited of which were (a) 

"pass ESL Language Assessment Scales test (LAS)" (100%), (b) 

"ESL test-pass Level 3 of Language Assessment Scale test" 

(100%), and (c) "pass Spanish reading district criterion 

reference test" (45.45%) (see Table 10). 

The educators' references to Level 3 (out of a possible 

five levels, with Level 1 at the low end) reflected the 

publisher's minimum oral English proficiency level required 

for the intermediate fluency level. Educators agreed with 

the publisher that passing the ESL Language Assessment Scales 

(LAS) Test at Level 3 demonstrated minimum English oral 

proficiency. 

All teachers were asked to evaluate the effectiveness of 

the assessment criteria. The majority (72.72%) reported the 

criteria as adequate, and 27.27% as inadequate. Educators 
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Table 10 

Assessment Criteria for Spanish Language Literacy and ESL 

Oral Proficiency of Limited English Proficiency Students from 

Transition to Reclassification as Reported by All Educators 

Assessment criteria Respondents 
% 

Responses 

n 

Pass ESL LAS test 100.00 11 

ESL Test-Pass Level 

4 of LAS test 

100.00 11 

Pass Spanish reading test 

Aprenda(SAT version of 

Spanish): 40% 

45.45 

36.36 

5 

4 

Spanish version of Texas 

Academic Achievement 

Scale (TAAS): 40% 

27.27 

Standardized tests 90.90 10 

N = 11 

cited four reasons that the transition criteria were adequate 

and two reasons for inadequacy, as shown in Table 11. 
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Table 11 

Rationale for Effectiveness of Transition Criteria as 

Reported by All Educators 

Assessment Criteria Respondents Responses 

% n 

Reasons transition criteria in program are adequate 

Multiple criteria assess- 72.72 8 

ment instruments 

High level Spanish 72.72 8 

ensures high English 

skills 

Quality LI program 72.72 8 

LI success = L2 success 72.72 8 

Reasons transition criteria in program are inadequate 

Need more detailed Span- 54.54 6 

ish reading/writing oral 

test before transitioning 

Should raise minimum 27.27 3 

ESL test pass Level 3 

of LAS test 

N = 11 
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Three of four assessment criteria for effectiveness of 

transition mentioned in the last table are related to 

acquisition and development of LI before making the 

transition. Educators recommended a firm base in the LI 

literacy program before introducing English reading and 

instruction in the content areas. However, the district 

lacked specific written guidelines to help teachers implement 

transition from Spanish reading to English reading. One 

administrator stated: "Teachers expressed a need for more 

clearly defined procedures for adding English;reading and for 

exiting the bilingual program." 

Findings for Research Question 4 

How are Spanish reading programs implemented in the 

bilingual classrooms in terms of instructional practice? 

Six bilingual teachers were observed and also were asked 

in interviews to list the key components of instructional 

Spanish reading program implementation. 

Academic Daily Activities 

Six bilingual teachers were observed in their daily 

activities and different instructional components were noted 

in each bilingual classroom site. Figure 1 lists the daily 

academic activities of each bilingual classroom at both 

sites. 

All six bilingual classrooms spend the first thirty 

minutes of the morning (8:00 A.M. to 8:30 A.M.) with free 

reading time. During this period, the children were observed 
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reading different kinds of books in English or Spanish. All 

bilingual classrooms spend approximately 1.5 hours daily 

teaching Language Arts and mathematics. All classroom 

teachers taught in Spanish. 

Figure 1 (in the next page) summarizes the schedule of 

the different classes of each bilingual classroom. This 

schedule does not try to show strictly the classes' 

distribution, however, it is an overview of a typical day in 

each bilingual classroom. 

Discussion of the Results 

In this section, the results of this investigation are 

discussed in the context of the previous review of the 

literature in Chapter 2. 

Discussion of Research Question 1 

How does the Denton Independent School District design 

and justify the transition policy of its bilingual education 

programs? 

Research question 1 sought to determine whether the 

school district had a clearly defined, formal transition 

policy and well-justified assessment instruments and 

curricular components in Spanish reading and ESL. This was 

not found in the Denton Independent School District. 

There were no district policy bulletins or written 

guidelines on transition that reflected a consistent, 

structured, school district policy. However, administrators 



I l l 

Hour Group 1 Group 2 Group 3 Group 4 Group 5 Group 6 

8:00 8:30 Reading 
free time 

Reading 
free time 

Reading 
free time 

Reading 
free time 

Reading 
free time 

Daily Work 

8:30 - 9:00 Math Language 
Arts or 
Math 

Language 
Arts 

Spelling 
Test 

Language 
Arts 

Language 
Arts 

9:00 - 9:30 Math Activity 
Centers 

Language 
Arts 

Language 
Arts 

Language 
Arts 

Assign-
ment Work 

9:30 -10:00 Math Activity 
Centers 

Assign-
ment Work 

Activity 
Centers 

Language 
Arts 

Assign-
ment Work 

10:00-10:30 Language 
Arts 

Activity 
Centers 

Assign-
ment Work 

Activity 
Centers 

E.S.L. Assign-
ment Work 

10:30-11:00 Language 
Arts 

Activity 
Centers 

Assign-
ment Work 

Math E.S.L. Assign-
ment Work 

11:00-11:30 Recess Activity 
Centers 

Assigment 
Work 

Lunch Math Math 

11:30-12:00 Lunch Activity 
Centers 

Math, 
Social and-
Science 

Recess Lunch Lunch 

12:00-12:30 E.S.L. Lunch Lunch Math Recess Recess 

12:30-1:00 Social Stud-
ies or Sci-
ence 

Recess Recess Science or 
Social Stud-
ies 

Social Stud-
ies or Sci-
ence 

Social Stud-
ies or Sci-
ence 

1:00-1:30 Social Stud-
ies or Sci-
ence 

Social Stud-
ies or Sci-
ence 

Math Social Stud-
ies or Sci-
ence 

Social Stud-
ies or Sci-
ence 

Social Stud-
ies or Sci-
ence 

1:30- 2:00 Special 
Areas 

Social Stud-
ies or Sci-
ence 

Social Stud-
ies or Sci-
ence 

Review Social Stud-
ies or Sci-
ence 

Assign-
ment Daily 
Activities 

2:00-2:30 Special 
Areas 

Review E.S.L. Review Review Review 

2:30 - 3:00 Preparation 
to leave 

Preparation 
to leave 

Preparation 
to leave 

Preparation 
to leave 

Preparation 
to leave 

Preparation 
to leave 

Figure 1. Schedule of daily activities in the bilingual 

classrooms. 



112 

and classroom teachers demonstrated strong support for 

primary language literacy and certainty about theory on 

transition. These findings are inconsistent with the 

conclusions of Crawford (1989) regarding the importance of a 

district policy to guide and normalize the instructional 

activities in every district school. 

Discussion of Research Question 2 

How does each school implement the district's transition 

policy? 

The schools in this study reported a high level of 

attainment in the primary language in literacy programs (at 

least at Grade 2.3 level) before transitioning to English 

reading. This finding is consistent with the findings of 

Dolson (1980) and Snipper (1985) that primary literacy 

development directly relates to later skill transfer from the 

first language (LI) to the second language (L2). 

Educators also demonstrated certainty of theory (i.e., 

strong rationale). There are two possible explanations: 

1. School-site administrators and the district bilingual 

coordinator reported that principals hire bilingual teachers 

who favor the use of the primary language rather than a 

Submersion Program Approach. These administrators reported 

that they hire bilingual teachers who are pro-bilingual 

education. 

2. Educators in the bilingual education programs 

understood the rationales and theoretical bases for their 
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program and the relationship between LI literacy and L2 

success. Educators showed a good bilingual theoretical base, 

however, they showed weakness in transition process 

practices. Moreover, all educators differentiated between 

transition and reclassification. 

All educators reported an adequate provision of time for 

LEP students in transition before reclassification. The 

finding is consistent with the research of Thonis (1981, 

1983) and Krashen (1981). 

Discussion of Research Question 3 

What are the curricular elements in the process of 

transition from Spanish to English reading in bilingual 

classrooms? 

Both school sites in this study had clearly defined and 

well-reasoned key curricular components and assessment 

instruments in Spanish reading and ESL. Even though 

educators lacked a specific district transition handbook, 

they demonstrated in the interviews and questionnaires a 

clear theoretical understanding of the curricular elements 

and assessment instruments required to make the transition 

from Spanish to English reading. These findings are 

consistent with the findings of Crawford (1989) and Cummins 

(1991). 

Discussion of Research Question 4 

How are Spanish reading programs implemented in the 

bilingual classrooms in terms of instructional practice? 
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This findings for this research question were 

inconsistent with the findings for other research questions. 

There is no congruence between the data reported by educators 

and administrators and the observations of the researcher. 

The classroom teachers reported (in research question 2) 

"Spanish reading level at Grade Level 3 before adding English 

reading (L2)," but the researcher observed adding English 

reading before Grade Level 3 in three bilingual classes. 

Also, classroom teachers reported "addition of English 

reading while maintaining Spanish," but no bilingual 

classrooms that added English reading continued implementing 

Spanish reading. Educators reported that content areas using 

Sheltered English must be introduced after third grade, but 

it was observed that Sheltered English classes were 

introduced before this level. 

Dimensions of Language Proficiency. Also, it is 

interesting to analyze the language used by teachers in 

bilingual classrooms. Cummins (1991) defined two dimensions 

of language proficiency: basic interpersonal communicative 

skills (BICS) and cognitive academic language proficiency 

(CALP). The type of Spanish that predominated among the 

bilingual teachers in all classrooms was BICS. Bilingual 

teachers demonstrated a sound level of basic Spanish (i.e., 

pronunciation, vocabulary, and grammar); however, teachers 

demonstrated some deficiencies in CALP skills in Spanish 

(i.e., content concepts of mathematics, social studies, and 
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science). In the example given previously of a mathematics 

lesson in a third grade class, the teacher used the terms 

"above" and "below" numbers instead of "numerator" and 

"denominator," respectively. 

Learning materials. Educators in the two schools 

without a formal transition policy in the bilingual education 

program also reported and were observed to use practical, 

detailed transition materials. Fuller (1982) asserted that 

the quality and practicality of program materials is a 

characteristic of curricular factors that affects any 

pedagogical implementation. Emrick and Peterson (1978) found 

that materials that are well organized, detailed, and 

practical for teaching strategies contribute to effective 

implementation of any instructional strategy. 

None of the learning materials observed in this study 

specified how to make the transition from reading Spanish to 

reading English. Learning materials stressed only the 

language in which they were written. 

Summary 

Educators demonstrated knowledge of theory related to 

transition. However, they lacked knowledge of how to 

implement this process in specific bilingual classrooms. 

All educators (the district's bilingual education 

coordinator, two school-site principals, two school-site 

coordinators, and six bilingual teachers) reported a lack of 
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(a) consistent written policy bulletins/guidelines; (b) 

district materials; and (c) unified implementation of policy. 

In this chapter, the findings of this investigation were 

presented, summarized, and discussed. In the next chapter, 

the conclusions and recommendations derived from these 

findings are presented. 



CHAPTER 5 

FINDINGS, CONCLUSIONS, AND RECOMMENDATIONS 

Summary 

The purpose of this study was to examine the critical 

components of formal transition policies in implementing 

Spanish-to-English reading in bilingual education programs in 

two elementary schools in Denton, Texas. The analysis 

focused on elements of the implementation process such as 

curricular and instructional components, policy guidelines, 

assessment tools, and materials. Four research questions 

were posed, the findings for which are presented in Chapter 

4. This chapter summarizes those findings and presents the 

conclusions and recommendations. 

Findings 

Research Question 1 

All educators agreed that they lack the same three 

components: (a) a district transition handbook; (b) 

specific, formal, district transition guidelines; and (c) 

Spanish reading/writing minimum achievement criteria. 

However, they have a clear idea of why and when to implement 

their informal transition policy. 

117 
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Research Question 2 

All educators reported lacking a specific school-site 

policy on transition, yet they demonstrated a clear 

understanding of the difference between transition and 

reclassification. They all agreed that the teacher's 

opinion, student academic achievement, high threshold in 

primary language literacy (at least 2.3 grade level), and 

Level 4 on the LAS test were four fundamental elements of 

their informal school-site transition criteria. 

Research Question 3 

Both elementary school-sites informally implemented a 

transition policy in their bilingual education program that 

shared the following curricular characteristics: (a) well-

developed, primary language literacy programs over an 

adequate period of time; (b) specific assessment criteria 

before adding reading in English; and (c) clarity regarding 

curricular elements used to define transition criteria. 

Research Question 4 

Instructional components of Spanish reading program 

implementation were observed in two of the six bilingual 

classrooms. Some data gathered from observations in the 

bilingual classrooms were inconsistent with the data reported 

in questionnaires and interviews, specifically: (a) English 

reading for learning was introduced before Grade 4; (b) use 

of Sheltered English in content areas was introduced before 
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Grade 4; and (c) Phonics and Word Recognition methods were 

used instead of the Whole Language approach in teaching 

Spanish reading. 

Teachers demonstrated some deficiencies in Spanish 

academic language skills (CALP). Most of the learning 

materials were focused to facilitate the learning of English 

and Spanish, but they lacked learning materials that 

facilitate the transition from Spanish to English reading. 

Conclusions 

On the basis of the findings for the four research 

questions and the research problem that motivated this study, 

the following conclusions were derived. 

1. Successful implementation of a transition policy 

requires a primary focus on specific, formal, policy and 

curricular components. 

2. Successful implementation of a transition policy 

requires a primary focus on specific curricular issues, such 

as level of teachers' Spanish language proficiency and 

transition instructional materials, so that the design can be 

clearly defined, consistent, and well justified. 

3. The transition policy must be defined in terms of (a) 

the need for higher levels of excellence in the primary 

literacy (CALP) threshold before adding English reading and 

(b) the relationship between high levels of achievement in 

first-language literacy and later success in second-language 

literacy. 



120 

4. One of the criticisms coming from bilingual education 

opponents (McConnell, 1979) is the lack of rigorous content. 

It is essential to offer LEP students a core curriculum which 

is similar in academic focus and content to that offered to 

students who are native English speakers. 

5. Bilingual staff members expressed frustration with 

the lack of Spanish literature in the current reading 

adoption. It is essential to provide a "print rich" 

environment for Spanish-dominant students. There was also a 

recognized need for staff development regarding the writing 

process and language acquisition. 

6. I do not support the argument that deficiencies in 

English should be remediated by intensive instruction in 

English. Language minority students who have developed high 

levels of LI (first language proficiency) perform better than 

other subgroups of bilinguals who were partial bilingual 

(native-like level in only one language) or limited 

bilinguals (low level in first and second languages). 

Bilingual teachers must develop both dimensions of language 

proficiency (BICS and CALP) in both languages in their 

students. 

Recommendat ions 

On the basis of the findings and conclusions, the 

following five recommendations are presented: 

1. District decision makers, policy coordinators, and 

change facilitators in bilingual education transition 
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programs should establish a transition policy that describes 

clearly the following components: (a) instructional 

components, (b) curricular characteristics, (c) transition 

criteria and assessment instruments, and (d) learning 

materials. 

2. Policy researchers should examine the instructional 

characteristics of formal transition policies in bilingual 

elementary schools in order to create a Spanish curriculum. 

3. Policy researchers should conduct further research on 

the program to respond more directly to the n^eds of specific 

new language groups or the existing language group. 

4. Program design and policies should continue to be 

based on educational research, which helps to discover 

effective approaches that build upon a child's native 

language skills. 

5. District decision makers, policy coordinators, and 

change facilitators in bilingual education transition 

programs should establish a Spanish training program that 

emphasizes and develops especially high levels of LI (CALP) 

in bilingual teachers. This Spanish training program will 

help to facilitate the Spanish to English language process. 
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Duration Focus Technique 

Two weeks 
5 days per week 
(3 hours per day) 

Become familiar 
with the setting 
Establish myself 
as part of the 
class 

Observation 
Field notes 

Three weeks 
5 days per week 
(3 hours per day) 

Identify teaching 
transition ele-
ments : 
- reading 
- oral language 

Observation 
Field notes 
Videotape 
Informal inter-
views with teacher 

Three weeks 
5 days per week 
(3 hours per day) 

Continue to iden-
tify transition 
elements 
Reaffirm research 
questions 

Observation 
Formal interviews 
with bilingual 
teachers, coordi-
nators, and admin-
istrators 
Videotape 

Three weeks 
5 days per week 
(3 hours per day) 

Continue to iden-
tify transition 
elements 
Begin to deter-
mine language 
skills learned in 
the transition 
program 

Observation 
Field notes 
Triangulation 
Informal inter-
views with teach-
ers and 
coordinators 
Videotape 

One week 
5 days per week 
(3 hours per day) 

Prepare for exit 
from setting 
Final observations 

Observation 
Field notes 
Triangulation 
Formal and infor-
mal interviews 
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QUESTIONNAIRE FOR SCHOOL-SITE TEACHERS IN 

BILINGUAL TRANSITION CLASSROOMS 

Your Teacher Status: 

Certified Bilingual Teacher 
Wavered Teacher 
Monolingual Teacher 

Number of Years of Teaching Experience: 

INTRODUCTION: I am doing a study at University of North 
Texas on the implementation of the transition phase in the 
bilingual education program in two schools of Denton 
Independent School District. Since you are involved in the 
implementation of the transition program at the classroom 
level in your district, you are in a unique position to 
describe this program. Nothing you indicate on the 
questionnaire will ever be identified with you personally. 

1. Instructional Components 

- What are the instructional features or components in the 
transition process of your bilingual education program? 

- Spanish Curriculum? 

- ESL/Sheltered English Curriculum? 

- Transitional English Reading Curriculum? 

- Other Curricular Areas? 
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2. District Policy 

- Does your district have written guidelines for 

transition? 

- If yes, discuss those guidelines in terms of their 

adequacy and appropriateness. 

If no, how are decisions made about the transition 

process? 

3. School-Site Policy 

- Do you have a school-site policy on transition? 

- If yes, explain how it works. 

- If no, discuss the school-site policy on transition 

you would suggest. 
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4. Transition Criteria 

- What is the transition criteria, prior to reclassification, 

that you use in the bilingual education program in assessing 

Spanish language literacy and English second oral language 

proficiency of LEP students? 

- Is it adequate? 

- If yes, explain why and give the rationale for the 

criteria. 

- If no, discuss why and give a rationale. 

5. Definitions 

- Transition and reclassification are sometimes used to 

mean the same thing and sometimes to mean something 

different. 

- How do you define transition? 

How do you define reclassification? 
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6. Assessment- Primary Language Literacy. 

- What instruments do you use to assess primary language 

literacy before transitioning a LEP pupil? 

- What is the minimum score (% cutoff) for 

passing? % 

- Do you agree with these cutoff scores? 

Why? 

7. Assessment- English Oral Language/ESL. 

- What instruments do you use to assess English oral 

language proficiency and ESL before transitioning an 

LEP pupil? 

- What is the minimum score (% cutoff) for passing? 

- Would you make any changes in these cutoff scores? 

- Explain what changes and discuss your rationale. 



129 

8. Addition of English Reading 

- At what point in the bilingual program process is English 

reading added? 

- Would you change it? 

- If yes, please discuss the change and give your rationale. 

- If no, explain the rationale for not changing the point 

when English reading is added. 

9. Daily Time Allocation 

- How much time (minutes per day) do you spend each day for 

these subjects in your transition program? 

Transitional English reading ESL ; 

Spanish Reading 

- Would you change these lengths of time? 

- I f yes, explain your changes and indicate your rationale. 

- If no, explain your rationale for your current time. 
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INTERVIEW QUESTIONS FOR SCHOOL-SITE BILINGUAL 
RESOURCE TEACHERS/COORDINATORS 

School: 

Number of Years of Teaching Experience: 

INTRODUCTION: I am doing a study at UNT on the 
implementation of the transition phase in the bilingual 
education reading program in two schools of Denton 
Independent School District. As someone who has been 
involved in the implementation of the transition reading 
program in your district, you are in a unique position to 
describe this program. Nothing you say will ever be 
identified with you personally. 

1. What are the instructional features or components in the 
transition process of your bilingual program? 

2. What is the transition criteria, prior to 
reclassification, used by bilingual programs in assessing 
Spanish language literacy, and English second-language oral 
proficiency of LEP students? Do you agree with these 
criteria? Why? 

2.1 Federal Guidelines 

2.2 State Guidelines 

2.3 District Policy 

2.4 School-Site Policy 

2.5 Other Responses 

3. Transition and reclassification are sometimes used to mean 
the same thing, sometimes to mean something different. How 
do you define transition? 

4. How do you define reclassification? 

5. What district written policy and guidelines assist you in 
the transition program? Do you agree with them? Why? Would 
you make any changes? 

6. What are the specific assessment instruments used to 
measure primary language literacy and ESL English oral 
language proficiency of LEP students before adding English 
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reading? Are they adequate? Why? What is the rationale for 
these cutoff scores? 

6.1 Primary Language Literacy/Minimum Scores 

6.2 English Oral Language Proficiency/Minimum Scores 

7. At what point in the bilingual program process is English 
reading added? Why? How would you change it? What is your 
rationale? 

8. What is the allocated time each day (minutes) for the 
following content areas in the transition period of the 
bilingual program? Explain. Would you change the allocated 
time? Why? What is your rationale? 

8.1 Primary Language Reading 

8.2 Transitional English Reading 

8.3 ESL 

9. What is the length of time a LEP student is in the 
transition phase of your bilingual program? Minimum? 
Maximum? Average? Do you feel this period of time is 
adequate? Why? What is your rationale? 

10. What instruction materials and activities are used in the 
following transition period content areas? What is the 
rationale for using these items? 

10.1 Primary Language Reading 

10.2 Transitional English Reading 

10.3 ESL 
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INTERVIEW QUESTIONS FOR DISTRICT BILINGUAL EDUCATION 
COORDINATOR/DIRECTOR AND SCHOOL-SITE ADMINISTRATORS 

School: 

Number of Years of Teaching Experience: 

INTRODUCTION: I am doing a study at UNT on the 
implementation of the transition phase in the bilingual 
education reading program in two schools of Denton 
Independent School District. As someone who has been 
involved in the implementation of the transition reading 
program in your district, you are in a unique position to 
describe this program. Nothing you say will ever be 
identified with you personally. 

1. CHARACTERISTICS OF THE TRANSITION PROCESS 

1.1 How did the process get started? Explain. Was a 
formal or informal needs assessment conducted? When? 
Where? How? 

1.2 What are the specific goals and objectives? Do 
you feel they are appropriate? Why? 

1.3 What is the scope of the transition process? Is 
it district-wide or only at selected schools/grade 
levels? Why? 

1.4 Explain the rationale for the introduction of 
English reading in your transition program. How is 
it decided when an LEP student should transition and 
add English reading? 

1.5 What is the rationale for the primary language 
literacy threshold in the transition phase? Do you 
feel it is adequate? Why? How would you change it? 

1.6 How is the primary language literacy level 
assessed? What are the criteria and standards for 
transition? Would you change them? Why? 

1.7 What is the rationale for the English language 
oral proficiency threshold in the transition phase? 
Do you feel it is adequate? Why? How would you change 
it? 

1.8 How is the English language oral proficiency level 
assessed? What are the criteria and standards for 
transition? Would you change them? Why? 
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1.9 What kinds of learning activities and materials 
are used in the transition program in transitional 
English reading, ESL, and Spanish reading? Please 
elaborate. Give examples. What is the rationale for 
using these kinds of items? 

2. CHARACTERISTICS AT THE SCHOOL DISTRICT LEVEL 

2.1 What is the district's history with other 
transition program attempts? Where? When? How? 

2.2 Whose idea was it to implement the current 
transition process? When? How? Why? 

2.3 How do district central office administrative staff 
support the transition process? Give examples. 

2.4 How is the transition process being implemented? 
By whom? Explain. Is there an evaluation time-line 
plan? Explain. 

CHARACTERISTICS AT THE SCHOOL LEVEL 

3.1 How has the principal's role been important in the 
implementation of the transition phase? Explain. Give 
examples. 

3.2 What is the length of time an LEP student is in 
your transition phase before reclassification? 
Minimum? Maximum? Average? What is the rationale? 
Would you make changes in the length of time? Why? 

4. CHARACTERISTICS EXTERNAL TO THE LOCAL SYSTEM 

4.1 What federal and state policy mandates exert an 
influence on the transition process? Which? Why? How? 
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