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Abstract. This report has been prepared as an update to Policy Research Report No. 10, Academic

Achievement of Elementary Students With Limited English Proficiency in Texas Public Schools

(1998). The purpose of this study is to examine program participation and academic progress of

second language learners over time. The study followed a cohort of Texas public school students

from 1992-93 to 1999-00 as they progressed through the elementary and middle grades. An

overview of Texas policy related to students with limited English proficiency (LEP) describes policy

changes that took place during this time. Demographic characteristics of middle school students once

identified as limited English proficient and their classmates who were not LEP were examined.

Special language program participation patterns were examined from a longitudinal perspective.

Participation in the assessment program and progress of students in the cohort toward passing the

exit-level test required for graduation were also examined.

By the time they reach middle school, most LEP students in Texas public schools are receiving all

of their instruction in the regular, all-English, instructional program. In this study, we looked back at

the patterns of special language services one cohort of students received in elementary and middle

school. The data suggest that many factors influence the patterns of special language services student

receive and the number of years they receive those services.

In addition to looking back at the patterns of special language services students received in

elementary and middle school, this study looked forward to progress of students at Grade 8 toward

passing the Grade 10 exit-level test required for graduation. There were gaps between the LEP and

non-LEP students in the study cohort in progress toward meeting the exit-level testing requirement.

Most LEP students are economically disadvantaged, and performance differences between LEP and

non-LEP students reflected, in part, performance differences between students who are economically

disadvantaged and students who are not economically disadvantaged. Among LEP students, there

were also performance differences by pattern of special language services.
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English proficiency, middle school, second language learners.
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Program Participation and Academic Progress of

Second Language Learners: Texas Middle School Update

Introduction

Each year, a record number of students with

limited English proficiency (LEP) enroll in Texas

public schools. The 570,453 LEP students enrolled

in prekindergarten through Grade 12 in 2000-01

represented over 14 percent of the total student

population. Because the number and percentage of

LEP students in Texas public schools are large and

increasing, Spanish versions of the Texas

Assessment of Academic Skills (TAAS) tests were

developed for Grades 3 through 6, and the Reading

Proficiency Tests in English (RPTE) assessment

was developed for Grades 2 through 12. As a

result, all LEP students are now included in the

state assessment program. Participation rates and

test results for LEP students on state assessments

are reported annually for students identified as

having limited English proficiency at the time the

tests are administered. Less is known about the

long-term performance of LEP students once they

are no longer identified as limited English

proficient.

The purpose of this study is to examine program

participation and academic progress of second

language learners over time. The study followed a

cohort of Texas public school students from 1992-

93 to 1999-00 as they progressed through the

elementary and middle grades. An overview of

Texas policy related to LEP students describes

policy changes that took place during this time.

Demographic characteristics of middle school

students once identified as having limited English

proficiency and their classmates who were not

identified as limited English proficient were

examined. Special language program participation

patterns were examined from a longitudinal

perspective. Participation in the assessment

program and progress of students in the cohort

toward passing the exit-level test required for

graduation were also examined.

Texas Policy

Texas school districts are required to offer

bilingual education programs in the elementary

grades if 20 or more LEP students speaking the

same language are enrolled in the same grade.

Bilingual education programs are designed to

ensure that students master the content of the

essential knowledge and skills of the state-

mandated curriculum in their first language while

learning English, and in English as their English-

language skills progress. Students receive content-

area instruction in both languages. English as a

second language (ESL) programs are offered for

LEP students in the secondary grades and at the

elementary level when there are too few students

with the same language enrolled at the same grade

level to offer a bilingual education program.

English as a second language programs are defined

as intensive programs of instruction designed to

develop student proficiency in English and in

content areas using second language methods.

Students receive all instruction in English. State

statute [Texas Education Code (TEC) §§29.051-

29.064, 2000] and commissioner of education rules

[19 Texas Administrative Code (TAC) §§89.1201-

89.1265, 2001] cover criteria for identifying LEP

students, district responsibilities for providing

bilingual education and ESL programs, criteria for

exiting students from programs, and responsibilities

of the Language Proficiency Assessment

Committee (LPAC).

Districts that are unable to provide required

bilingual education programs because there are not

sufficient numbers of teachers at the schools fluent

in the native languages of the students must apply

to the commissioner of education for exceptions to

the programs. In these situations, personnel

certified to teach bilingual education are assigned

to the lowest grade levels first, beginning with

prekindergarten. Districts that do not have

sufficient numbers of teachers certified to provide
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ESL programs must apply to the commissioner for

waivers of certification requirements for the

teachers who will provide ESL services to LEP

students.

The LPACs have primary responsibility for

recommending placement of LEP students in

special language programs and their exit from

those programs, as well as for facilitating

participation of LEP students in other special

programs. The LPACs are also responsible for

determining the eligibility of LEP students to

participate in the statewide assessment program

and whether students should be tested in English or

Spanish. Criteria considered in making these

determinations include level of academic

achievement and of literacy and oral language

proficiency in English and/or Spanish, years

enrolled in school and participation in special

language programs, and testing history.

In July 1997, the State Board of Education

(SBOE) adopted new Texas Essential Knowledge

and Skills (TEKS) for Spanish Language Arts,

which are to be used in bilingual Spanish

instruction, and for ESL (19 TAC Chapter 128).

The TEKS are the foundation of the Texas public

school curriculum – they describe what students

should know and be able to do at every grade. The

new TEKS are more detailed and more rigorous

than the Essential Elements they replaced, and they

establish learning standards or expectations for

students rather than material to be presented (TEA,

1997). The new TEKS were implemented by

school districts at the beginning of the 1998-99

school year. A majority of the LEP students in this

study received most of their bilingual education

and ESL instruction under the former Essential

Elements for bilingual education and ESL adopted

by the SBOE in 1991 (19 TAC §§75.24-75.25,

1992).

There have been changes in the areas of

assessment, test exemption policies, and inclusion

of LEP students in the statewide public school

accountability system between 1992-93, when the

study cohort students entered Grade 1, and 1999-

00, the last year of the study. Table 1 shows the

TAAS tests available to the students in the study

cohort and test exemption policies for LEP

students as they progressed through the grades.

The TAAS testing program has been in place since

the 1990-91 school year. The TAAS emphasizes

the assessment of academic skills and focuses on

students’ higher-order thinking skills and problem

solving skills (TEA, 1996). Since the 1994-95

school year, students have been tested in reading

and mathematics at Grades 3 through 8, in writing

at Grades 4 and 8, and in science and social studies

at Grade 8. There is also an exit-level test in

reading, mathematics, and writing that is first

administered at Grade 10. Spanish versions of the

TAAS reading, mathematics, and writing tests were

developed for Grades 3 through 6. The Spanish-

language tests were administered statewide

beginning with the Grade 3 and 4 reading and

mathematics tests in 1995-96, followed by the

Grade 5 and 6 reading and mathematics tests and

Grade 4 writing test in

1996-97.

The exemption policy for LEP students from

1994-95 through 1998-99 allowed students to be

exempted from the English TAAS for up to three

years. There were three options for LEP students

during the first three years of testing – they could

be administered the English TAAS, the Spanish

version of the TAAS, or an alternative test

approved by the state. After three years of testing,

LEP students were required to take the English

TAAS. In 1999-00, the exemption policy changed.

For that year, the only students who could be

exempted from the TAAS were immigrants who

had been enrolled in United States schools for three

or fewer years. All other LEP students were

required to take either the English or Spanish

version of the TAAS. Most of the students in the

study cohort were in Grade 8 in 1999-00 and would

have been taking the English TAAS for several

years. For students in this cohort, the change in

exemption policy only affected students who

entered the Texas public school system in 1997-98

or later.

Test results for LEP students who are enrolled in

the district by the end of October and take the

English or Spanish TAAS are included in the

Academic Excellence Indictor System (AEIS)

along with those for non-LEP students. The AEIS

serves as the foundation for the accountability

system used by the Texas Education Agency (TEA)

to evaluate performance of public school districts

(Continued on page 6)
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Table 1.
TAAS Testing Options and Exemption Policies for Study Cohort
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TAAS: Texas Assessment of Academic Skills R=Reading, M=Mathematics, W=Writing,

  Sc=Science, So=Social Studies; RPTE: Reading Proficiency Tests in English

During the years most of the students in the study cohort were progressing from Grade

3 to Grade 7, LEP students could be exempted from the English TAAS for up to 3 years.

The Spanish TAAS was introduced in 1995-96 as an option for LEP students who were

exempted from the English TAAS. In 1999-00, the RPTE replaced locally selected

alternative assessments for exempt LEP students.
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(Continued from page 4)

and campuses through ratings, acknowledgments,

rewards, sanctions, and reports. Results for LEP

students are included in the base TAAS indicator

used to determine district and campus ratings. The

TAAS performance indicator – the percentage of

students passing each test (reading, writing, and

mathematics), summed across grades – is evaluated

for student groups (African American, Hispanic,

White, and economically disadvantaged) as well as

for all students tested. Results for students tested on

the Spanish TAAS in Grades 3 and 4 in reading and

mathematics were included in the TAAS indicator

used to rate districts and campuses for the first time

in 1999. The 1999-00 test results for students tested

on Spanish TAAS in Grades 3 through 6 in reading,

mathematics, and writing were included in the

TAAS indicator used for the 2000 ratings. By the

time the TAAS indicator used to determine district

and campus ratings was expanded to include

Spanish TAAS results in 1999, most of the students

in the study cohort were in Grade 7. Although not

used for accountability ratings until 1999, Spanish

TAAS results have been reported on AEIS district

and campus reports since 1996-97. District and

campus AEIS reports show performance on the

indicators used for ratings as well as other

indicators. The reports also include profile data that

provide context for interpreting the performance

results.

The RPTE was administered statewide for the

first time in the spring of 2000. This test is

designed to measure annual growth in English

reading proficiency of second language learners

and is used along with the English and Spanish

TAAS to provide a comprehensive assessment

system for LEP students. The RPTE measures three

levels of proficiency – Beginning, Intermediate,

and Advanced. Students with limited English

proficiency in Grades 3-12 are required to take the

RPTE until they achieve Advanced proficiency.

Once they achieve a rating of Advanced they are

required to take the English or Spanish TAAS in

subsequent years. For LEP students who are tested

on the RPTE in consecutive years, it is possible to

measure growth in English proficiency. Growth on

the RPTE has been reported on the AEIS reports

beginning in 2000-01. There are no current plans to

include the RPTE performance results in the

accountability rating system.

Student Characteristics

This study begins with a cohort of all students

enrolled in Grade 1 for the first time in Texas

public schools in 1992-93. As the 1992-93 first

graders moved through the grades, they were joined

by new students transferring into the Texas public

school system for the first time in Grades 2 through

8. For example, students enrolled in Texas public

schools for the first time as second graders in 1993-

94 were added to the cohort. In 1999-00 there were

256,098 students in the cohort who had been

continuously enrolled from the time they entered

the Texas public school system through 1999-00.

These 256,098 continuously enrolled students are

the subject of this report. The cohort includes

201,046 of the original Grade 1 students and

55,052 students who transferred into the cohort in

Grades 2 through 8 over the years. Students from

the cohort who left the Texas public school system

before 1999-00 (66,702 students) and students with

enrollment gaps (31,308 students) are not included

in the analyses.

The transfer students in the study cohort differed

from the original Grade 1 students in a number of

ways, as shown in Table 2. The transfer students

were, on average, older than the students who had

been in Texas schools from Grade 1. Twenty-three

percent of the transfer students were seven years

old or older on September 1, 1992, compared to

only 4 percent of the students from the original

cohort. There were also more Asian/Pacific

Islanders among the transfer students – there were

almost as many Asian/Pacific Islanders among the

transfers (3,007 Asian/Pacific Islanders) as there

were among the original Grade 1 students (3,711

Asian/Pacific Islanders).

The transfer students who joined the cohort were

more likely to have limited English proficiency and

more likely to be recent immigrants than the

students who entered in Grade 1. Twenty-eight

percent of the transfer students were LEP students,

and 15 percent were recent immigrants who had

been in school in the United States for fewer than

three years. However, the transfer students were

less likely to be identified as economically

disadvantaged or at risk of failing or dropping out

of school. It should be noted that the status of the

transfer students in relation to language
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proficiency, immigration,

socioeconomic circumstances,

retention, or academic risk before

they entered the Texas public school

system is not known.

Students who entered at Grade 1

in 1992-93 were more likely to

remain enrolled through 1999-00

than students who entered later. For

example, 75 percent of the students

who entered the Texas public school

system at Grade 1 in 1992-93 were

enrolled continuously through 1999-

00 compared to only half of the

students who entered at Grade 2 in

1993-94.

LEP Students

For this study, a LEP student is

defined as a student who was

identified as having limited English

proficiency at any time after entering

the Texas public school system.

About one in five of the middle

school students in the study (21%)

were identified as having limited English

proficiency at some time after entering the Texas

public school system. This represents 53,401 of the

256,098 students in the study. By 1999-00, most of

the LEP students in the study cohort had exited the

special language programs and were no longer

identified as having limited English proficiency.

Throughout this report, references to LEP students

or second language learners are understood to

include these former LEP students, unless

otherwise specified. As Table 3 on page 8 shows,

the LEP students differed in a number of ways

from the students who were not limited English

proficient. Most LEP students were ethnic

minorities, with Hispanics (92%) and Asian/Pacific

Islanders (6%) making up the largest groups.

A much higher percentage of LEP students

(94 percent, compared to 51 percent of non-LEP

students) were identified as economically

disadvantaged in at least one year between the time

they entered the Texas public school system and

1999-00. Students are identified as being

economically disadvantaged through eligibility for

participation in programs such as the U.S.

Department of Agriculture National School Lunch

and Child Nutrition Program. The percentages

shown in Table 3 include students who were

identified as economically disadvantaged in any

year. Participation in the free and reduced-price

lunch program is higher in elementary schools than

middle schools, and the percentage of students in

the study cohort still identified as economically

disadvantaged in 1999-00 (83 percent for LEP

students and 34 percent for non-LEP students)

was smaller than the percentage ever identified as

economically disadvantaged. Socioeconomic status

of LEP students varied by ethnicity. Most Hispanic

LEP students (97%) were identified as

economically disadvantaged at least one year. By

comparison, fewer than two-thirds of Asian/Pacific

Islander LEP students (63%) were identified as

economically disadvantaged in at least one year.

Limited English proficiency is one of the criteria

for identifying elementary students as being at risk

of school failure or dropping out (TEC §29.081,

2000), and 94 percent of the LEP students were

Table 2.
Profile of the Study Cohort

Source. Texas Education Agency Public Education Information Manage-

ment System 1990-91–1999-00.

* Percentages may not add to 100 due to rounding.

Students transferring into the 1992-93 Grade 1 cohort in later

grades included many LEP students who were recent immigrants to

the United States.
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identified as being at risk in at least one year.

Fewer LEP students received special education

services between 1992-93 and 1999-00 — 16

percent, compared to 22 percent of the non-LEP

students. Only 10 percent of the LEP students were

served in programs for gifted and talented students

in at least one year, compared to 19 percent of non-

LEP students. The LEP students were more likely

to be identified as recent immigrants. They were

also more likely to be from migrant families.

The LEP students as a group were slightly older

than their non-LEP classmates – 13 percent were

seven years old or older on

September 1, 1992 (the year

they would have started first

grade), compared to 7 percent

of the non-LEP students. By

1999-00, the majority of the

students in the study (87%)

had advanced to eighth grade.

However, 17 percent of the

LEP students and 11 percent

of the non-LEP students were

enrolled in Grade 7 or 6 that

year, meaning they had been

retained in grade once or

twice after entering the Texas

public school system.

Students with limited

English proficiency and non-

LEP students attended public

school kindergarten the year

before they entered Grade 1 at

the same rates. About 89

percent of the students in the

study who entered Grade 1 in

Texas public schools in 1992-

93 attended kindergarten

programs the prior year. Half

of the LEP first graders also

attended public school

prekindergarten programs two

years earlier, compared to just

20 percent of the non-LEP

students. Districts are required

to offer prekindergarten

programs for economically

disadvantaged students and

LEP students. Based on

English proficiency and socioeconomic status in

1992-93, 50 percent of the LEP first graders and 26

percent of the non-LEP first graders were eligible

but did not attend prekindergarten programs in

1990-91.

Spanish was the home language of 90 percent of

the LEP students. Four percent of the LEP students

spoke Asian languages, including Vietnamese,

Laotian, Cambodian, Chinese, Korean, and

Japanese. English was reported on the home

language survey as the language spoken in the

homes of 2 percent of the LEP students. Errors in

Table 3.
Profile of the Study Cohort
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Source. Texas Education Agency Public Education Information Management

System 1990-91–1999-00.

 * Percentages may not add to 100 due to rounding.

** Percentages in this category based on 37,889 LEP students and 163,157 non-

LEP students in study cohort who were enrolled in Grade 1 in 1992-93.

Students in the study cohort with limited English proficiency differed from

their non-LEP classmates in a number of ways.
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completing the home language survey are not

uncommon. Special language services are only

provided to students who speak languages other

than English, and 93 percent of the LEP students

with English as a home language were reported as

receiving special language services at some time

before 1999-00. About 89 percent of the LEP

students from English-speaking homes were

Hispanic, and 7 percent were Asian/Pacific

Islanders.

Special Language Programs

Most second language learners (92%) were

identified as having limited English proficiency

when they entered school and were placed in

bilingual education or ESL programs immediately.

The number of years a student remains in the

special language program varies based on program

characteristics and goals as well as student needs.

Schools typically do not offer bilingual education

programs at the middle school grades or above, and

as shown in Table 4, few of the students in the

study cohort were in bilingual education programs

in 1999-00. However, about one-third (17,536

Table 4.
1999-00 Status of LEP Students in the Study Cohort

00-9991nisecivreSegaugnaLlaicepS

edarGdnaraeYtsriF

loohcSsaxeTni

laugniliB

margorP

LSE

margorP enoN

PELlatoT

stnedutS

39-2991ni1edarG %1< %12 %97 988,73
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59-4991ni3edarG %1< %73 %36 231,2

69-5991ni4edarG %1 %54 %45 760,2

79-6991ni5edarG %1 %36 %63 161,2

89-7991ni6edarG %2 %77 %22 397,1

99-8991ni7edarG %2 %88 %01 453,2

00-9991ni8edarG %2 %49 %4 697,2

stnedutSPELlatoT 903 635,71 655,53 104,35

Source. Texas Education Agency Public Education Information Management System

1990-91–1999-00.

Most of the LEP students in the study cohort who did not enter the Texas public

school system until middle school were still receiving special language services in

1999-00.

students) were still receiving ESL instruction in

1999-00. As Table 4 shows, the more recently LEP

students entered the Texas public school system,

the more likely they were to be in ESL programs in

1999-00. About 21 percent of the LEP students in

the study cohort who entered the Texas public

school system in Grade 1 in 1992-93 were still

receiving ESL instruction in 1999-00. In contrast,

over 75 percent of the LEP students who entered

Texas public schools at Grade 6 or later were

receiving instruction in bilingual education or ESL

programs in 1999-00. See pages 13-14 for more

information about years in special language

programs for LEP students in the study cohort.

Patterns of special language program

participation from 1992-93 through 1999-00 varied

for the LEP students in the study. Students in the

study were divided into the five groups shown in

Table 5 on page 10 based on the type of special

language services (bilingual education or ESL)

they received from 1992-93 to 1999-00 and

whether they received services continuously from

the time they entered the Texas public school

system. The first three groups represent a coherent
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sequence of services. The fourth group represents

students who received a mix of services, and the

fifth group represents students who did not receive

any special language services.

Students in the bilingual education sequence

were placed in bilingual education programs the

year they entered the Texas public school system

and continued to receive bilingual education

instruction until they were placed in regular, all-

English, instructional programs. The most typical

example of this program sequence is that of a

student who was placed in a bilingual education

program when he or she entered Grade 1 in 1992-

93, continued to receive bilingual education

services through third grade, and moved into a

regular, all-English, instructional program in Grade

4 in 1995-96. However, the bilingual education

sequence also includes students who received only

one or two years of bilingual education instruction

and students who received up to eight years of

bilingual education instruction. In addition,

students who entered the Texas public school

system in a later grade are identified with this

pattern of special language services if they were

placed in bilingual education programs the first

year they were enrolled.

The bilingual education sequence was the most

common pattern of special language services for

LEP students who were enrolled in Texas public

schools from first grade in 1992-93. As Table 5

shows, the later a LEP student entered the Texas
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00-9991

noitacudElaugniliB %43 %52 %81 %11 %6 %2 %2 %2 813,41

LSEotnoitacudElaugniliB %42 %03 %83 %24 %05 %71 %1 %0 120,31

LSE %41 %71 %12 %62 %72 %66 %48 %49 968,21

secivreSfoxiM %02 %42 %02 %81 %41 %11 %01 %0 125,9

secivreSoN %8 %4 %3 %3 %3 %4 %4 %4 276,3

stnedutSPELlatoT 988,73 902,2 231,2 760,2 161,2 397,1 453,2 697,2 104,35

Source. Texas Education Agency Public Education Information Management System 1990-91–1999-00.

Note. Percentages may not add to 100 due to rounding.

The pattern of special language services received by LEP students differed for students entering the

Texas public school system with limited English proficiency at different grade levels.

Table 5.
Special Language Program Participation Patterns

of LEP Students in the Study Cohort

public school system, the less likely he or she was

to receive this pattern of services.

It was not uncommon for students to move

from bilingual education to ESL programs before

moving into regular, all-English, instructional

programs. The most typical example of the

bilingual education to ESL sequence is that of a

student who was placed in a bilingual education

program when he or she entered Grade 1 in 1992-

93, received bilingual education instruction through

Grade 5, then moved into an ESL program when he

or she moved to middle school for Grade 6 in 1996-

97. However, this program sequence also includes

students who received only one or two years of

bilingual education instruction before moving into

ESL programs and students who received as many

as seven years of bilingual education instruction.

The length of time students spent in ESL programs

before moving into regular, all-English,

instructional programs also varied. The bilingual

education to ESL sequence also includes students

who transferred into the Texas public school

system in later grades, were placed in bilingual

education programs the first year, and later moved

to ESL programs.

Students who entered the Texas public school

system in the elementary grades, but later than

Grade 1, were most likely to follow the bilingual

education to ESL pattern of services, as shown in

Table 5.
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Special Language Program Patterns

The LEP students in this study were grouped

based on the type of special language

services (bilingual education or ESL) they

received from the time they entered the

Texas public school system and whether they

received services continuously from their first

year in a Texas public school.

Bilingual Education Sequence:

Students who were placed in bilingual

education programs the year they entered the

Texas public school system and continued to

receive bilingual education instruction until

they were placed in regular, all-English,

instructional programs.

Bilingual Education to ESL Sequence:

Students who were placed in bilingual

education programs the year they entered

the Texas public school system, but moved

from bilingual education programs to ESL

programs before moving into regular, all-

English, instructional programs.

ESL Sequence:  Students who were placed

in ESL programs the year they entered the

Texas public school system and continued to

receive ESL instruction until they were placed

in regular, all-English, instructional programs.

Mix of Services:  Students who received

some other mix of special language services

or had a break in services.

No Services:  Students who did not receive

any special language services.

Students in the ESL sequence were placed in

ESL programs the year they entered the Texas

public school system and continued to receive ESL

instruction until they were placed in regular, all-

English, instructional programs. On average,

students remained in ESL programs about three

years, although this category includes students who

received ESL instruction only one or two years and

those who received ESL instruction as many as

eight years. The ESL program sequence also

includes students who entered the Texas public

school system in later grades and were placed in

ESL programs the first year they were enrolled.

As noted earlier, Texas public schools typically

do not offer bilingual education in the secondary

grades. Most of the students in this study who

entered Texas public schools in Grades 6 through 8

were served in an ESL sequence.

The fourth group represents students who

received some other mix of services. This includes

students who moved from ESL programs to

bilingual education programs or back and forth

between bilingual education and ESL programs,

students who did not receive special language

services their first year in school but did later, and

students who had a break in special language

services but later returned to bilingual education or

ESL programs.

Almost one-fourth of the 9,521 students in this

group (24%) received a coherent sequence of

special language services (bilingual education

sequence, bilingual education to ESL sequence, or

ESL sequence) beginning the year after they were

first reported as enrolled. However, 17 percent

were not enrolled in special language programs

until two years after they were first reported in

enrollment. Students receiving a mix of services

were also much more likely to have changed

school districts over the study period. Campus-to-

campus mobility within a district could also result

in students receiving a mix of services.

Almost 7 percent of the 53,401 LEP students in

the study cohort received no services in special

language programs. Although school districts are

required to offer bilingual education or ESL

programs for LEP students, parental approval is

required to place students in those programs. The

parent denial rate for a district is one of five factors

used to identify districts for bilingual education

monitoring visits. About 22 percent of the 3,672

students who received no special language services

were served in special education programs at some

time. The individual education plans (IEPs) for

these students may have included special language

services that were provided through the special

education programs.
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The sequence of special language services

students received varied by home language of the

students. Spanish is not only the home language of

most LEP students in Texas, but also the language

in which most bilingual education teachers are

certified. Consequently, Spanish-speaking students

in the study cohort were most likely to be in

bilingual education (31%) or bilingual education to

ESL (28%) sequences. Few bilingual education

teachers in Texas are certified in languages other

than Spanish. Often, there also are too few LEP

students with languages other than Spanish at the

same grade level who speak the same language to

serve in bilingual education programs. The LEP

students in the study cohort speaking languages

other than Spanish were served predominantly in

ESL sequences (73%).

Students with limited English proficiency for

whom English was reported as the home language

were more likely to receive a mix of services (55%)

or no services (17%). The mix of services sequence

includes students who did not receive special

language services their first year in school but did

later. This is consistent with the speculation that the
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39-2991ni1edarG %34 %85 %37 %09 %39 %49 %34 %95 %47 %19 %49 %59

49-3991ni2edarG %91 %53 %65 %58 %19 %39 %91 %63 %75 %68 %29 %49

59-4991ni3edarG %01 %22 %24 %28 %09 %39 %11 %22 %34 %38 %19 %49

69-5991ni4edarG – %01 %42 %55 %58 %39 – %01 %52 %65 %68 %49

79-6991ni5edarG – – %01 %92 %06 %19 – – %11 %03 %06 %19

89-7991ni6edarG – – – %41 %33 %56 – – – %51 %43 %66

99-8991ni7edarG – – – – %41 %03 – – – – %41 %13

00-9991ni8edarG – – – – – %31 – – – – – %41

Table 6.
English TAAS Participation of LEP Students in the Study Cohort

Source. Texas Education Agency Public Education Information Management System 1990-91–1999-00; Texas

Assessment of Academic Skills 1993-94–1999-00.

Many LEP students who entered Texas public schools in Grade 1 in 1992-93 began taking the

English TAAS in Grade 3.

home language may have been incorrectly reported

as English on the home language survey when the

student entered school.

TAAS Participation

As noted earlier, the exemption policy for LEP

students in effect from 1994-95 through 1998-99

allowed students to be exempted from the English

TAAS for up to three years. As Table 6 shows,

many LEP students in the study cohort were tested

in English the first year the TAAS was available to

them. About 43 percent of the students who

entered Grade 1 in 1992-93 were first tested in

English at Grade 3, over half were tested in English

by Grade 4, and almost three-fourths were tested in

English by Grade 5. By 1999-00, LEP students

who entered the Texas public school system by

Grade 5 were being tested at rates comparable to

non-LEP students. In 1999-00, the only students in

the study who could receive LPAC exemptions

from the TAAS were immigrants who had been

enrolled in United States schools for three or fewer

years. The later in middle school LEP students

entered school in Texas, the more likely they were

to be exempted from the TAAS in 1999-00.
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Table 7.
Years in Special Language Programs for LEP Students in the Study Cohort

Students Enrolled Since 1992-93

Source. Texas Education Agency Public Education Information Management System 1990-91–1999-00.
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The number of years in special language programs

was examined for the 37,889 L``EP students in the

study cohort who were enrolled in Texas public

schools since Grade 1 in 1992-93. These students

had been enrolled in Texas public schools

continuously from 1992-93 through 1999-00. As

noted earlier, in 1999-00, most (79%) had exited the

special language programs and were receiving all

instruction in the regular, all-English, instructional

program.

As Table 7 shows, the LEP students in the study

cohort who had been enrolled in Texas public schools

since Grade 1 in 1992-93 spent between 4 and 5 years

in special language programs between 1992-93

and 1999-00, or 4.3 years on average. Students in

bilingual education sequences and ESL sequences

received special language services for about the

same number of years – 3.6 years for bilingual

education and 3.8 years for ESL.  Students receiving

a mix of services stayed in the special language

programs longer – 4.5 years on average.

Students in bilingual education to ESL sequences

remained in special language programs the longest –

6.9 years. These students received an average of 4.5

years of bilingual education instruction followed by

an average of 2.4 years of ESL instruction. A number

Years in Special Language Programs

of factors may contribute to the length of time these

students continued receiving special language

services. First, students in the bilingual education

to ESL sequence were slightly less likely to have

attended public school kindergarten and less likely

to have attended prekindergarten than students

who followed a bilingual education sequence.

Consequently, students in the bilingual education to

ESL sequence, on average, had fewer years of bilingual

education instruction before entering Grade 1 than

students in the bilingual education sequence.

Second, some students in bilingual education to ESL

sequences have special learning needs. Students in

bilingual education to ESL sequences were more

likely to have received special education services

during their eight years in the Texas public school

system – 22 percent received special education

services at some time, compared to 14 percent of the

students in bilingual education sequences. Criteria

for exiting students from bilingual education and

ESL programs contained in commissioner of

education rules (19 TAC §89.1225) require students

to meet academic performance standards. Some

students with learning disabilities may have difficulty

meeting these performance standards for reasons

unrelated to English proficiency. Conversely, the

students in the bilingual education to ESL sequence
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Table 8.
1999-00 Status of LEP Students in the Study Cohort

Students Enrolled Since 1992-93

Source. Texas Education Agency Public Education Information Management System 1990-91–1999-00.
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were less likely than students in the bilingual education

sequence to have been identified as gifted – 8 percent,

compared to 16 percent for students in the bilingual

education sequence. Students in the bilingual

education to ESL sequence were also slightly more

likely to be recent immigrants – 15 percent, compared

to 12 percent of students in the bilingual education

sequence. Retention rates also suggest some of these

students were not making sufficient academic

progress. Over one-fourth (26%) of the students in

bilingual education to ESL sequences were retained

in grade at least once between 1992-93 and 1999-00,

compared to 14 percent of the students in bilingual

education sequences.

Geography may also be a factor in the types of special

language services students received. Regional

differences may be related to demographic

characteristics of the student population as a whole,

as well as characteristics of the LEP students.

Bilingual education has been identified as a teacher

shortage area in Texas for a number of years and

teacher shortages may also vary by region. Districts

that apply for exceptions because they are not able to

provide bilingual education programs at all grade

levels are directed to assign certified bilingual

education teachers to the lowest grade levels first,

beginning with prekindergarten. This practice can

result in students moving from bilingual education

programs in the early elementary grades to ESL

programs in later grades.  Regional differences in the

types of special language services students received

are discussed in more detail on pages 22-24. Even

within regions, districts with similar student

populations varied in the types of special language

services LEP students received. District policies on

special language services were undoubtedly another

factor in the number of years students in the study

cohort remained in special language programs.

The 1999-00 status of the LEP students also varied by

the type of special language services they had received

since entering Texas public schools, as shown in

Table 8. Students served in bilingual education

sequences were least likely to be still receiving special

language services in 1999-00 – only 1 percent were

still in bilingual education programs. Most of

the students in ESL sequences (89%) were also

no longer receiving special language services. A

greater percentage of students in bilingual education

to ESL sequences and students receiving a mix

of services were still receiving special language

services in 1999-00.

Years in Special Language Programs (cont.)
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Progress Toward Graduation

In addition to the importance of the TAAS as one

of the base indicators in the accountability system

used to determine district and campus performance

ratings, the exit-level TAAS also has special

significance for students because passing the exit-

level test is a requirement for graduation. There is

no way to predict with certainty which students will

pass the exit-level test; however, test performance

in the earlier grades gives an indication of whether

a student is making sufficient progress toward that

goal. The Texas Learning Index (TLI) was

developed to relate student performance on the

TAAS reading and mathematics tests to a passing

standard and to compare student performance

across grades. A TLI score of 70 corresponds to the

passing standard at each grade level. Within a

subject, TLI scores can be compared to determine

growth from one year to the next. A TLI growth of

zero means that one year of growth has occurred. A

negative value means that less than one year of

growth has occurred, and a positive value means

that more than one year of growth has occurred.

The TLI score and TLI growth provide two

indicators of whether a student is making sufficient

yearly progress to be reasonably assured of meeting

minimum expectations on the exit-level test. For

example, a student who achieves a TLI score of 70

or above at Grade 8 would be expected to succeed

on the exit-level test if the student continues to

meet or exceed expectations for academic growth.

For this cohort, measuring student progress

toward meeting the exit-level testing requirement is

complicated by the introduction of a new testing

program in 2002-03. The current exit-level test has

reading, mathematics, and writing components and

is first administered at Grade 10. If they continue to

advance one grade level each year, most of the

students in the study cohort will take the exit-level

TAAS in 2001-02 as part of the last class to which

it is administered.

Students who had not advanced to Grade 9 by

January 1, 2001, will be required to pass the new

Texas Assessment of Knowledge and Skills

(TAKS) exit-level test, which will replace the

TAAS in 2002-03. The TAKS will be closely

aligned with the new TEKS curriculum standards,

which were implemented by school districts at the

beginning of the 1998-99 school year. The TAKS

will cover more subjects and be more rigorous than

the TAAS. The TAKS exit-level test will be

administered at Grade 11 rather than Grade 10 and

will include English language arts, mathematics,

science, and social studies components. The test

will require knowledge of Algebra I, Geometry,

Biology, Integrated Physics and Chemistry, English

III, early American and United States history, world

geography, and world history. Consequently,

students in the study cohort who were retained in

grade before they reached Grade 9 will have to

meet a graduation requirement that incorporates the

higher expectations of the TAKS.

To assist districts in planning for the new tests,

the 2000-01 Grade 8 TAAS results for the entire

state were analyzed using a higher passing standard

as an early indicator of the increased level of

performance that may be required to be successful

on the new assessments. About 6 percent of the

students tested passed the 2000-01 Grade 8 TAAS

reading test but did not meet the higher standard;

one-fourth (24%) passed the mathematics test but

did not meet the higher standard. This analysis

suggests that some of the retained students in the

study who passed the Grade 7 and Grade 6 TAAS

in 1999-00 may have difficulty passing the more

difficult TAKS in later years. They may have to

make more than one year of academic progress

each year to reach the higher standard by Grade 11.

Those retained students failing the Grade 7 or

Grade 6 test may have even greater difficulty

meeting the higher standard.

A student who fails one or more parts of the exit-

level TAAS the first time it is taken does have

multiple opportunities to take that part again before

graduation. The exit-level TAAS is given in the

spring, summer, and fall of each school year. The

cumulative pass rate on the exit-level test – the

percentage of students who first failed the exit-level

TAAS but eventually passed all parts – is high.

Students will also have multiple opportunities to

pass the exit-level TAKS. Because of the Student

Success Initiative, students will also have multiple

opportunities within the same school year to pass

the third-grade reading test beginning in 2002-03,

the fifth-grade reading and mathematics tests

beginning in 2004-05, and the eighth-grade reading

and mathematics tests beginning in 2007-08.
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Under the Student Success Initiative, students

who do not pass the TAKS tests at these grade

levels will be subject to retention.

As Table 9 shows, the retained students in the

study cohort will have more years to make the

necessary gains and take additional tests on

which their progress will be evaluated before

they take the exit-level test. Students in Grade 9

in 1999-00 and students in Grade 8 in 1999-00

who were promoted to Grade 9 by January 1,

2001, must pass the exit-level TAAS as a

graduation requirement. From 1994-95 through

1998-99 (the latest year for which data are

available), only about 2 percent of students

statewide were retained in Grade 8. For this

cohort, those eighth graders who are retained and

are still classified as eighth graders on January 1,

2001, must pass the exit-level TAKS as a

graduation requirement, as do the students who

were retained before Grade 8.

Table 10 on page 17 and Table 11 on page 18

show the progress of the students in the study as

of 1999-00 toward meeting the exit-level testing

requirement for the reading and mathematics tests.

In 1999-00, most of the students in the study cohort

were in Grade 8. However, about 13 percent had

been retained in grade and were in Grade 6 or 7 in

1999-00. Also, a few students in the study cohort

had been promoted ahead of the class and were

in Grade 9 in 1999-00. Tables 10 and 11 show

1999-00 TAAS results or exemption status for all

students in the study cohort. The percentages

shown in Tables 10 and 11 are based on the total

number of LEP or non-LEP students in the study

cohort, rather than the number taking each test.

   Pass. The majority of students in the study

took and passed the Grade 8 TAAS in 1999-00.

If they also continue to make the expected

amount of academic progress, they should be

able to pass the exit-level TAAS in 2001-02.

Many of the retained students in the study cohort

took the Grade 7 or Grade 6 TAAS in 1999-00.

Retained students who pass the TAAS and

demonstrate positive TLI growth are also making

progress toward meeting the exit-level testing

requirement, although they will probably not

graduate in 2003-04 with the majority of students

in the cohort.

   For both reading and mathematics, average

TLI growth was positive for LEP and non-LEP

students who passed the 1999-00 TAAS at

Grades 8, 7, and 6. In other words, on average,

students in the study cohort who passed the

1999-00 TAAS demonstrated greater than one

year’s worth of academic growth. Students who

passed the Grade 8 TAAS can be expected to be

promoted with their class and pass the Grade 10

exit-level test in 2001-02 if they continue to

make the expected amount of academic progress.

As noted earlier, the students in this cohort who

were not promoted to Grade 9 by January 1,

2001, will be required to take the more difficult

exit-level TAKS test in Grade 11.

Table 9.
Transition from TAAS to TAKS

for Students in the Study Cohort

Most of the students in the study cohort were in Grade

8 in 1999-00. If they are promoted to Grade 9 by

January 1, 2001, they will be part of the last class

required to pass the exit-level TAAS as a graduation

requirement. Students who are not in Grade 9 by

January 1, 2001, must pass the new exit-level TAKS to

graduate.
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There are no test results for the students who

were in Grade 9 in 1999-00. However, the fact that

they were promoted ahead of the cohort suggests

higher than average academic progress and

performance. For that reason, on Tables 10 and 11,

they are included in the totals of students who

passed the TAAS in 1999-00.

Fail. Students who failed the Grade 8 TAAS

may have difficulty passing the exit-level test.

They will need to make more than one year of

Table 10.
Progress of the Study Cohort Toward Passing the Exit-Level Test
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SAAT00-9991

rostluseR

sutatSnoitpmexE

PEL PEL-noN
ILT**egarevA

morfhtworG

99-8991

forebmuN

stnedutS

fotnecreP

stnedutS

ILT**egarevA

morfhtworG

99-8991

forebmuN

stnedutS

fotnecreP

stnedutS

-ssaP evobaro07ILTSAAT

)SAATon(9edarG — 393 %1 — 944 %1<
8edarG 0.9+ 509,82 %45 7.8+ 819,941 %47
7edarG 6.5+ 061,3 %6 4.5+ 576,01 %5
6edarG 8.21+ 79 %1< 7.7+ 433 %1<

SSAPLATOT — — %16 — — %08

-liaF 07woleBILTSAAT

8edarG 1.0+ 532,6 %21 1.3- 693,01 %5
7edarG 2.4- 597,2 %5 9.5- 138,4 %2
6edarG 7.2- 071 %1< 5.0+ 002 %1<

LIAFLATOT — — %71 — — %8

-CAPL sedargllatpmexeSAAT

decnavdAETPR — 118,1 %3
etaidemretnIETPR — 417 %1

gninnigeBETPR — 200,1 %2
*nwonknUETPR — 612 %1<

CAPLLATOT — — %7

rehtO

noitpmexEDRA — 154,4 %8 — 313,41 %7
rehtO — 064,1 %3 — 379,4 %2

*nwonknU — 299,1 %4 — 806,6 %3
REHTOLATOT — — %51 — — %31

TROHOCLATOT 104,35 %001 796,202 %001

Source. Texas Education Agency Public Education Information Management System 1990-91–

1999-00; Texas Assessment of Academic Skills 1998-99 and 1999-00; Reading Proficiency Tests in

English 1999-00.

 * Unknown: Student was no longer enrolled on testing date or test record could not be matched to

    PEIMS record due to errors in student identifying information.

** TLI growth is calculated for students tested in 1999-00 who took the test for the previous grade in

    1998-99. Students receiving the minimum possible score in either year and students scoring 85 or

    higher in 1998-99 are excluded from the calculation. Matched records for 23,965 LEP students and

    55,413 non-LEP students are the basis of the calculations.

Students in the study cohort who failed the 1999-00 TAAS reading test or were exempted

from the test that year by the LPAC may have difficulty passing the exit-level test.

academic progress each year to reach passing level

by Grade 10. The LEP students who failed the

Grade 8 reading and mathematics tests did make

more than one year of growth from the prior year,

although the average growth on the reading test

was only very slightly above the expected one year

of growth. Although the LEP students failed the

TAAS at higher rates, larger numbers of non-LEP

students failed. Also, the non-LEP students who

failed the Grade 8 reading and mathematics tests

showed negative TLI growth, meaning they
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Table 11.
Progress of the Study Cohort Toward Passing the Exit-Level Test

1999-00 TAAS Mathematics

SAAT00-9991

rostluseR

sutatSnoitpmexE

PEL PEL-noN
ILT**egarevA

morfhtworG

99-8991

forebmuN

stnedutS

fotnecreP

stnedutS

ILT**egarevA

morfhtworG

99-8991

forebmuN

stnedutS

fotnecreP

stnedutS

-ssaP evobaro07ILTSAAT

)SAATon(9edarG — 393 %1 — 944 %1<
8edarG 3.4+ 817,03 %85 6.3+ 211,051 %47
7edarG 5.4+ 681,4 %8 7.3+ 537,11 %6
6edarG 6.2+ 831 %1< 6.4+ 033 %1<

SSAPLATOT — — %66 — — %08

-liaF 07woleBILTSAAT

8edarG 2.2+ 597,4 %9 1.1- 753,01 %5
7edarG 2.2- 579,1 %4 9.3- 850,4 %2
6edarG 1.3- 731 %1< 9.2- 412 %1<

LIAFLATOT — — %31 — — %7

-CAPL sedargllatpmexeSAAT

decnavdAETPR — 108,1 %3
etaidemretnIETPR — 307 %1

gninnigeBETPR — 069 %2
*nwonknUETPR — 512 %1<

CAPLLATOT — — %7

rehtO

noitpmexEDRA — 341,4 %8 — 531,41 %7
rehtO — 542,1 %2 — 996,4 %2

*nwonknU — 299,1 %4 — 806,6 %3
REHTOLATOT — — %41 — — %31

TROHOCLATOT 104,35 %001 796,202 %001

Source. Texas Education Agency Public Education Information Management System 1990-91–

1999-00; Texas Assessment of Academic Skills 1998-99 and 1999-00; Reading Proficiency Tests in

English 1999-00.

 * Unknown: Student was no longer enrolled on testing date or test record could not be matched to

    PEIMS record due to errors in student identifying information.

** TLI growth is calculated for students tested in 1999-00 who took the test for the previous grade in

    1998-99. Students receiving the minimum possible score in either year and students scoring 85 or

    higher in 1998-99 are excluded from the calculation. Matched records for 22,674 LEP students and

    70,580 non-LEP students are the basis of the calculations.

Students in the study cohort who entered school with limited English proficiency were

making slightly better progress toward meeting the exit-level testing requirement in

mathematics than in reading.

averaged less than one year of growth from the

prior year. In fact, almost one-third of the non-LEP

students in the study cohort who failed the Grade 8

reading and mathematics tests had passed the

Grade 7 tests. By comparison, 18 percent of the

LEP students who failed the Grade 8 mathematics

test had passed the Grade 7 mathematics test. Only

4 percent of the LEP students who failed the Grade

8 reading test had passed the Grade 7 reading test.

Students with TLI scores below 60 in particular

will need to achieve at an accelerated rate to pass

the exit-level test. They may also be at greater risk

of being retained in grade.

Students in the study cohort who failed the Grade

7 or Grade 6 TAAS in 1999-00 are of particular

concern. These students have already been retained

in grade, and with the exception of the non-LEP

Grade 6 TAAS reading failers, they showed

negative TLI gains from 1998-99. Not only are

these students below grade level in relation to the

majority of students in the cohort, they also failed
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the TAAS test for the lower grade and, on average,

experienced less than one year of academic growth

from the prior year.

LPAC. The students who received Language

Proficiency Assessment Committee (LPAC)

exemptions from the TAAS in 1999-00 represent 7

percent of the LEP students in the study cohort.

These students are recent immigrants who have

been enrolled in United States schools for three or

fewer years. They entered the Texas public school

system in middle school. Students who are

exempted from the TAAS by the LPAC are

required to take the RPTE. As Tables 10 and 11

show, almost half of the LPAC exempt students

(1,811 students) scored at the Advanced level on

the RPTE in 1999-00. State policy regarding test

exemptions does not allow exemption from the

exit-level test for students with limited English

proficiency. Therefore, these LPAC exempt

students will be required to take the exit-level test

regardless of their proficiency level on the RPTE.

Most of them were in Grade 8 in 1999-00 and will

be required to take the exit-level TAAS in 2001-02

if they continue to be promoted one grade level

each year.

Other. For 15 percent of the LEP students and 13

percent of the non-LEP students, no 1999-00

TAAS performance data exist. These include

students in special education programs who were

exempted from the 1999-00 TAAS by their

Admission, Review, and Dismissal (ARD)

committees. Graduation requirements for students

in special education programs are outlined in their

individual education plans (IEPs) and may not

include passing the exit-level test. Other

circumstances, such as absence on the day of

testing or illness during testing, can result in

students’ answer documents not being scored in

one year. In addition, test records could not be

matched to the student record for some students in

the cohort. Academic progress cannot be

determined for students with ARD exemptions,

those whose tests were not scored in 1999-00, or

those for whom test records were not found.

Based on analysis of 1999-00 TAAS Grades 8, 7,

and 6 reading and mathematics participation and

performance, there are gaps between the LEP and

non-LEP students in the study cohort in progress

toward meeting the exit-level testing requirement.

Eighty percent of the non-LEP students passed the

TAAS reading test in 1999-00 or had been

promoted to Grade 9, compared to only 61 percent

of the students who had been identified as having

limited English proficiency at some time after

entering the Texas public school system. The gap

between LEP and non-LEP students is only slightly

smaller in mathematics – 80 percent of the non-

LEP students are making sufficient progress in

mathematics, compared to 66 percent of the LEP

students.

The LEP students in the study cohort failed the

1999-00 TAAS reading and mathematics tests at

about twice the rate of the non-LEP students.

Among the LEP students who may have difficulty

passing the exit-level test are students exempted by

the LPAC from taking the English TAAS in 1999-

00. For most of the students in the study cohort

who received LPAC exemptions in 1999-00, the

exit-level TAAS will be their first TAAS test, if

they are promoted as expected. Even those who

scored at the Advanced level on the RPTE in 1999-

00 may have difficulty passing the exit-level

TAAS the first time they take the test.

Gaps between LEP and non-LEP students in

progress toward meeting the exit-level test

requirement reflect in part the performance gaps

between economically disadvantaged students and

students who are not economically disadvantaged.

For this analysis, students in the study cohort were

included in the economically disadvantaged group

if they were identified as economically

disadvantaged in any year. As Table 12 on page 20

shows, the gap between LEP and non-LEP students

in progress toward passing the exit-level test was

substantially smaller for economically

disadvantaged students, which includes most LEP

students, than for students who are not

economically disadvantaged.

Among non-LEP students, there was a large

performance gap between economically

disadvantaged students and students who are not

economically disadvantaged. Only 70 percent of

the non-LEP students in the study cohort who are

economically disadvantaged passed the TAAS

reading test in 1999-00 or had been promoted to

Grade 9, compared to 90 percent for those who are

not economically disadvantaged. Among LEP

students, the gap in progress toward meeting the



 Page 20—MAY 2002: SECOND LANGUAGE LEARNERS

NS 1st Run: 3-14-02

exit-level test requirement between economically

disadvantaged students and those who are not

economically disadvantaged was much smaller.

Among the economically disadvantaged students,

61 percent of the LEP students passed the TAAS

reading test in 1999-00 or had been promoted to

Grade 9, compared to 70 percent of the non-LEP

students – a difference of only 9 percentage points,

compared to 19 percentage points for all LEP and

non-LEP students. There was also a smaller gap in

percentage failing the reading test – 18 percent for

LEP students, compared to 12 percent for non-LEP

students. However, another 6 percent of the LEP

students had LPAC exemptions. The gap was even

smaller in mathematics. There was only a 5

percentage point difference between LEP and non-

LEP students who passed the 1999-00 TAAS

mathematics test or were promoted to Grade 9, and

a 2 percentage point difference in TAAS failure

rates.

The LEP students in the study cohort who

followed a bilingual education sequence were

making progress toward meeting the exit-level

testing requirements at rates comparable to the non-

LEP students. As Table 13 shows, 80 percent of the

students in this program sequence passed the

gnidaeR scitamehtaM

cimonoceoicoS

sutatS ssaP liaF

CAPL

tpmexE rehtO ssaP liaF

CAPL

tpmexE rehtO

puorG

latoT

degatnavdasiDyllacimonocE

PEL %16 %81 %6 %51 %66 %31 %6 %41 352,05

PEL-noN %07 %21 %0 %81 %17 %11 %0 %81 452,401

degatnavdasiDyllacimonocEtoN

PEL %66 %6 %61 %11 %96 %5 %61 %11 841,3

PEL-noN %09 %3 %0 %7 %09 %3 %0 %7 344,89

Table 12.
Progress of Students in the Study Cohort Toward Passing the Exit-Level Test

1999-00 TAAS Reading and Mathematics

Source. Texas Education Agency Public Education Information Management System 1990-91–1999-00; Texas Assess-

ment of Academic Skills 1999-00.

Most LEP students are economically disadvantaged. Performance gaps between LEP students and non-LEP

students reflect, in part, the performance gaps between economically disadvantaged students and students

who are not economically disadvantaged.

gnidaeR scitamehtaM

puorG

latoT

egaugnaLlaicepS

nrettaPmargorP ssaP liaF

CAPL

tpmexE rehtO ssaP liaF

CAPL

tpmexE rehtO

noitacudElaugniliB %08 %01 %1 %01 %28 %8 %1 %9 813,41

LSEotnoitacudElaugniliB %35 %92 %1 %71 %26 %12 %1 %61 120,31

LSE %84 %21 %52 %51 %35 %8 %52 %41 968,21

secivreSfoxiM %75 %22 %2 %91 %46 %71 %2 %71 125,9

secivreSoN %47 %01 %1 %51 %67 %8 %1 %41 276,3

Table 13.
Progress of LEP Students in the Study Cohort Toward Passing the Exit-Level Test

1999-00 TAAS Reading and Mathematics

Source. Texas Education Agency Public Education Information Management System 1990-91–1999-00; Texas Assess-

ment of Academic Skills 1999-00.

The LEP students in the study cohort who followed a bilingual education sequence of special language

services were progressing toward the exit-level test requirement at rates similar to non-LEP students.
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TAAS reading test, and 82 percent passed the

TAAS mathematics test in 1999-00. Most (99%) of

the students in the bilingual education sequence

had exited the special language programs by 1999-

00. Many of the students in the bilingual education

to ESL sequence were still receiving special

language services in 1999-00, and this was

reflected in the lower passing rates on the English-

language TAAS. The ESL sequence includes most

of the LEP students who entered the Texas public

school system in Grade 6 or above, many of whom

were recent immigrants exempted from the Grade 8

TAAS by the LPAC. Students who received a mix

of special language services had lower TAAS

passing rates in 1999-00 than students in the

bilingual education sequence.

Summary and Conclusions

Special Language Program Patterns

By the time they reach middle school, most LEP

students in Texas public schools are receiving all of

their instruction in the regular, all-English,

instructional program. In this study we look back at

the patterns of special language services one cohort

of students received in elementary and middle

school. The cohort consists of students who entered

first grade for the first time in 1992-93 or

transferred into the Texas public school system on

grade level as the cohort progressed through the

grades. Five patterns of special language services

are identified: bilingual education, bilingual

education to ESL, ESL, mix of services, and no

services. Information on the number of years

students remain in special language programs is

provided as part of the description of those

programs. Years of special language services

students receive is not a measure of either student

performance or program effectiveness. The data

suggest that many factors influence the patterns of

special language services students receive and the

number of years they receive those services.

Entry into the Texas public school system.

Students who were in the Texas public school

system from Grade 1 received different patterns of

special language services from students who

entered in later elementary grades and from

students who entered in middle school. Also, most

of the LEP students enrolled in Grade 1 in 1992-93

attended kindergarten the prior year, but only half

attended prekindergarten two years earlier.

Consequently, the number of years of special

language instruction before entering first grade

varied for those students in Texas public schools

since Grade 1.

Home language. The sequence of special

language services students received varied by home

language of the students. Spanish is not only the

home language of most LEP students in Texas, but

also the language in which most bilingual

education teachers are certified. Therefore,

Spanish-speaking LEP students were much more

likely than students speaking other languages to

receive some instruction in a bilingual education

program.

Student mobility. Mobile students – those who

changed school districts – were less likely to have

received a coherent sequence of special language

services than students who were enrolled in the

same district from the time they entered Grade 1 in

1992-93 through 1999-00. Campus-to-campus

mobility within a district could also result in

students receiving a mix of services.

Recent immigrants. Students who were recent

immigrants to the United States remained in special

language programs longer, often into middle

school. Because middle schools typically do not

offer bilingual education programs, these students

more often received a bilingual education to ESL

sequence of special language services.

Special education. LEP students with disabilities

may have difficulty not only in developing

proficiency in a second language, but also in

achieving the academic performance standards

required to exit from the special language

programs. Students who received special education

services in addition to special language services

were more likely to receive a mix of special

language services and to remain in the special

language programs longer.

Student academic performance. On average,

students who were retained in grade after entering

the Texas public school system remained in special

language programs longer, as might be expected.

(Continued on page 25)
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Education Service Center Regions

Texas is divided into 20 geographic regions, each of

which is served by an education service center.

Districts vary by region in ethnic diversity of the

students, percentage of students with limited English

proficiency, and home languages of the LEP students.

These differences are factors in the types of special

language services LEP students receive.

District analysis in a longitudinal study is complicated

by student mobility. The following analysis is based

on those students in the study cohort who were

enrolled in the same district from 1992-93 through

1999-2000. There were 139,461 students from the

study cohort who were enrolled in the same district

continuously from the time they entered Grade 1 in

1992-93 through 1999-2000, including 28,501 LEP

students. This represents 54 percent of the total

students in the study cohort and 53 percent of the LEP

students.

Figure 1 illustrates the ethnic diversity of the total

student population in 1992-93, the year the students

in the study cohort entered first grade. Hispanic

students made up more than 80 percent of the student

populations in the border regions of Edinburg and

El Paso. Eight regions, extending from the Corpus

Christi region on the gulf coast to the Amarillo region

in the Texas Panhandle, had student populations that

consisted predominantly of Hispanic and White

students. Hispanic students made up over 40 percent

of the students in five of these regions. The three

regions that make up the eastern border of the state

had student populations that were predominantly

White and African American. The remaining seven

regions had student populations that more closely

mirrored the state as a whole. All three of the largest

ethnic groups in the state – African American,

Figure 1. Student Diversity

Source. Texas Education Agency Snapshot '93: 1992-93

School District Profiles.

Note. This scale was developed from a review of the

ethnic distribution of students enrolled in 1992-93.

Hispanic: Hispanics make up at least 80%
of students; African Americans 3% or less.

Hispanic/White: Hispanics make up 12%-70%
of students; African Americans 8% or less.

African American/Hispanic/White: African
Americans and Hispanics each make up at least
10% of students; Whites make up 45%-70%.

African American/White: African Americans
make up 20%-30% of students; Hispanics less
than 8%.

(Continued on page 24)
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Figure 3. Most Common Pattern of Special Language Services

Education Service Center Regions

1 grubnidE 11 htroWtroF

2 itsirhCsuproC 21 ocaW

3 airotciV 31 nitsuA

4 notsuoH 41 enelibA

5 tnomuaeB 51 olegnAnaS

6 ellivstnuH 61 olliramA

7 erogliK 71 kcobbuL

8 tnasaelP.tM 81 dnaldiM

9 sllaFatihciW 91 osaPlE

01 nosdrahciR 02 oinotnAnaS

Source. Texas Education Agency PEIMS

1990-91 – 1999-00.

Note. Figures 2 and 3 are based on students who began

Grade 1 in 1992-93 and were enrolled in the same district

through 1999-00.

Over 50%

18% - 25%

10% - 14%

Under 10%

Figure 2. Distribution of LEP Students
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Education Service Center Regions (cont.)

Hispanic, and White – were represented in these

seven regions. The fact that Texas shares a border

with Mexico is a major factor in the geographic

patterns of ethnic diversity of Texas students. As

Figure 2 on page 23 shows, it is also a factor in the

distribution of LEP students in Texas, the majority of

whom speak Spanish. The two border regions in

which over 80 percent of all students were Hispanic

also had the largest concentrations of LEP students –

over half of the students entering first grade in the

Edinburg and El Paso regions in 1992-93 were limited

English proficient. Over 90 percent of the LEP

students in these two regions spoke Spanish. No

other region had close to this concentration of LEP

students. There were five regions in which LEP

students made up 18 percent to 25 percent of the

1992-93 entering first graders. These include the

other three regions that share a border with Mexico

and the major urban regions of Houston and

Richardson/Dallas. The remaining regions had less

than 15 percent LEP students; eight had less than 10

percent LEP students.

Figure 3 on page 23 shows the most common pattern

of special language services for each region. Every

region had students in all five of the special language

program pattern groups – bilingual education, ESL,

bilingual education to ESL, mix of services, and no

services. The most common pattern of special

language services represented more students than

any other pattern in that region. However, it did not

necessarily represent the pattern of special language

services received by a majority of LEP students in

the region. A bilingual education program sequence

was the most common pattern of special language

services in seven regions. These included all the

regions that share a border with Mexico and all but

two of the regions in which LEP students made up

more than 18 percent of the student population. The

percentage of students in these regions who followed

a bilingual education sequence ranged from about

one-third of the LEP students in the Corpus Christi,

Kilgore, and San Angelo regions to over half of the

LEP students in the Edinburg, El Paso, and San

Antonio regions.

In the Houston and Richardson/Dallas regions, the

bilingual education to ESL sequence was the most

common pattern of special language services. These

students began instruction in a bilingual education

program and later move into an ESL program. Both

regions include major urban areas, and both had

highly diverse student populations and relatively

large percentages of LEP students. Hispanic students

made up less than one-third of the total student

populations in 1992-93, and both regions had similar

numbers of Hispanic and African American students.

Over 80 percent of the LEP students entering first

grade in 1992-93 in both regions spoke Spanish.

However, teacher shortages may have been a factor

in the types of special language services offered.

Bilingual education/ESL has been identified as a

teacher shortage area in Texas for a number of years.

An ESL sequence was the most common pattern of

special language services in eight regions, including

most of the regions with smaller concentrations of

LEP students. (In the Kilgore region, equal numbers

of students were served in bilingual education

sequences and ESL sequences.) Districts with fewer

than 20 LEP students in the same grade who speak

the same language are not required to offer bilingual

education programs but must offer ESL programs. In

the Mt. Pleasant and Fort Worth regions, the most

common pattern of special language services was for

students to receive some other mix of bilingual

education and ESL instruction.

(Continued from page 22)
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Retained students were more likely to be served in

bilingual education to ESL sequences or to receive

a mix of services.

Geography. There were regional variations in the

types of special language programs offered to LEP

students. Texas school districts vary by geographic

region in the number and percentage of LEP

students in the student population and in the home

languages of LEP students. These factors alone

would result in variations in the types of special

language programs offered and the extent to which

they are offered. However, other factors, such as

bilingual and ESL teacher shortages, may also vary

from region to region and would affect the types of

special language programs districts offer.

The following factors are not reflected in the data

presented in this paper but may be important in

determining the patterns of special language

services students receive.

District characteristics. Patterns of special

language services that students receive may

depend, in part, on district and campus

characteristics. The Texas Successful Schools

Study (TEA, 2001) uses the effective school

correlates as a model and addresses how the seven

correlates are applied in schools that are successful

in educating students with limited English

proficiency. The seven effective schools correlates

are: clear school mission, high expectations for

success, instructional leadership, frequent

monitoring of student progress, opportunity to

learn and student time on task, safe and orderly

environment, and home and school relations.

Official district policies and informal practices,

school climate, degree of community involvement,

community expectations, and availability and

allocation of resources may influence the types of

special language programs that are offered, quality

of staff assigned to those programs, and

coordination of special language programs with

other services such as special education and

programs for gifted and talented students.

Program goals. Texas law defines two types of

special language programs – bilingual education

and ESL. Within these two types there is much

variation. For example, all students in bilingual

education programs receive instruction in their

home language. However, the goal of transitional

bilingual education programs is to develop English

proficiency. In maintenance bilingual education

programs, on the other hand, the goal is not only to

develop English proficiency, but also to develop

academic proficiency in the native language. As

would be expected given the program goals,

students in transitional bilingual education

programs typically exit the special language

programs earlier than students in maintenance

bilingual education programs.

Progress Toward Graduation

In addition to looking back at the patterns of

special language services the LEP students in the

1992-93 cohort received in elementary and middle

school, this study looked forward to progress of

students toward passing the exit-level test required

for graduation. Most of the students in the study

cohort (87%) were in Grade 8 in 1999-00. Test

participation and performance at Grade 8 are early

indicators of whether a student is making sufficient

progress toward meeting the exit-level testing

requirement. The exit-level TAAS tests are similar

in length and content to the Grade 8 tests, which

have been shown to be one of the best predictors of

student performance on the exit-level tests (TEA,

2000).

The analysis of progress toward meeting the exit-

level testing requirement was based on all students

in the study cohort, not just those who took the

Grade 8 TAAS in 1999-00. This includes retained

students who took the Grade 7 or Grade 6 TAAS in

1999-00, LEP students who were tested on TAAS

but had not yet exited the special language

programs, and recent immigrants who were

exempted from the TAAS by the LPAC based on

limited English proficiency. All students were

included in the analysis because the exit-level test

is a graduation requirement for all students, with

the one exception of students with disabilities

exempted from the exit-level test by the ARD.

There were gaps between the LEP and non-LEP

students in the study cohort in progress toward

meeting the exit-level testing requirement. A

smaller percentage of LEP students took and

passed the TAAS in 1999-00, compared to

(Continued from page 21)
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non-LEP students. Differences between the LEP

and non-LEP students in progress toward meeting

the exit-level testing requirement can be attributed

to several factors. Recent immigrants to the United

States who were exempted from the exit-level test

by the LPAC represented 7 percent of the LEP

students in the study cohort. These students entered

the Texas public school system with limited

English proficiency in middle school and have a

relatively short time to develop proficiency in

English and master the curriculum content required

for successful performance on the exit-level test.

Those LEP students who did take the TAAS

included students who had not yet exited the

special language programs. Students who were still

in bilingual education and ESL programs did not

perform as well on the TAAS as students who had

exited those programs, as might be expected. It was

noted earlier that LEP students in the study cohort

were retained in grade at higher rates than non-LEP

students. Among both LEP and non-LEP students,

retained students who were taking the Grade 7 or

Grade 6 TAAS in 1999-00 did not perform as well

as the Grade 8 students in the study cohort.

The gaps between LEP and non-LEP students in

progress toward meeting the exit-level testing

requirement were not as great when comparisons

were made between students who are economically

disadvantaged. Most LEP students are

economically disadvantaged and performance

differences between LEP and non-LEP students

reflected, in part, performance differences between

economically disadvantaged students and students

who are not economically disadvantaged.

Among LEP students, there were also

performance differences between the five special

language program pattern groups. Students served

in bilingual education program sequences were

making better progress toward meeting the exit-

level testing requirement than students in the other

special language program pattern groups. These

differences reflect, in part, differences between the

groups in the average number of years students

were enrolled in Texas public schools and in the

percentage of students who had exited the special

language programs by 1999-00. Because the

analysis included students who had not yet exited

the special language programs, it cannot be used as

a measure of the relative effectiveness of the

different types of programs.
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COMPLIANCE STATEMENT

TITLE VI, CIVIL RIGHTS ACT OF 1964; THE MODIFIED COURT ORDER, CIVIL ACTION 5281, FEDERAL
DISTRICT COURT, EASTERN DISTRICT OF TEXAS, TYLER DIVISION
Reviews of local education agencies pertaining to compliance with Title VI Civil Rights Act of 1964 and with
specific requirements of the Modified Court Order, Civil Action No. 5281, Federal District Court, Eastern
District of Texas, Tyler Division are conducted periodically by staff representatives of the Texas Education
Agency. These reviews cover at least the following policies and practices:

(1)  acceptance policies on student transfers from other school districts;

(2)  operation of school bus routes or runs on a nonsegregated basis;

(3)  nondiscrimination in extracurricular activities and the use of school facilities;

(4)  nondiscriminatory practices in the hiring, assigning, promoting, paying, demoting,
      reassigning, or dismissing of faculty and staff members who work with children;

(5)  enrollment and assignment of students without discrimination on the basis of race, color, or
       national origin;

(6)  nondiscriminatory practices relating to the use of a student’s first language; and

(7)  evidence of published procedures for hearing complaints and grievances.

In addition to conducting reviews, the Texas Education Agency staff representatives check complaints of
discrimination made by a citizen or citizens residing in a school district where it is alleged discriminatory
practices have occurred or are occurring.

Where a violation of Title VI of the Civil Rights Act is found, the findings are reported to the Office for Civil
Rights, U.S. Department of Education.

If there is a direct violation of the Court Order in Civil Action No. 5281 that cannot be cleared through
negotiation, the sanctions required by the Court Order are applied.

TITLE VII, CIVIL RIGHTS ACT OF 1964 AS AMENDED BY THE EQUAL EMPLOYMENT OPPORTUNITY
ACT OF 1972; EXECUTIVE ORDERS 11246 AND 11375; EQUAL PAY ACT OF 1964; TITLE IX,
EDUCATION AMENDMENTS; REHABILITATION ACT OF 1973 AS AMENDED; 1974 AMENDMENTS TO
THE WAGE-HOUR LAW EXPANDING THE AGE DISCRIMINATION IN EMPLOYMENT ACT OF 1967;
VIETNAM ERA VETERANS READJUSTMENT ASSISTANCE ACT OF 1972 AS AMENDED; IMMIGRATION
REFORM AND CONTROL ACT OF 1986; AMERICANS WITH DISABILITIES ACT OF 1990; AND THE
CIVIL RIGHTS ACT OF 1991.

The Texas Education Agency shall comply fully with the nondiscrimination provisions of all federal and state
laws, rules, and regulations by assuring that no person shall be excluded from consideration for recruitment,
selection, appointment, training, promotion, retention, or any other personnel action, or be denied any benefits
or participation in any educational programs or activities which it operates on the grounds of race, religion,
color, national origin, sex, disability, age, or veteran status (except where age, sex, or disability constitutes a
bona fide occupational qualification necessary to proper and efficient administration). The Texas Education
Agency is an Equal Opportunity/Affirmative Action employer.
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