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Abstract 

Dudley, Tabitha, The Impact of Transitioning from a Bilingual to a General Education 

Classroom and Its Impact on Fourth-Grade Student Writing, Doctor of Education 

(Executive Educational Leadership), May 2022, Houston Baptist University, Houston, 

Texas. 

 

The purpose of the study was to discover the pathways and roadblocks that lead to 

ELLs' writing abilities in fourth grade after transitioning from a bilingual to a general 

education classroom. This research compared students' data points in Dual Language 

classes on state assessments and the writing strategies implemented by Dual Language 

teachers. This research will bring awareness to English-Speaking only educators 

regarding the ELL's needs and provide educators with strategies to develop ELL's 

English writing skills upon transitioning. The participants for this study consisted of nine 

teachers who taught general education with their English as a Second Language (ESL) 

certification and bilingual teachers who had a Bilingual Certification. All participants 

taught or were currently teaching fourth grade writing respectfully. Therefore, this study 

implemented a random stratified sampling. Of the nine participants, four were asked to 

participate in a Focus Group. Ten of the 38 Dual Language elementary schools in an 

urban school district that were eligible for the study were selected because their campuses 

implemented a 50/50 Dual Language program model for at least three years and Met 

Standard on the 2019 STAAR. The research findings described the various Dual 

Language strategies teachers used to support ELLs' writing skills. The researcher used a 

mixed-method, quasi-experimental design to compare participants' STAAR Writing test 

scores and the focus groups' responses to identify patterns, trends, and outliers. 

Findings 
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CHAPTER I 

Introduction 

Every child born in the United States has the right to a quality education no matter 

their ethnic background, culture, or race (U. S. Const., art. XIV, §1.). Today in education, 

one of the most perplexing concepts is understanding best practices regarding how to 

teach writing to English Language Learners (ELLs) (Lin, 2015). When ELLs enter the 

country with little to no English skills, they are at a disadvantage on many different 

levels. For example, without the language needed to communicate with other Non-ELLs 

in society, ELLs find it challenging to address their medical, housing, physical, and social 

needs. Due to the lack of exposure to the English language, ELL students struggle 

academically in school. Therefore, ELLs should be provided opportunities to succeed in 

their academics, which requires districts and schools to offer programs that will support 

ELLs by fostering the English language and concept development skills. However, being 

new to the country does not mean that ELLs do not have academic skills. When it comes 

to understanding the symbolic representation of print or written language in the primary 

grades, bilingual students may have an advantage over their counterparts (Bialystok, 

1997; Lesaux & Siegel, 2003). 

Heritage, Walqui, and Linquanti (2015) noted that ELLs learn language and 

content simultaneously. These authors found that teachers must provide intentional, 

meaningful, and engaging lessons that address the individual needs of the ELLs. When 

this happens, they can develop conceptual understanding and gain English language 

acquisition skills and become proficient as writers in English.  These authors went on to 

state that when Non-ELLs are struggling in their academics because of the nonstandard 
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English that is accepted in social society and homes yet has not been appropriately 

supported in acquiring the more formal use of language, they, too, will benefit from the 

effective pedagogy for ELLs.   

This study focused on the impact transitioning from a bilingual to a general 

education classroom has on the fourth-grade writing skills of English Language Learners 

(ELLs) in a large urban school district in Southeast Texas. This research aimed to ensure 

English-speaking-only educators are aware of the ELL’s struggles associated with 

becoming proficient as an English writer and to provide educators with strategies to 

develop ELL’s English writing skills. The researcher implemented a stratified random 

sampling to identify nine participants who were from 10 schools within an urban school 

district. This mixed-method, quasi-experimental design determined if there was a 

relationship between instructional strategies used in general education and bilingual 

classrooms to support fourth-grade writers. Also, the researcher analyzed student 

performances on the State of Texas Assessment of Academic Readiness (STAAR) and 

Texas English Language Proficiency Assessment System (TELPAS) writing assessment 

(Texas Education Agency, 2021) from Dual Language campuses that implemented the 

50/50 model for three years successively. In addition to analyzing the formative 

assessments, this study also consisted of personal interviews in a quest to seek the 

perceptions of fourth-grade teachers by addressing three questions:   

1. What factors contribute to ELLs being successful when transitioning from a 

bilingual to a general education classroom as an English writer? 

2. What factors prevent ELLs from being successful when transitioning from a 

bilingual to a general education classroom as an English writer? 
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3. What strategies should educators implement to improve ELLs’ writing skills and 

confidence in primary school? 

The researcher conducted data analysis to determine the trends and patterns resulting 

from a focus group, surveys, and transcripts. The researcher also conducted a data 

analysis identifying patterns, trends, and outliers based on a year’s data concentrating on 

the STAAR and TELPAS Assessments both from the Texas Education Agency (TEA).  

This chapter comprised the following topics: the background of the study, 

statement of the problem, the significance of the study, definitions of terms, theoretical 

framework, research questions, limitations, delimitations, assumptions, and the 

organization of the study.  

Background of the Study 

According to Ziegenfuss, Odhiambo, and Keyes (2014), English Language 

Learners (ELLs) are students who were either born in the United States or came to this 

country as immigrants with their parents and primarily speak their home language, which 

is non-English. Also, ELLs who come to the U.S. enter classrooms with various levels of 

education. Some ELLs enroll in U.S. schools with no schooling; some come with limited 

knowledge, while others enter U.S. schools with a strong understanding of the academic 

concepts and skills required in their native language. The ELLs who are newcomers to 

the U.S. may not be able to write in English as fluently as they would in their native 

language nor as fluently as their English-speaking peers, but they can use writing as a 

means of communicating and expressing themselves when given the opportunity 

(Samway, 2006). ELLs are demographically diverse starting with their home language, 

language abilities, disability status, socioeconomic resources, parental characteristics, 
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academic achievement, geographic distribution, generational status in the United States, 

race and ethnicity, and immigration circumstances (Le Menestrel, 2020).  

According to the Texas Education Agency (2021), for every student identified as 

an English learner and has a home language other than English, it is required by the state 

of Texas for that student to receive an education that includes a program fostering 

bilingual literacy or English as a Second Language. The goal of bilingual education and 

English as a Second Language program is to provide ELLs the opportunity to become 

proficient in listening, speaking, reading, and writing in English. These programs are 

intended to be an integral part of the district curriculum based on the Texas Essential 

Knowledge and Skills and the English language proficiency standards required by the 

state.  

According to the Texas Education Agency (TEA) (2021), students can acquire a 

second language due to the many resources that are now available. One of the most 

common methods of acquiring a second language is through the Dual Language 

immersion program designed by the Texas Education Agency’s Commissioner Rules 

Concerning State Plan for Educating English Learners, Chapter 89 (Texas Education 

Agency, 2021). The guidelines for implementing a Dual Language immersion program 

model according to Texas Education Agency (2021, p. 55) are: 

1. The Dual Language immersion program model shall be a full-time academic 

program in English and another language.  

2. The Dual Language immersion program model shall provide equitable resources 

in English and the additional language whenever possible.  
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3. A minimum of 50% of instructional time shall be provided in a language other 

than English for the duration of the program.  

4. Implementation shall:  

a. Begin in prekindergarten or kindergarten  

b. Continue without interruption incrementally through the elementary grades, 

and 

c. Consider expansion to middle school and high school whenever possible.  

5. A Dual-Language immersion program model shall be developmentally 

appropriate and based on current best practices identified in the research. 

In addition to the Dual Language Immersion Program Model, there is also the Two-Way 

Dual Language Immersion Program Model, which allows students to acquire a second 

language. This model includes non-ELLs.  According to Texas Education Agency (2021), 

there are several guidelines that school districts must follow to be compliant: 

1. A Two-Way Dual Language Immersion program model shall fully disclose 

candidate selection criteria and ensure that access to the program is not based on 

race, creed, color, religious affiliation, age, or disability.  

2. A school district implementing a Two-Way Language Immersion program model 

shall develop a policy on enrollment and continuation for students in this program 

model.  

3. A school district implementing a Two-Way Dual Language Immersion program 

model shall obtain written parental approval.  

4. A school district implementing a Two-Way Dual Language immersion program 

model shall determine the appropriate assessment option for program participants. 
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According to the Texas Education Agency (2021), in Texas there are over one 

thousand school districts and charter schools that serve students who are identified as 

ELLs. These schools are required to provide a Bilingual or ESL program selecting one of 

the six state-approved program models: (a) Transitional/Early Exit, (b) Transitional/Late 

Exit, (c) Dual Language/One-Way, (d) Dual Language/Two-Way, (e) ESL/pull-out, or (f) 

ESL/content-based. Of the six models, Texas Education Agency (2021) indicated that 

Dual Language (DL) and content-based ESL/sheltered instruction (SI) models yield the 

most effective academic and linguistic outcomes for ELLs. Another set of researchers has 

identified the Dual Language program as one that seeks to level the playing field for 

ELLs, (Cortina, Makar, & Mount-Cors, 2015). These researchers found that the Dual 

Language program, when combined with the district’s curriculum and implemented with 

fidelity is one of the most innovative and effective forms of educating ELLs.  

For the purpose of this research, the Two-Way Dual Language Immersion 

program model was one of the criteria used to select the schools that were explored in 

this mix-method, quasi-experimental inquiry. In addition, these schools followed the 

Texas Education Agency guidelines related to students acquiring a second language, 

specifically English.  

Statement of the Problem 

According to Shapiro (2014), for several decades, there has been much discourse 

and research regarding ELLs' educational ramifications in U.S. schools. Synder and 

Dillow (2022) noted that ELLs are the fastest-growing population in the U.S., 

representing 10% of the total student body in U.S. K-12 classrooms today and rapidly 

climbing. Nel and Snelgar (2012) observed that the global society was transformed 
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annually by increasing numbers of immigrants who migrated to the U.S. with the 

expectation of a better life. These researchers also stated that ELLs with Limited English 

Proficiency (LEP) are "at-risk educational minorities" (Nel & Snelgar, 2012, p. 1). The 

ELLs with LEP who attend elementary schools with deficits associated with their 

acquisition of literacy skills had negative experiences related to their English writing 

abilities. These ELLs had a five to six-year academic gap compared to the non-ELLs in 

the classroom. The ideas presented by Nel and Snelgar (2012) were agreed upon by other 

researchers  (Bersh, Benton, Lewis, & McKenzie-Parrales, 2012; Cooks & Sunseri, 2014; 

Danzak & Wilkinson, 2016; Nino & Paez, 2018; Silverman et al., 2015). 

According to Esch (2018), educators continue to struggle with the notion of how 

to provide an equitable education to ELLs best. Despite the plethora of research collected 

to gain insight regarding strategies to support ELLs, there has been limited research that 

examines the impact of transitioning from a bilingual to a general education classroom 

and its impact on fourth-grade students’ writing skills.  

Purpose of the Study 

The purpose of this study was to discover the pathways and roadblocks that lead 

to ELLs’ writing abilities in fourth grade after transitioning from a bilingual to a general 

education classroom. This research has a two-fold purpose: to bring awareness to 

English-Speaking-only educators of the ELL’s needs and provide educators with 

strategies to develop ELL’s English writing skills upon transitioning. This research 

surveyed nine teachers from 10 of the 38 Dual Language campuses in one large urban 

school district in Southeast Texas. 
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The researcher implemented a stratified random sampling to identify possible 

participants from a minimum of 10 schools within a large urban school district in 

Southeast Texas. This mixed-method, quasi-experimental design compared student 

performance and identified trends, patterns, and outliers. This study consisted of a focus 

group, surveys, and transcripts in a quest to seek the perceptions of participants regarding 

(a) the factors that contribute to ELLs being successful when transitioning from a 

bilingual to a general education classroom as an English writer; (b) the factors that 

prevent ELLs from being successful when transitioning from a bilingual to a general 

education classroom as an English writer, and (c) what are educators’ perceptions 

regarding the strategies to improve ELL’s writing skills and confidence in primary 

school? The researcher also conducted a correlation analysis identifying trends and 

patterns between the Texas English Language Proficiency Assessment System (TELPAS) 

and the State of Texas Assessments of Academic Readiness (STAAR); both exams were 

from The Texas Education Agency (TEA). 

Significance of the Study 

This study aimed to discover the pathways and roadblocks that lead to ELLs' 

ability in fourth-grade writing comparing data points and various strategies Dual 

Language teachers implemented to develop English language writing skills. This 

investigation focused on students in the fourth grade who took the State of Texas 

Assessments of Academic Readiness (STAAR) Writing and the Texas English Language 

Proficiency Assessment System (TELPAS) exams. There was an analysis of the data 

collected to identify trends, patterns, and outliers. The data results were compared to the 

focus group responses retrieved from the Dual Language teachers who participated in this 
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inquiry. In this study, the researcher used a mix-method, quasi-experimental design to 

compare Dual Language campuses’ Writing STAAR and TELPAS data combined with 

the Dual Language instructional techniques used in developing students’ English writing 

skills in an effort to find a correlation.  

Reviewed in this study were both Dual Language instructional best practices for 

developing English writing skills and scores from STAAR and TELPAS assessments. 

There was a focus on the Two-Way Dual Language Immersion program model, which is 

a 50/50 implementation program that requires students to receive 50% of their instruction 

in English and 50% of their instruction in their primary language (Texas Education 

Agency, 2021). Thirdly, this study investigated the effectiveness of the Dual Language 

instructional strategies and built confidence in students who were considered at-risk in 

fourth grade and developing as English writers.  

Definitions of Terms 

 Educators and researchers use various terms to discuss children at various stages 

of second-language acquisition. For this study, some terms either had a constitutive and 

an operational definition.  

 Constitutive definitions. The following list contains definitions for the acronyms 

referred to in this study: 

• Dual Language Education – DLE  

• English Language Development – ELD  

• English Language Learners – ELL 

• English Language Proficiency – ELP  

• English as a Second Language – ESL 
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• Language 1 – L1 – general education 

• Language 2 – L2 – bilingual 

• Language 3 – L3 - trilingual 

• Non-English speaking – NES 

• Sheltered Instruction Observation Protocol – SIOP 

• Sheltered Instruction – SI 

• Two-way Dual Language Immersion - TWLI 

• State of Texas Assessment of Academic Readiness – STAAR 

• Texas English Language Proficiency Assessment System – TELPAS 

• Texas English Language Proficiency Standards – ELPS  

• Texas Essential Knowledge and Skills – TEKS 

 Operational definitions. For clarity, the following operational definitions of 

terms are provided:   

 Cognitivism was used to not only indicate what learners do, but more about what 

they know. In other words, these students have a high probability of not graduating from 

high school due to their English deficiencies if not addressed. 

 Dual Language instruction is a method to delivering instruction that focuses on 

the students’ primary language and English for instructional purpose. 

 Early Double Immersion (Early DI) Programs - Instruction is provided to K-3rd 

grade students in two different languages such as French and Hebrew not to include the 

first language which is English (Genesee & Lambert, 1983). 

 English Language Learners (ELLs), Non-English Speakers (NES), and English as 

a Second Language (ESL) referred to students who are taught by ESL certified English-
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speaking teachers who have received training implementing effective strategies that 

support ESL to become more proficient in English language acquisition.  

 Limited English Proficient (LEP) learners was used interchangeably to refer to 

students who were either born in the U.S. or came to this country as immigrants with 

their parents and are at-risk educational minorities due to being students who are learning 

the English language. 

 General education learners was used to refer to English speakers only.  

 One-Way Dual Language immersion – The students in this program have the 

opportunity to become biliterate, bilingual, and bicultural because they have the same 

home language. 

Cognitive Theoretical Framework 

This study focused on a theoretical framework that supports the learning related to 

English Language Learners (ELLs) and strategies that yield their success once they 

transition from a bilingual to a general education classroom. Cognitive theory (Clark, 

2018) is the theoretical framework that was used to catalyze this study and support the 

research conducted. 

According to Clark (2018), "Cognitivism is the study of the mind and how it 

obtains, processes, and stores information” (p. 176). Cognitive psychologists believe that 

humans are logical beings that must be physically active and motivated to be productive. 

Clark found that processing, storing, implying, rationalizing, and problem-solving are 

actions that the brain formulates as learning takes place, which he calls the theory of 

cognitivism. Cognitive psychologists identified human's ability to obtain knowledge and 

understanding as schema. When people encounter new ideas and concepts, they will 



12 

 

automatically gather information based on prior learning or experiences (scheme) and try 

to make sense or meaning regarding the new information. The most influential theorist in 

educational psychology was a Swiss psychologist named Jean Piaget.  "Piaget studied 

development and learning in children and identified four stages of cognitive 

development: sensorimotor, preoperational, concrete operational, and formal operations" 

(Clark, 2018, p. 176). Piaget considered learning to be a process of adjustments, which he 

called this process of time for assimilations and accommodations. New information using 

existing schemata, adaptation is taking place. However, when data or the schemata is 

distorted due to the miscommunication between the latest information and the current 

information, the process is known as accommodation. 

In addition, Clark (2018) noted that cognitivism is not about what learners are 

doing but also about what they know. For example, teachers must find appropriate 

instructional activities to help learners effectively and efficiently process information so 

that they will have the capacity to retrieve existing schema and increase their ability to 

learn more by building on what they already know. It is then scholars can grow and 

become more sophisticated thinkers and problem solvers.  

Research Questions 

The purpose of this study was to discover the pathways and roadblocks that lead 

to ELLs’ writing abilities in fourth grade after transitioning from a bilingual to a general 

education classroom.  Therefore, this investigation addressed three questions: 

1. What factors contribute to ELLs being successful when transitioning from a 

bilingual to a general education classroom as an English writer? 
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2. What factors prevent ELLs from being successful when transitioning from a 

bilingual to a general education classroom as an English writer? 

3. What are educators’ perceptions regarding the strategies to improve ELL's writing 

skills and confidence in primary school? 

The answers to these questions will support educators in their efforts to continue 

providing ELLs with an equitable and quality education that will allow them to succeed 

as proficient English writers.  

Limitations 

The following possible limitations that could impact this case study:  

1. A limited number of schools have embraced the Two-Way Dual Language 

Immersion concept in the state of Texas. The Southeast Texas urban school 

district used in this study consists of 160 elementary schools of which 38 are Dual 

Language campuses, and 30 have implemented the two-way Dual Language 

immersion method of instruction.   

2. Many variables are out of the researcher’s realm of control including student 

performance on STAAR and TELPAS assessments, implementation of the Dual 

Language program from campus to campus, various resources, current school 

systems – schedules, teacher capacity, and administrative support. 

3. The amount of time spent on one language versus the other. On elementary 

campuses most Dual Language classes are paired together where the bilingual 

teacher may teach Math and Science in Spanish, while frontloading Reading and 

Language Arts in English. The ESL teacher will then teach Reading and 

Language Arts in English and frontload the Math and Science introducing the 
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vocabulary in English as a bridge to support the learning during the Math and 

Science instruction, which will be in Spanish.  

4. The bilingual programs differ from campus to campus. One elementary campus 

might have a One-Way Dual Language immersion model, while another campus 

might implement a Two-Way Dual Language immersion model. There are also 

four other bilingual programs that elementary campuses could implement such as 

the Transitional/Early Exit program, Transitional/Late Exit program, ESL/pull-

out, or ESL/content-based. These programs will be discussed more in Chapter II 

of this dissertation.  

5. The quality of teaching may vary from teacher to teacher as teachers’ style, 

capacity, and pedagogy may differ from teacher to teacher and campus to campus. 

Also, bilingual teachers may differ in multilingual didactics, meta-linguistic 

awareness, and the understanding of the various teaching methods as it relates to 

the Dual Language immersion program.  

6. The age at which students learn their second language. Even though the Dual 

Language immersion program beings in pre-kindergarten or kindergarten, if a 

campus does not have enough students to make a Dual Language class or if the 

parents refuse to allow their child to participate in the Dual Language immersion 

program, and if the school was unable to hire a bilingual teacher for a particular 

grade level so that the Dual Language immersion program could be implemented, 

these scenarios would be out of the researcher’s control. 
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7. When the school within the district uses various programs to teach writing skills, 

this diversity regarding instructional models from campus to campus is out of the 

researcher’s control. 

8. The schools within the district transition bilingual students at various grade levels. 

Some elementary campuses transition students in Grades 3, 4, and 5, and some 

sooner. This instability of transitioning students at the discretion of the school 

leader is out of the researcher’s control.  

9. The transfer of knowledge from one language to another language may vary. 

Students learn and develop linguistic skills at a different levels. Students will need 

to know the different skills to acquire both languages, but this transfer of 

knowledge will vary from student to student because students learn at their own 

pace.  

10. Students who are native English speakers and have support at home to cultivate 

the second language will vary from student to student. This is out of the 

researcher’s control.  

Delimitations 

Several possible delimitations could impact this case study:  

1. The school district may have a high mobility rate.  

2. The school district may have many different programs for bilingual students. 

3. The school district had a small number of Dual Language campuses that 

implement the Two-Way Dual Language immersion model program. 

4. Students’ understanding of the many different didactic teaching styles and the 

cross-transfer of language difficulties. 
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5. The data that was used in the study was assumed to be both accurate and correct. 

Assumptions 

This study includes the following possible assumptions: 

1. The school district followed the same protocol in applying the bilingual program's 

entry and exit criteria.  

2. The school district hired certified bilingual and English as a Second Language 

(ESL) teachers to service Limited English Proficient (LEP) students.  

3. The schools that service Limited English Proficient (LEP) students have 

accredited bilingual teachers.  

4. The school district provided the appropriate training for administrators and 

teachers to manage the bilingual program.  

5. The testing administered was conducted in a proper testing environment.  

Organization of the Study 

 This study investigated how fourth-grade English Language Learners (ELLs) in 

an urban school district in Southeast Texas are impacted as an English writers after 

transitioning from a bilingual to a general education classroom. This research is presented 

in five chapters. Chapter I, the Introduction, includes the background of the study, the 

statement of the problem, the purpose of the study, the significance of the study, the 

definitions of terms, the theoretical framework, the research questions, limitations, 

delimitations, and the assumptions of the study. 

Chapter II presents the review of literature which includes (a) cognitive 

theoretical framework, (b) historical background, (c) strategies for developing biliteracy, 

(d) ELL’s attitudes and perspectives, (e) ELLs of foreign parents, (f) linguistic and 
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cultural resources, and (g) professional development. Chapter III presents the 

methodology of the study. In this chapter, the restating of the questions, research design, 

instrumentation and data collection, data analysis, statistical significance, trends in data, 

the results of the quantitative research, and summary of procedures are shared. Chapter 

IV presents the study’s findings including a) demographic information, b) factor analysis, 

and (c) answers to the research questions and hypothesis. The implications of practice 

and recommendations for future research are also shared in this chapter.  

Chapter V contains the summary of the study, which includes the results found in 

the research and identifies any further implications for more research needed to be based 

on the investigation. Also, this study included the contributions of the literature and the 

recommendations for future studies. The focus of each section is to expand upon the 

concepts presented for future research based on the findings from this study. 
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CHAPTER II 

Review of Literature 

Over the past two decades, our global society has been transformed annually by 

the increasing numbers of immigrants who migrated to the United States in hopes of 

better opportunities for education and employment (Boyle, Golden, & Le Floch, 2014; 

Nel & Snelgar, 2012). The National Center for Educational Statistics (2014) noted that 

English Language Learners (ELLs) are the fastest-growing population in the U.S., 

representing 10% of the total student body in U.S. Kindergarten through 12th-grade 

classrooms and rapidly climbing. With this massive increase in ELLs attending U.S. 

schools, an educational focus on best instructional strategies has had much debate (Boyle 

et al., 2014; Nel & Snelgar, 2012; Rolle & Jimenez-Castellanos, 2014; Shapiro, 2014). 

This chapter addresses the Dual Language program and the various strategies used in 

Texas to support ELLs with their English writing skills. 

Chapter Two presents a review of the literature which includes (a) theoretical and 

historical background, (b) programs available for ELLs, (c) strategies for developing 

biliteracy, (d) ELLs’ attitudes and perspectives, (e) ELLs of foreign parents, (f) linguistic 

and cultural resources, and (g) professional development.  

Restating the Problem  

Nel and Snelgar (2012) noted that ELLs with Limited English Proficiency (LEP) 

are identified as “at-risk educational minorities” because there is a chance that they may 

not graduate from high school (p. 1). ELLs with LEP that attend elementary schools with 

deficits associated with their acquisition of literacy skills negatively impact their English 

writing abilities resulting in a five to six-year academic gap in comparison to the general 
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education students in the classroom (Bersh et al., 2012; Cooks & Sunseri, 2014; Danzak 

& Wilkinson, 2016; Nel & Snelgar 2012; Nino & Paez, 2018; Silverman et al., 2015). 

Therefore, ELLs must be exposed to an equitable and quality education that meets their 

individual needs.  

Intensive oral English Language Development (ELD) is essential for ELL 

students to be successful in school. Also, for ELLs to be successful with the English 

language, they must be given opportunities to develop their oral and written language by 

receiving explicit instruction in norms of social usage, academic vocabulary, 

pronunciation, grammar, and syntax (Beeman & Urow, 2013; Cooks & Sunseri, 2014; 

Delbridge & Helman, 2016; Graham, McKeown, Kiuhara, & Harris, 2012; Heritage et 

al., 2015; Mora-Flores, 2011; Murphy, 2014; Nino & Paez, 2018; Roessingh, 2018; 

Samway, 2006; Seidlitz, Base, & Lara, 2015; Silverman et al., 2015).  

ELLs are a diverse population within themselves. Heritage et al. (2015) placed 

ELLs in the following six categories: 

1. Time spent in the U.S.: These are ELLs in classrooms that were born in the U.S.; 

others would have been new to the US, while still other ELLs would have 

minimal experience in the U.S. 

2. Formal schooling experience: These ELLs would have no prior schooling, prior 

school vastly different from U.S. schooling, and variation of schooling within 

their own culture causing instructional gaps. 

3. Language status: These are general education students (only speak English), 

bilingual (speak two languages other than English), emergent bilinguals, second 
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language learners; multilingual (speaking more than two languages other than 

English). 

4. Ethic heritage: These are students who are of different cultures and backgrounds. 

5. Exposure to English because ELLs are diverse, their exposure to English will also 

be diverse. 

6. Developmental differences: No ELL develops in the same manner nor at the same 

time. 

These six categories confirm that there are no two ELLs who are alike. Heritage et al. 

(2015) also stressed the fact that when it comes to ELLs, there is no one-size-fits-all 

approach.  

Historical Perspective 

For the sake of this study, the literature review dated back to the twentieth 

century. Nearly twenty years later, after World War II, these restrictions were lifted in 

1965, with the legislature passing the Immigration and Nationality Act (Efird, 2019; 

Menken, 2010; Orr, 2020). The effects of this new law changed the demographics of the 

nation drastically. With the influx of immigrants and a government ill-prepared to 

transition these newcomers, new issues arose with now an even more diverse society, but 

it was the educational system that experienced a significant need that required political 

leaders to come together and ensure that equity was addressed (Orr, 2020).  

This demographic change within the educational system pointed out the fact that 

Texas did not have a curriculum designed for English language learners and no visionary 

foresight for one in the future (Efird, 2019). Children who were non-English speakers 

were placed in English-only classrooms and were expected to learn; and if they did not, 
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they were identified as mentally retarded. This meant that these students had limited 

options related to the job market. After graduation, ELLs either went to a vocational 

school or were blue-collar workers obtaining low wages and degrading non-professional 

occupations. Efird (2019) stated, “By 1964, political powers began to inquire about 

discrimination and poverty, and soon the Civil Rights Act of 1964 was passed and Title 

VI was implemented which barred discrimination in education” (p. 3). It was 1965 under 

the Elementary and Secondary Education Act (ESEA) when the government established a 

precedent to aid children in poverty and ensure their rights to free and equitable education 

(Efird, 2019; Orr, 2020).  

Title VII of the Elementary and Secondary Education Act of 1965, also known as 

the Federal legislation, provided funding to address the unique needs of students who had 

limited English proficiency. The Elementary and Secondary Education Act of 1965 paved 

the way for other equity opportunities for minorities and was instrumental in developing 

bilingual education programs. allowed districts to develop bilingual education programs 

and paved the way for other equity opportunities for minorities with limited English skills 

such as the Dual Language program (Lyons, 1990; Orr, 2020). Even though significant 

gains were accomplished to change the face of bilingual education, because the 

legislature was not clear regarding the implementation and fostering of biliteracy, the 

'how' to deliver instruction and preserve the ELLs' native language and culture was and 

still is an issue today (Efird, 2019; Lyons, 1990).  

Statement of the Purpose and Significance of the Study 

 The purpose of the study was to discover the pathways and roadblocks that lead 

to ELLs' writing abilities in fourth grade after transitioning from a bilingual to a general 
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education classroom. This research compared students' data points in Dual Language 

classes on state assessments and the writing strategies implemented by Dual Language 

teachers. The researcher hoped to bring awareness to English-speaking-only educators 

regarding the ELLs’ needs and provide educators with strategies to develop ELLs’ 

English writing skills upon transitioning.  

This study focused on the theoretical framework that supports the learning related 

to English Language Learners (ELLs) and strategies that could yield their success once 

they transition from a bilingual to a general education classroom. The cognitive theory 

(Clark, 2018) discussed below is a description of the cognitive approach, which was used 

to catalyze this study’s research. 

Cognitive Theoretical Framework 

According to Clark (2018), “Cognitivism is the study of the mind and how it 

obtains, processes, and stores information” (p. 176). Cognitive psychologists believe that 

humans are logical beings that must be physically active and motivated to be productive. 

Processing, storing, implying, rationalizing, and problem-solving are actions that the 

brain formulates as learning takes place, which Clark (2018) calls the theory of 

cognitivism. Cognitive psychologists identified human’s ability to obtain knowledge and 

understanding as schema. When people encounter new ideas and concepts, they will 

automatically gather information based on prior learning or experiences (schema) and try 

to make sense or meaning regarding the new information. The most influential theorist in 

educational psychology was a Swiss psychologist named Jean Piaget. “Piaget studied 

development and learning in children and identified four stages of cognitive 

development: sensorimotor, preoperational, concrete operational, and formal operations” 
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(Clark, 2018, p. 176). It was also Piaget who considered learning to be a process of 

adjustments, which he called this process a time for assimilations and accommodations. 

According to Clark (2018), adaptation takes place when individuals use schema to make 

connections with new information. However, when data or the schemata is distorted due 

to the miscommunication between the latest information and the current information, the 

process is known as accommodation. 

Clark (2018) also noted that cognitivism is not about what learners are doing, but 

more about what they know. For example, teachers must find appropriate instructional 

activities to help learners effectively and efficiently process information so that they will 

have the capacity to retrieve existing schema and increase their ability to learn more by 

building on what they already know. It is then scholars can grow and become more 

sophisticated thinkers and problem solvers.  

Additionally, Clark (2018) and multiple researchers supported the notion that 

when ELLs are presented with strategies that foster their learning, then they build on their 

existing schema (Beeman & Urow, 2013; Bersh et al., 2011; Delbridge & Helman, 2016; 

Lacina, 2008; Petrovic & Olmstead, 2001; Samway, 2006). Students must be given 

opportunities to make connections and develop at their level while being provided the 

support needed for success, but even more so for an ELL (Petrovic & Olmstead, 2001). 

When this happens, boundaries are broken, and limitations are few as it relates to their 

success as ELLs (Clark, 2018). Bersh et al. (2012) pointed out that when at-risk students 

(students with a high probability of failing academically due to various deficits such as 

ELLs) should be allowed to experience literacy by implementing strategies such as 

technology, poetry, or celebrating their culture. When ELLs implement these strategies, 
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their ability to use their background knowledge is strengthened to support new learning. 

They are also more likely to be motivated because their learning has more meaning and 

relevance (Bersh et al., 2012).  

National Standards for English Language Arts 

The standards for English Language Arts come from the National Council of 

Teachers of English (NCTE) (2021). The vision for NCTE is to provide students with the 

necessary resources and skills that would allow them the opportunity to pursue life’s 

goals of becoming productive citizens and have the ability to compete in a global society. 

Below is a list of the guiding visions created by the NCTE (2021, p. 2): 

1. All students must have the opportunity and resources to develop their 

language skills. 

2. These standards assume that literacy growth begins before a child enters 

school. 

3. The development of curriculum and instruction fosters the abilities children 

bring to school. 

4. These standards provide opportunities for innovation and creativity associated 

with teaching and learning.  

5. These standards are not prescriptions for a particular curriculum or 

instruction.  

6. These standards are interrelated and should not be taught in isolation   
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  There are twelve national identified standards that govern states and local 

standards that contribute to ongoing discussions regarding English Language Arts:. 

1. Students are expected to be able to respond to various genres such as fiction, 

nonfiction, classic and contemporary works. With this wide range of print and 

non-print text, students are expected to be to read and acquire new information 

based on culture and world experiences.   

2. Students are expected to read and understand the many dimensions of human 

experiences. 

3. Students are expected to comprehend, interpret, evaluate, and appreciate a wide 

range of text. They are expected to use prior knowledge and interact with other 

readers and writers to build word meaning and understand textual features. 

4. Students are expected to be able to communicate with a variety of audiences via 

speaking, writing, or with visual language skills. 

5. Students are expected to be able to use various strategies when writing and and 

communicating with various audiances.  

6. Students are expected to apply knowledge of language conventions, structure, and 

genre to discuss print and non-print text.  

7. Students are expected to conduct research on topics of interest and social issues 

by generating questions and posing problems.  

8. Students are expected to use a variety of resources as a means to communicate 

with others (e.g., technology, databases, and videos). 

9. Students are expected to develop an understanding and respect for diversity across 

cultures, social networks, language use, dialect, and patterns.  
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10. Students are expected to use their first language to develop competency in the 

English language arts. 

11. Students are expected to participate in a variety of literacy communities by being 

knowledgeable, creative, and reflective in the English language arts. 

12. Students are expected to use spoken, written, and visual language for various 

purposes when expressing themselves (NCTE, 2021, p. 3).  

TEA Expectations for Fourth and Seventh Grade Writing 

There are three reporting categories that describe TEA’s student expectations for 

English writing for Grades 4 and 7. These expectations are written as Texas Essential 

Knowledge and Skills (TEKS) requirements and are listed below (Texas Education 

Agency, 2021): 

 Reporting category 1: Composition. The student will demonstrate an ability to 

compose a variety of written texts with clear, central ideas; coherent organization; 

sufficient development; and effective use of language and conventions. 

1. Students use elements of the writing process to compose text. 

2. Students write expository texts to communicate ideas and information to 

specific audiences for specific purposes (TEA, 2021).  

 Reporting category 2: Revision. The student will demonstrate an ability to 

revise a variety of written texts. 

1. Students use elements of the writing process to compose text.  

2. Students write expository texts to communicate ideas and information to specific 

audiences for specific purposes.  
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3. In Grade 7, Students write persuasive texts to influence the attitudes or actions of 

a specific audience on specific issues. Students are expected to write a persuasive 

essay to the appropriate audience (TEA, 2021). 

 Reporting category 3: Editing. The student will demonstrate an ability to edit a 

variety of texts.  

1. Students use elements of the writing process to compose.  

2. Students understand the function of and use the conventions of academic 

language when speaking and writing. Students will continue to apply earlier 

standards with greater complexity.  

3. Students write legibly and use appropriate capitalization and punctuation 

conventions in their compositions.  

4. Students spell correctly. In Grade 7, students are expected to spell correctly, 

including using various resources to determine and check correct spellings (TEA, 

2021). 

The Writing Process 

According to Graham et al. (2018), writing is a fundamental part of 

communication, and students at a young age should learn how to write effectively to 

develop their writing skills. However, these researchers discovered that many American 

students are performing below the national standards. A less than one-third of all students 

performed either at or above the proficient level in writing (Salahu-Din & Persky, 2008). 

This information indicates that U.S. students are not strong writers. When students 

develop strong writing skills early, they are better equipped to learn, communicate, and 

express themselves (Graham et al., 2018).  
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Graham et al. (2018) stated, “Writing is defined from a developmental viewpoint, 

which begins with the acquisition of foundational skills and leads to the application of 

more sophisticated techniques” (p. 6). Interactive writing invented spelling, and inventive 

drawing in the early years are common strategies used to strengthen the writing process 

even though they may not follow a traditional writing pattern. These researchers agree 

that the just mentioned strategies may not be traditional writing. Still, these techniques 

lead to the ultimate goals, which are to communicate ideas and thoughts to others, tap 

into the student’s prior knowledge to make connections, and encourage students to 

engage with the text to enhance comprehension and deepen their understanding of 

content.   

According to Graham et al. (2018), writing is a complex process that allows 

individuals to express their feelings, thoughts, and ideas as a form of communication. 

Writing requires cognitive and self-directing processing, which is driven by the writer’s 

purpose for writing and the intended audience. To accomplish this goal, writers must be 

able to implement the writing process from conception to completion of a text. The 

writing process has an order flow that includes planning, drafting, sharing, revising, 

editing, evaluating, and publishing. Students do not merely execute the writing process to 

generate random ideas, but writing demands that students know their purpose for writing, 

which requires them to develop a plan. A plan requires that the teacher explicitly explain 

various writing skills and strategies, model with fidelity, and create opportunities for 

students to practice applying the various skills and strategies to their authentic work. 

Also, students must learn that writing can take on various genres such as conveying 

information, providing entertainment, making an argument, enhancing understanding of 



29 

 

reading, providing a means for self-reflection, and sharing an experience, adventures, or 

ideas.  

Understanding the Writing Process  

 The writing process is used to compose a text or create a composition. “The 

writing process is not linear but requires the writer to be flexible and able to move fluidly 

in and out of the various components of the writing process—planning, drafting, sharing, 

evaluating, revising, editing, and sometimes publishing,” (Graham et al., 2018, p. 14). 

These components are explained in more detail below.  

Planning. This component often involves developing key points and supporting 

ideas, gathering information from previous reading or discussions, and organizing ideas 

based on the purpose, audience, concepts, and strategies to be used when writing. 

Planning often takes place before writing and may continue during writing. It is most 

effective during small group brainstorming activities. 

Drafting. Creating an initial draft of the composition is essential. Students select 

words, create sentences, and ideas that convey their thoughts, emotions, and beliefs 

regarding the topic or prompt that they are to write about.  

Sharing. This step consists of drafting with other peers and the teacher to obtain 

feedback for improving their composition.  

Evaluating. This process is usually conducted after writing the first draft. It 

normally involves the writer, peers, or teacher where they reread the composition or parts 

of the composition to ensure that the original goals are being met. If there are problems 

with alignment, the writer will need to make the necessary revisions or edits. It is 
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suggested that young writers use a checklist to guide their thinking and to self-assess their 

progress.  

Revising. This includes making changes for clarity or to enhance meaning, 

reorganizing ideas, refining word choice and sentence structure, and adding or removing 

entire sections.  

Editing. These changes make the composition readable to the external audience 

and ensure the writer’s intended meaning is clear through addressing any grammar and 

spelling errors as related to English conventions.  

Publishing. The last step occurs at the end of the writing process. Students 

produce a final product by sharing their composition publicly in written form or orally. 

All students should celebrate to complete the writing process. 

According to Graham et al. (2018), Hyland (2015), and Sanchez and Lopez 

Pinzon (2019), writing is a process that requires students to think cognitively by 

generating ideas that convey thoughts, beliefs, and emotions. When students do not learn 

the adequate writing skills needed to communicate, they may be at a disadvantage related 

to opportunities in education and employment. These researchers also agree that writing 

is a thinking process and demands an intellectual effort that is sustainable over a period. 

Hyland (2015) highlighted that writing is a problem-solving skill that requires multiple 

processes.   

According to Sanchez and Lopez Pinzon (2019), teaching young learners how to 

write requires a high level of commitment and dedication. In a student-centered 

classroom, teachers must use resources that enhance and motivate learners to want to 

communicate through writing. When teaching writing, there are a few drawbacks that 
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most teachers will encounter when working with young writers. First, these young writers 

do not have strong vocabulary skills, which results in common errors related to spelling, 

syntax, and grammar. This lack of knowledge leads to the second drawback, which is 

frustration and a lack of interest when it comes to writing.  

Sanchez and Lopez Pinzon (2019) also noted that English as a Second Language 

(ESL) students view writing in their native language as a difficult task. Nevertheless, 

when young writers gain the skills and strategies needed to communicate effectively, they 

are then able to be not only confident in their writing but can also transfer what they have 

learned in the native language to English  (Arikan, 2015). The writing process is less 

threatening when students can write on topics that are familiar to them and of high 

interest (Arikan, 2015; Sanchez & Lopez Pinzon, 2019). Therefore, it is suggested that 

teachers align students’ writing assignments to areas of interest, need, and prior 

knowledge (Arikan, 2015; Hyland 2015; Sanchez & Lopez Pinzon, 2019). 

Transitioning from Bilingual to General Education 

 According to Jenkins (2003), in 1998, there was an English Only movement, 

which took place in California. During this time, Proposition 227 was passed and was 

known as the English Language Education for Children in Public Schools Initiative. 

According to Jenkins (2003): “This initiative mandated that all children who were 

English learners were to be placed in a one-year immersion program. The English 

Language Learners would then transition to mainstream education” (p. 80). Lamus 

(2008) noted that the policies implemented during this time were fueled by fear that 

bilingualism would overtake the English population. Some believed that this takeover 



32 

 

could cause a massive increase in multiethnicity due to the influx of immigrants to the 

U.S.  

According to Garcia and Bartlett (2007), California, Massachusetts, and Arizona 

have all declared bilingual education illegal. These researchers found that traditional 

comprehensive high schools have decided to minimize the time spent on language 

acquisition through bilingual programs while increasing the time designated for the 

content taught in English-only classes. 

           Lamus (2008) stated that bilingual education models could be viewed as a 

continuum of two extremes within a general theoretical framework: compensatory 

models versus enrichment models-Dual Language instruction. The general 

education/monocultural model is one extreme that is also known as the compensatory 

model. This model views English Language Learners as students with problems or 

deficiencies that need to be fixed or addressed. The beliefs of the general 

education/monocultural model point to those whose language is inferior to the dominant 

language. On the other hand, there is the second extreme which is the opposite of the 

compensatory model. This model, known as the enrichment model, views English 

Language Learners as those at an advantage in learning. This model fosters Dual 

Language instruction, providing clear benefits for students to attain explicit instruction 

that will bridge language and content and yield high academic skills to improve student 

performance. Even though there are several avenues to support the English Language 

Learner transitioning from a bilingual program to a general education class, questions are 

still being asked regarding students' proficiency levels. According to Lamus (2008), "An 
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arguable and delicate matter remains, to what extent does language and literacy skills 

develop in the traditional bilingual education programs?" (p. 81). 

Noted by Torres-Guzman and Etxeberria (2005), the traditional bilingual 

education programs are better designed to support students who have Limited English 

Proficiency (LEP) skills and are the most popular form of bilingual education in the U.S. 

Instruction is provided in both languages for the minority students for three years. After 

that, the English Language Learner develops skills that will allow them to phase out of 

the transitional bilingual program and into the classrooms where the instruction is 

primarily in English (Lamus, 2008). Students must show a proficiency level that is 

advanced or advanced high to exit the bilingual program according to the achievement 

test. According to the Texas Education Agency (2021): 

The ELPS proficiency level descriptors (PLDs) present the major characteristics 

of each language proficiency level in each language domain. The PLDs define 

how well ELLs at the four proficiency levels can understand and use English in 

grade-level academic settings. The descriptors show the progression of second 

language acquisition from one proficiency level to the next and serve as a road 

map to help teachers tailor instruction to the linguistic needs of ELLs. (p. 12) 

The four proficiency levels are identified below (Texas Education Agency Student 

Assessment Division, 2021, p. 12):  

1. Beginning students have little or no ability to understand and use English. They 

may know a little English but not enough to function meaningfully in social or 

academic settings.  
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2. Intermediate students do have some ability to understand and use English. They 

can function in social and academic settings if the tasks require them to 

understand and use simple language structures and high-frequency vocabulary in 

routine contexts.  

3. Advanced students can engage in grade-appropriate academic instruction in 

English, although ongoing second language acquisition support is needed to help 

them understand and use grade-appropriate language. These students function 

beyond the level of simple, routinely used English.  

4. Advanced High students have attained the command of English that enables them, 

with minimal second language acquisition support, to engage in regular, all-

English academic instruction at their grade level. 

Once students leave the bilingual programs, there are mediums in place that are 

used to monitor students' progress, known as the maintenance and enrichment 

models (Lamus, 2008). These bilingual education models are designed to offer more 

instructional time to students in their first language as well as nurture positive cross-

cultural relationships. The concepts regarding Dual Language programs will be discussed 

later in this chapter.  

Contributions to ELLs’ Success in School 

 According to Rubinstein-Avila (2003), when students know that their teacher 

cares about them and supports them in a way that fosters their learning, those students 

will experience success. A teacher's perception, when positive, can motivate and change 

the attitude of a student who does not find school interesting. When students are given 
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choices, this encourages them to take risks and builds a sense of confidence within ELLs 

and all students who struggle with their academics. 

According to Rubinstein-Avila (2003), when ELLs are allowed to read a story in 

their native language and write a report explaining what they learned from the book in 

English, they were more eager to write because they felt confident regarding their reading 

comprehension. Also, when students are given structured time to free read and write 

either individually or with a partner in an environment that is stress-free, their interest, 

engagement, and ability to learn will all be impacted.  

           When teachers provide students with literacy strategies, they gain more confidence 

and authority related to their development. For example, in the absence of pictures and 

illustrations, students can rely on context clues to increase comprehension when taught 

explicitly. In addition, when teaching ELLs how to break a word apart by identifying the 

prefix or suffix in a word will help students make meaning (Rubinstein-Avila, 2003). 

 Shared writing is another way to increase ELL's purpose, structure, and 

confidence to become a better writer. Having the opportunity and space to collaborate 

with partners is a sure way to lead ELLs toward success. Being encouraged to talk to a 

friend about a topic of interest is a social skill most students look forward to doing in 

class. This practice not only builds ELLs' literacy skills, but also impacts their speaking 

and listening skills (Rubinstein-Avila, 2003).  

Challenges ELLs Face in School 

According to Brooks, Adams, and Morita-Mullaney (2010), despite the linguistic 

and cultural assets that English Language Learners contribute to U.S. education, school 

administrators are finding it more and more difficult to support their needs. Due to the 
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large number of English Language Learners that are in U.S. schools today, school 

districts are facing an enormous shortage of teachers who are certified to properly 

educate the ELLs they serve. This is primarily because there are not enough teachers who 

are certified as English as a Second Language (ESL) teachers.  Because of the growing 

achievement gap between English Language Learners and native English speakers 

(NES), ELLs lag significantly behind their counterparts on standardized tests and high 

school graduation rates  (Fry, 2007; Orfield, Losen, Wald, & Swanson, 2004). Since there 

is a shortage of ESL teachers, content area teachers and school administrators must 

collaborate and develop a plan to ensure that the ELLs whom they serve, receive an 

equitable and quality education to close the achievement gaps (Brooks et al., 2010).   

According to Li (2018), there is a great need for more systematic and increased 

language support as it relates to ELLs being successful in school. ESL pull-out programs 

create a unique challenge for ELL learners. Students are pulled out of class for a set 

amount of time each day to learn English. During this pull-out time, students miss direct 

instruction in their classroom, which creates an even bigger gap in their academic 

learning. The challenge regarding the pull-out program is that they have not been proven 

to help prepare students for the state standardized testing due to the program’s primary 

focus, which is on learning the English language.  

 In addition to the significant shortages of bilingual and ESL teachers and the ESL 

programs not addressing the needs of all ESL students, there is also the concern regarding 

student and parent perception of the ESL programs being relevant in content (Gunderson, 

2007). Secondary students spent on average 3.60 years in ESL classes, but the ELLs and 

their parents were dissatisfied with the services provided by the ESL program saying that 
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most parents and students who were interviewed found the program useless with a large 

number of participants referring to the program as “roadblocks” (Gunderson, 2007, p. 

64). Most parents were not satisfied with the program because of the stigma that was 

being placed on students with ESL or ELL labels. These students were being identified as 

low-performing, not smart, or second-class citizens.  

Programming Goals 

According to Beeman and Urow (2013), general education instruction has been 

the lens utilized by the world of literacy and bilingual scholars for centuries. These 

researchers noted that a general education perspective limits the opportunities for 

bilingual students because the educator does not view the student as one with assets, but 

as one with deficiencies in the less dominant language. They defined general education 

instruction as one concept being taught in one language. Walker de Felix, Waxman, 

Paige, and Huang (1993) stated, “The traditional or general education approach to 

instruction is where students spend time memorizing skills and practicing grammar drills, 

and writing templates which do not allow for deep processing of information” (p. 103). 

These methods of instruction have not been proven to promote students’ academic and 

content development.  

According to Beeman and Urow (2013), Esch (2018), and Samway (2006),  ELLs 

come to the classroom with a vast span of knowledge related to how they express 

themselves through spoken words and writing. ELLs may not be as fluent in English as 

their native counterparts, but with intentional and targeted instruction, they can become 

just as fluent and proficient in English as any native English writer. ELLs tend to be 

influenced by their native language when it comes to writing in English. 
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Beeman and Urow (2013) and Samway (2006) found that educators who viewed 

students with the capacity to speak multiple languages were students with endless 

possibilities. These educators saw bilingual students as students with assets and found 

ways to capitalize on what they knew to support what they needed to learn. These 

researchers also asserted that English-speaking educators should view ELL students as an 

asset that they should maximize to help develop their proficiency as English writers. 

Knowing that ELLs come to the U.S. classrooms with a plethora of knowledge on how to 

communicate through writing, it is essential that this research looks at the different types 

of programs offered to ELLs. In addition to the traditional bilingual programs, there are 

also the dual-language programs known as the two-way immersion programs that provide 

instruction both in the majority and minority students' languages. These programs allow 

students a more extended time in the program before exiting (usually K-6 instead of K-3 

as with the traditional bilingual programs). 

Samway (2006) along with other researchers (Texas Education Agency, 2021b; 

Murphy, 2014; Seidlitz et al., 2015) revealed that there are six approved bilingual 

program models in Texas: (a) Transitional Bilingual Early Exit, (b) Transitional Bilingual 

Late Exit, (c) Dual Language One-Way, and (d) Dual Language Two-Way. There are 

also two approved program models for ESL Programming: ESL Pull-out and ESL 

content-Based. When there are twenty or more ELLs in the same grade and speak the 

same language, the district must provide an ESL program to support those ELLs 

(Samway, 2006). The program goals target student performance as it relates to their 

academic content and language development. These goals vary slightly. 
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Programming Options 

According to Seidlitz et al. (2015), the goals of the bilingual program are to (a) 

provide ELLs with the ability to be proficient in listening, speaking, reading, and writing 

in English by developing literacy and academic skills in their native language and 

English; (b) be successful in their academics; and (c) be provided an equitable 

opportunity to participate in school activities.  

The goals of the ESL programs are to (a) provide ELLs with the ability to be 

competent in listening, speaking, reading, and writing in English by integrating strategies 

that will support the development of the English language; (b) be successful in their 

academics; and (c) be provided an equitable opportunity to participate in school activities 

(Seidlitz et al., 2015). 

The goals of the Dual Language program are to (a) teach English-language skills 

while fostering and developing students’ native language to both English-speaking and 

ELLs; (b) integrate English speakers and ELLs for academic instruction where 50% of 

the students’ dominant language is English and 50% of the students’ dominant language 

is another language. They can pair together to support the non-dominate language 

following the program designed by the district board of trustees; and (c) promote high 

academic performance, cross-culture awareness, bilingualism, and biliteracy (Seidlitz et 

al., 2015). Below is a short description of each program:  

 Transitional bilingual early exit. This is a bilingual program that serves students 

with limited English proficiency in both English and Spanish or other languages (Seidlitz, 

2011). This program offers instruction in literacy and academic content in students' home 

language and supports ELLs in developing their oral and academic English.  According 
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to Murphy (2014), “The Transitional Bilingual Early Exit uses both languages to support 

learners whose native language is not English” (p. 185). Non-academic subjects such as 

physical education, music, and art can also be taught in English. After some time, ELLs 

transition to all-English instruction. For most ELLs, this transition happens around fifth 

or sixth grade—however, some ELLs exit this program after being enrolled in Texas 

schools for two to five years. Seidlitz et al. (2015) concluded, “Students who are 

proficient in English and whose parents provide appropriate permission can be served in 

this program but are not eligible for Bilingual Program allotment” (p. 9).  

           Transitional bilingual late exit. This program also serves students identified as 

having limited English proficiency (Seidlitz, 2011). Like the Early Exit program, the Late 

Exit program also uses both students' home language and English while providing 

cognitively challenging academic work. This program promotes a high level of academic 

achievement and full proficiency in both languages. Like the Transitional Bilingual Early 

Exit program, ELLs in the Late Exit program will transition to all-English instruction 

after some time. However, unlike the Transitional Bilingual Early Exit program, the 

ELLs in the Late Exit program do not exit before six and no later than seven years in 

Texas schools (Seidlitz et al., 2015). Just as in the Early Exit program, students who are 

proficient in English may also be served in this program as long as the parents provide 

the appropriate permission. However, the student will not be eligible for the Bilingual 

Program allotment (Seidlitz, 2011).  

           Dual language immersion programs. These programs are geared towards both 

language majority and minority students (Lamus, 2008). The goal of the Dual Language 

program is to teach content in both languages. Both the English-speaking students and the 
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language minority students are allowed to learn a second language. These students are 

also provided the opportunity to learn and appreciate both cultures. Therefore, the 

classroom population consists of half language minority students and half English-

speaking students.  

Lamus (2008) noted two basic models of the Dual Language Immersion 

programs: The One-Way and the Two-Way biliteracy model. The One-Way biliteracy 

model is a way for teachers to support ELLs by integrating language learning with 

content instruction. The academic subjects are taught in both languages. Full 

bilingualism, biliteracy, and cross-cultural awareness are emphasized. Just like the first 

two, the ELLs in the One-Way Immersion program will also transfer to all-English 

instruction after some time. In this program, the ELLs do not exit before six and no later 

than seven years in Texas schools as the Transition Bilingual Late Exit (Seidlitz et al., 

2015). Just like the Transitional Bilingual programs, the One-Way Immersion program 

also permits students proficient in English to be in this program as long as the parents 

provide the appropriate permission. However, the student will not be eligible for the 

Bilingual Program allotment (Seidlitz, 2011). 

           According to Lamus (2008), The Dual Language Immersion Two-Way is another 

biliteracy model for ELLs, and dominant English students integrate language learning 

with content instruction. Academic subjects are taught in both languages. Full 

bilingualism, biliteracy, and cross-cultural awareness are emphasized. This dual-language 

model uses the students' native language to provide explicit instruction in conjunction 

with the English language. The dual-language programs help to alleviate the isolation of 

ELLs from their peers who are Non-ELLs. Having a partner who is a Non-ELL allows 
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the ELL student an opportunity to build their English skills through peer-to-peer 

conversations within a social setting daily that fosters both languages and cultures 

(Murphy, 2014). In dual-language classrooms, each student has a partner who speaks a 

different language allowing them to learn language and content area concepts from one 

another (Murphy, 2014). The dual-language program also will enable ELLs to transfer to 

all-English instruction as with the other three programs. However, the ELLs in this 

program do not exit before six and no later than seven years after enrollment (Seidlitz et 

al., 2015). Murphy (2014) added that the advantages of the dual-language approach might 

not be quickly observed. For most ELLs, the benefits of the Dual Language immersion 

models are seen over time.  

           According to Garcia (2005), the difference between one-way and two-way 

immersion is the significant number of native speakers in a one-way immersion 

classroom. In the one-way immersion classroom, majority of the students speak a 

language that is not their native tongue. The teacher is the primary language model being 

learned, and the language is not commonly spoken in the students' homes. In the two-way 

immersion model, half of the students are native speakers of both languages of 

instruction. The students and teachers are viewed as models for one another in both 

languages. The Dual Language Two-Way Immersion model is the most popular bilingual 

program around the country and is found in elementary schools. 

 According to Garcia (2005), examinations of two-way programs reveal 

differences in the implementation of the two-way models. Although the programs' goals 

may be the same (cross-culture understanding, language, and academic development), 

schools, communities, and programs designs may look very different. It is essential to 
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recognize the differences in implementation and its consequences due to the alternatives 

made within the programs. Significant areas of variation include: 

• Administrative framework (whole school, magnet program, school-within-a-

school, multi-site program, etc.); 

• Allocation of languages of instruction (amount and distribution); 

• Integration of students from different backgrounds (total or partial); 

• Instructional strategies and methods (including the approach to initial literacy); 

• Languages of instruction. 

Even though the implementation of the Dual Language Two-Way Immersion program 

may vary from community to community and from school to school, this program has 

had the most significant impact on student growth and graduation rate than any other 

bilingual program available today (Lamus, 2008).  

In addition to the general education, bilingual, and dual-language instructional 

perspectives, there is also the trilingual concept. Genesee and Lambert (1983) found that 

trilingual education would benefit children whose first language was English. These 

students were exposed to the Early Double Immersion programs (Early DI) where 

students received an equal amount of instructional time in both French and Hebrew in 

Kindergarten through Grade 3. Their first language which was English was postponed 

until Grade 3. These students were effective in learning two languages just as if they were 

in a single immersion program learning one language. Genesee and Lambert (1983) also 

stated that the explanation could be contributed to effective classroom strategies 

regarding student engagement aligned with mastery of the objectives needed for the 

acquisition of the requisite language skills.  It was in Grades 3 and onward that students 
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received a more progressive and more complex linguistic curriculum based on their first 

language, which was English. It is also important to note that the study conducted by 

Genesee and Lambert (1983) was not relevant to children from minority language 

backgrounds, only to those from intellectually and socioeconomically advantaged 

families. 

Effective Instructional Strategies 

Lacina (2008) and other researchers share the notion that for ELLs to become 

proficient English writers, they must have access to explicit and high-quality instruction 

that focuses on vocabulary development, comprehension, and academic writing skills. 

ELLs must also have the opportunity to write on topics of interest with real-world 

connections that require ELLs to use their prior knowledge versus irrelevant issues 

(Arteaga-Lara, 2017; Cooks & Sunseri, 2014; Danzak, 2011; Danzak & Wilkinson, 2016; 

Delbridge & Helman, 2016; DelliCarpini, 2012; Gonzalez, Saenz, Bermeo, & Chaves, 

2013; Nair & Sanai, 2018; Nel & Snelgar, 2012; Serna, 2009; Silverman et al., 2015; 

Turkel & Cetinkaya, 2020).  

Technology 

 According to Lacina (2008), technology plays a significant role in students’ social 

and academic lives. This researcher pointed out that iPods could be used for linguistic 

acquisition, which would improve ELLs’ English vocabulary, comprehension, and 

writing skills. Making learning relevant to ELLs using technology coupled with 

intentional instruction leverages the opportunities for ELLs to experience success. ELL 

students can experience success through intentional instructional strategies coupled with 

technology. 
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Delbridge and Helman (2016) explored the development of biliteracy and the 

implementation of techniques used during classroom activities that fostered bilingual 

students’ learning abilities in any primary classroom. ELLs are emergent readers because 

there is a need for biliteracy development. Four activities could foster biliteracy 

development: (a) collaborative writing of live events, (b) authoring dual-language texts, 

(c) vocabulary bridges, and (d) considering identity during reading. Meaningful activities 

would bridge the home and school literacies so that each bilingual student’s identification 

does not go unnoticed.   

Topics of Interest 

 Nino and Paez (2018) noted that grammar and spelling errors decreased, and the 

length of writing assignments increased when ELL students were motivated by the topic. 

The data gathered from the investigations revealed that most of the students enjoyed 

reading fiction, comics, and short stories versus non-fiction, such as biographies and 

autobiographies. Data collection also revealed the impact on English classes; these 

researchers discovered that students were motivated and wanted to write in their English 

classes and write in English with a level of confidence in other courses across the 

curriculum. The data collected from the writing strategies pointed to the participants' 

abilities to be creative, innovative, and motivated. ELLs had an opportunity to witness 

their developmental growth and experience real academic success due to the various 

strategies.  

Thinking Maps 

 Cooks and Sunseri (2014) explored strategies that would assist in developing the 

ELLs’ writing skills by investigating the relationship between Thinking Maps (TM) and 



46 

 

their impact on ELLs’ writing abilities and explained, “Thinking Maps was a program 

created by David Hyerele in 1990 based on the premise that visual aids add value when 

developing cognitive and creative writers” (p. 25). The data collected revealed three 

findings as a result of this investigation: 

1. There was a positive relationship between the strategies implemented, and the 

rubric used that consistently yielded positive outcomes related to the ELLs’ 

pretest performance and the final composition that was written.  

2. The Thinking Maps (Tree Map) had a positive impact on the ELLs’ ability to 

compose an essay that contained structure and organization. 

3. The Thinking Maps (Tree Map) had a positive effect on the ELLs’ ability to 

produce a composition that included a central idea throughout the essay. 

The structure of Thinking Maps allowed ELL students to be creative, innovative, and 

motivated when completing writing assignments (Cooks & Sunseri, 2014).  

The STAD Method (Cooperative Learning Approach) 

ELL students struggle with making relevant connections on various topics, 

tapping into background knowledge, and expressing their thoughts and emotions in their 

writing (Nair & Sanai, 2018). Cooperative learning provides a platform that scaffolds 

learning and supports student learning for ELL students. This approach allows ELLs to 

make relevant connections and create sentences and paragraphs to express reflective 

thoughts or feelings. ELLs can experience success with writing in English if teachers 

utilize the proper pedagogical methods. The Cooperative learning approach provides 

ELLs with effective scaffolding and yields positive results related to students' academic 

achievement (Gonzalez, Saenz, Bermeo, & Chaves, 2013; Nair & Sanai, 2018). 
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According to Nair and Sanai (2018), "One of the most prominent cooperative 

learning methods is known as STAD, which stands for the Student Team Achievement 

Division" (p. 241). Not only does this method encourage students to write cooperatively, 

but it also improves students' writing skills because it is led by students. These students 

work in heterogeneous groups with one common goal. The STAD method consists of five 

components: (a) class participation, (b) group work, (c) quizzes, (d) individual 

improvement, and (e) team recognition. There are high and low achievers within the four 

to five-member STAD grouping and no distinctions of gender. The teacher delivers the 

lesson and then facilitates the learning. It is the students who then can support one 

another, ensuring that everyone masters the skill taught. This strategy serves as a great 

motivation tool for all ELLs. Through this method, teachers can identify ELLs' strengths 

and weaknesses and plan small group instruction to address learning needs. Writing is a 

difficult task, but when ELLs are given the right tools and explicit instruction coupled 

with the opportunity to learn from their peers, they will experience success and become 

proficient English writers (Nair & Sanai, 2018). 

Sheltered Instruction (SI) 

Echevarria, Vogt, and Short (2008) concluded that sheltered instruction is an 

approach for teaching content in a strategic manner that promotes the students’ English 

language development while teaching content to English Language Learners in a way that 

makes the subject matter comprehensible. Sheltered instruction may be referred to as 

SDAIE (Specially Designed Academic Instruction in English). For example, ESL Pre-

Algebra and Sheltered Chemistry are both Content-ESL courses. The goal regarding 

these courses is to teach content to students learning English through a development 
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language approach. As teachers prepare students to meet the extensive academic 

standards, more and more teachers across the U.S. are learning to implement the 

Sheltered Instructional techniques. Sheltered Instructional classes are generally taught by 

content teachers verses ESL specialist and offered to students regardless of the English 

proficiency level.  

 Echevarria et al. (2008) noted, “Sheltered instruction extends the time students 

have for getting language support service while getting a jump-start on content subjects 

they will need for the next grade level or even graduation” (p. 13). Additionally, some of 

the techniques include cooperative learning, the use of visuals and demonstrations, 

connections to student experiences, the use of adapted text and supplementary materials, 

targeted vocabulary development, and slower speech and fewer idiomatic expressions for 

less proficient students (Short & Echevarria, 2004).     

Sheltered Instruction Observation Protocol (SIOP)  

 Another strategy that has become popular in U.S. public schools is the Sheltered 

Instruction Observation Protocol (SIOP) method, which was designed by reviewing the 

literature and guidelines for SDAIE (Echevarria et al., 2008). This protocol included 

reflections, discussions, coaching, classroom observations, and educational experiences. 

It is with explicit instructional techniques that ELLs show academic growth and content 

development. Sheltered Instruction is a strategy that enhances the ELLs’ listening, 

speaking, reading, and writing skills so that their learning of English is comprehensible.   

 According to Echevarria et al. (2008), SIOP equips teachers with the tools needed 

to develop ELLs English skills, while fostering their native culture. There are five 

literacy components that teachers must address when initially supporting ELLs: (a) 
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phonemic awareness, (b) phonics, (c) fluency, (d) vocabulary, and (e) text 

comprehension. The SIOP model is a way for ELLs to become proficient as related to 

reading and writing in English. In addition, the SIOP method undergirds the traditions 

and cultural practices that ELLs bring from home.  

 Echevarria et al. (2008) also suggested that other factors must be considered with 

implementing the SIOP method. When ELLs are acquiring new learning there must be a 

connection to the old learning so that the learning is sustainable. When building 

background knowledge, vocabulary skills must include words tied to content, functions 

of the words, the process of the words, and combinations of words. Implementing 

activities that will foster the learning might include vocabulary games, mind maps, word 

study, word sorts, word walls, concept definition maps, journals, cloze sentences, 

vocabulary self-collection strategies, and word generations are just a few examples of 

how to build student vocabulary skills (Echevarria et al., 2008).   

ELL’s Attitudes and Perspectives 

The research conducted by Danzak and Wilkinson (2016) was from the 

perspective of a young man by the name of Diego who graduated from public school. 

This research had a twofold purpose: (a) to understand the plight of an ELL who was also 

learning English writing; and (b) to learn how Diego’s writing skills developed from an 

adolescent to a teenager. This study was conducted over a four-year span when the 

researchers completed interviews and gathered narrative and expository writing samples 

from Diego, his parents, and his teachers. These researchers found that over four years, 

from 2008 to 2012, Diego’s English, which was once at a beginner stage causing his 

confidence to be low in the sixth grade, became more proficient. By the time he entered 
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10th grade, Diego was proficient in English writing, and his confidence level increased, 

which resulted in him preferring to speak in English versus Spanish. Diego contributed 

his success to his parents, who encouraged him to join the soccer team. Diego formed 

relationships with his classmates, which allowed him to practice his English, all while 

becoming an avid reader, resulting in Diego speaking and writing proficiently in English 

(Danzak & Wilkinson, 2016). This research revealed that when ELLs are immersed with 

topics of interest and given the opportunity to practice their English within authentic 

settings, intrinsic motivation will aid in channeling success. If students are to develop a 

positive attitude toward English writing, it will depend on the techniques and methods 

implemented in the classrooms (Danzak & Wilkinson, 2016; Turkel & Cetinkaya, 2020; 

Walker de Felix et al., 1993). 

Danzak (2011) also conducted a mixed method study that allowed him to explore 

adolescent ELLs’ language identities, sociocultural shifts, and proficiency levels through 

their writing samples and interviews. This researcher found that through the writings of 

the six ELLs who participated in this research, three categories evolved: (a) their 

educational background; (b) their coming to the U.S.; and (c) their language learning, 

language usage, and language bilingualism. From these three categories, three patterns 

developed, which were: (a) language preference, (b) language discrimination, and (c) 

ethnic differences. All six of the ELLs were new immigrants to the U.S. by two years. 

There were two patterns of language identity revealed: (a) those with favorable views of 

bilingualism, and (b) those with negative opinions of bilingualism. The ELLs who 

identified with a positive view of bilingualism enjoyed learning English, felt confident 

speaking both English and Spanish, and loved living in the U.S. 
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On the contrary, Danzak (2011) found that other ELLs identified as general 

education and had negative views of bilingualism and did not appreciate learning 

English. They thought it was too complicated and wanted to go back to Mexico. The 

educational experiences and quality to write proficiently varied dramatically among the 

adolescent ELLs in this study. Despite the diversity among the two groups, all ELLs 

preferred to conduct their interviews and complete their writing samples in Spanish. This 

decision could be attributed to their recent transfer to the U.S. and low confidence as 

English writers (Danzak, 2011). 

ELLs of Foreign Parents 

Nel and Snelgar (2012) focused on ELLs who were acquiring first-time literacy in 

a second language. These ELLs were also children of immigrant parents. These 

researchers referred to ELLs as “at-risk educational minorities” due to their limited 

English proficiency (p. 1). ELLs with parents who were immigrants encountered many 

obstacles while obtaining an equitable education. Not only did these researchers identify 

the at-risk educational minorities or ELLs as a phenomenon, but they also noted the 

issues that the ELLs experienced socially, culturally, and linguistically. When ELLs born 

of foreign parents enter U.S. schools and acquire literacy for the first time in a language 

other than their native tongue, their deficit was known as the hidden comprehension 

deficit (HCD) and often remained undetected. This oversight caused ELLs not to receive 

the support needed to address their unique needs and close achievement gaps. 

When ELLs born of immigrant parents are given the support needed, their 

language acquisition, vocabulary skills, and reading comprehension increase, which 

allows them an equitable education. Nel and Snelgar (2012) asserted, “Language 
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development is the quintessential ingredient for the acquisition of literacy skills” (p. 3). 

This comparative study focused on 18 English Language Learners (ELLs) with limited 

English proficiency (LEP) who were the first to acquire a second language acquisition in 

their homes. These participants were compared to 19 English Learners (general 

education) who had limited classroom deficiencies in emergent literacy, vocabulary 

development, reading, and reading comprehension. 

When conducting the qualitative study, Nel and Snelgar (2012) used observations 

and interviews as tools to gather data to capture ELLs’ linguistic background 

information. The questionnaire contained 30 questions, and the responses were recorded 

and later analyzed. They also conducted a quantitative study as a complementary 

component of this investigation. This quantitative study focused on two measures: the 

Neale Analysis of Reading Ability (NARA) and the Peabody Picture Vocabulary 

Assessment (PPVT-IV). NARA was used to compare the reading comprehension levels 

of both participants. Also, these researchers used PPVT-IV to measure the learners’ 

vocabulary acquisition and evaluate word comprehension in Standard English.  The 

results of the t-test conducted on the two groups of participants analyzed their 

standardized reading and comprehension scores. The results indicated that when 

comparing the two groups, the comprehension average of the experimental group or 

ELLs was significantly lower than the control group or English general education. 

However, the reading scores of the two groups did not differ significantly (Nel & 

Snelgar, 2012). 

This qualitative and quantitative action research, which included interviews and 

observations, revealed the significant vocabulary deficit ELLs experience when they are 
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the first in their family to acquire the English language and are born to foreign parents. 

This phenomenon cannot be blamed on anyone. Being the first ELL in a family is a 

reality for many ELLs in U.S. schools today. Nel and Snelgar (2012) shined a light on the 

need for educators and school systems to focus on ELL’s strengths, not on their 

weaknesses, and to strive to close the achievement gaps in writing and the impact popular 

culture has on ELLs’ compositions. 

Linguistic and Culture Resources 

Serna (2009) also embraced the notion that linguistic and cultural resources could 

impact ELLs’ writing abilities. ELLs brought multicultural experiences to the classroom, 

and when relationships were built between ELLs and their teachers, various skills and 

abilities were shared. Serna (2009) studied the importance of ELLs having language 

choice as it relates to their academics.  

Serna (2009) conducted research that included writing samples from three 

participants with various writing levels and an interview with a classroom teacher, Ms. 

Rivera. These ELLs represented the fourth-grade population as a whole: one emergent 

writer, one developing writer, and one proficient writer. They wrote their samples during 

their daily Writers Workshop sessions. Antonio was a young man who loved reading. He 

was identified as a creative but emergent writer. Even though Antonio was a struggling 

writer he made significant gains from the previous year. Antonio did not write as much as 

his friends. Instead, he would imagine various stories and dictate them to his friends who 

would write down Antonio’s fantastic ideas. Antonio would be very proud every time 

someone read his story back to him.  
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Then there was Flex, the developing writer, and collaborator of the group who 

Ms. Rivera stated could do more; however, he spent most of his time collaborating rather 

than expressing his skills through his writing (Serna, 2009). Finally, there was Elvia who 

was identified as a proficient writer and mystery novelist. Elvia was an influential writer 

but lacked confidence. When allowed to write on a topic of her choice, she could not only 

write a narrative or expository in great detail, but she could also write her story in either 

Spanish or English proficiently. Serna (2009) pointed out that when ELLs are provided 

the opportunity to use resources available to them, such as linguistics and culture, their 

proficiency level is no longer a factor because growth and development will occur if the 

instruction is consistent and intentional.  

Professional Development 

According to Mora-Flores (2011), because the ELL population has grown 

immensely over the past few decades, there is a high demand for ELLs to not only 

receive a rich and rigorous educational experience, but teachers must be able to address 

their linguistic and cultural conditions within a diverse classroom. Consequently, when 

teachers consistently provide instruction using the traditional practices that involve rote 

learning and tapping into the lower levels of Bloom’s taxonomy, students’ thinking skills 

are limited (Walker de Felix et al., 1993). These researchers found that memorization and 

well-practiced routines can lower students’ cognitive abilities and interfere with them 

successfully grappling with complex and more challenging tasks (Walker de Felix et al. 

1993).  

Bauler, Kang, Afanador-Vega, & Steenson (2019) focused on professional 

development designed for teachers who taught ELLs English writing. They addressed the 
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need for there to be more co-teachers in U.S. schools to effectively meet the needs of all 

ELLs. These researchers identified the roles and benefits of the co-teacher as a support to 

the English for Speakers of Other Languages (ESOL) teacher. For example, the co-

teacher would model structured conversations, provide scaffolding, and conduct small 

group instruction. The disadvantage of this research is that there are not enough bilingual 

co-teachers who are certified to place in every classroom in every school. Even though 

the notion is commendable and noteworthy, the reality of it being a realistic strategy for 

supporting ELLs is far-fetched.  

Community of Practice 

According to Andrei, Ellerbe, & Cherner (2015), regardless of the attention given 

to how poorly ELLs’ writing skills are, it is a known fact that students in the U.S. 

generally do not do well on the state writing assessments. These researchers shared data 

from the National Center for Education Statistics regarding the state's report card that 

indicated the low performance of each demographic compared to other nations. They 

focused on a professional development design called a Teacher's Book Club. In this 

professional development, teachers were able to not only build pedagogical 

understandings based on a text of their choosing, but also share ideas, hear their co-

teachers’ experiences, and learn from one another after reading in preparation for each 

book club session. This book club gave teachers the space to construct and reconstruct 

ideas and plans on how to support ELLs in their classrooms. The teachers were able to 

work with colleagues from their same schools and from other campuses creating an 

environment that was safe and interesting. The teachers learned about various 

communities, such as the Community of Practice, which allowed them to come together 
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regularly and discuss their ELLs’ writing samples to receive feedback that would better 

their practices. 

Andrei et al. (2015) and Spalding, Wang, Lin, and Hu (2009) agreed that writing 

is rigorous and requires a different skill set. To meet the demands required by the state 

objectives for ELLs, educators can no longer look for formulas or quick fixes for writing 

instruction. They must begin taking the time to truly understand what authentic writing 

for ELLs and all students look like and understand how to support their learning of the 

English language better. Andrei et al. (2015) discovered that teachers were allowed to 

reflect on their traditions and practices rather than look for ways to fix ELLs who were 

not broken.  

Sheltered Instruction (SI) 

 According to Short (2013), many teachers have completed college and received 

their teacher certification and never had any course work on second-language acquisition. 

Unfortunately, teachers today face the reality of having ELLs understand the new content 

while attempting to grasp the English language. Short (2013) compared this dilemma 

regarding unprepared teachers similar to learning how to fly an airplane while it is 

already in the air unfortunate. Short (2013), along with others (Aguirre-Munoz et al., 

2009; Andrei et al., 2015; Polat & Cepik, 2016; Seidlitz, 2019; Short et al., 2012) 

suggested that teachers receive professional development on how to implement a method 

known as Sheltered Instruction (SI). Sheltered Instruction is a way to make content 

accessible to ELLs while developing English academic skills for reading and writing. 

Whether the teacher is a novice or a veteran, due to the changing dynamics of the 
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classrooms, teachers must engage ELLs and all students in rigorous instruction focusing 

on critical thinking, academic vocabulary development, and literacy (Short, 2013). 

Seidlitz (2019) suggested that providing teachers with the tools for Sheltered 

Instruction (SI) is another way to build teacher capacity in delivering instruction for 

ELLs. Sheltered Instruction is described as an approach that allows teachers to use 

second language acquisition strategies while providing content-area instruction. 

According to Short (2013), when teachers implement the sheltered instruction model with 

fidelity, ELLs’ academic and content knowledge increase. Seidlitz (2019) stated that 

there are several Sheltered Instruction models in Texas: The Sheltered Instruction 

Observation Protocol (SIOP), Guided Language Acquisition Design (Project GLAD), and 

7 Steps to a Language-Rich Interactive Classroom. For the sake of this inquiry, the 

researcher will focus on Sheltered Instruction Observation Protocol (SIOP). Sheltered 

instruction has two main goals: (a) to make content comprehensible for English Language 

Learners, and (b) to develop academic language.  No matter the model, four principles 

are core essential elements regarding the sheltered classrooms: (a) total participation of 

all students, (b) incorporating of academic vocabulary, (c) promoting literacy and 

language development, and (d) scaffolding for all language levels, also known as “TIPS” 

(Seidlitz & Perryman, 2011). 

Sheltered Instruction Observation Protocol (SIOP) 

  According to Short (2013), the Sheltered Instruction Observation Protocol (SIOP) 

offers a system for teachers embedding research-based strategies for delivering content 

curriculum to students learning a new language while improving their academic 

achievement. SIOP was initially designed to monitor the productivity of teachers and 
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their implementation of the sheltered instructional strategies. Later, SIOP evolved into a 

systematic learning tool for teachers used in training sessions, field experiments, and data 

collection based on the 30 features of instruction. SIOP was organized into eight 

components—lesson preparation, building background, comprehensible input, strategies, 

interaction, practice & application, lesson delivery, and review & assessment (Echevarria 

et al., 2008). The features are as follows: 

• Content objectives clearly defined, displayed, and reviewed with students 

• Language objectives clearly defined, displayed, and reviewed with students 

• Content concepts appropriate for age and educational background level of 

students 

• Supplementary materials were used to a high degree, making the lesson clear and 

meaningful (e.g., computer programs, graphs, models, and visuals) 

• Adaptation of content (e.g., text, assignment) to all levels of student proficiency 

• Meaningful activities that integrate lesson concepts (e.g., interviews, letter 

writing, simulations, models) with language practice opportunities for reading, 

writing, listening, and speaking 

• Concepts explicitly linked to students’ background experiences 

• Links explicitly made between past learning and new concepts 

• Essential vocabulary emphasized (e.g., introduced, written, repeated, and 

highlighted for students to see) 

• Speech appropriate for students’ proficiency levels (e.g., slower rate, enunciation, 

and simple sentence structure for beginners) 

• Clear explanation of academic tasks 



59 

 

• A variety of techniques are used to make content concepts clear (e.g., modeling, 

visuals, hands-on activities, demonstrations, gestures, body language) 

• Ample opportunities are provided for students to use learning strategies 

• Scaffolding techniques are consistently used, assisting and supporting student 

understanding (e.g., think-aloud) 

• A variety of questions or tasks that promote higher-order thinking skills (e.g., 

literal, analytical, and interpretive questions) 

• Frequent opportunities for interaction and discussion between teacher/student and 

among students, which encourage elaborated responses about lesson concepts 

• Grouping configurations support the language and content objectives of the lesson 

• Sufficient wait time for student responses consistently provided 

• Ample opportunities for students to clarify key concepts in L1 as needed with an 

aide, peer, or L1 text 

• Hands-on materials and manipulatives were provided for students to practice 

using new content knowledge 

• Activities provided for students to apply content and language knowledge in the 

classroom 

• Activities integrate all language skills (i.e., reading, writing, listening, and 

speaking) 

• Content objectives clearly supported by lesson delivery 

• Language objectives clearly supported by lesson delivery 

• Students engaged approximately 90% to 100% of the period 

• The pacing of the lesson appropriate to students’ ability levels 
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• A comprehensive review of key vocabulary 

• A comprehensive review of key content concepts 

• Regular feedback is provided to students on their output (e.g., language, content, 

work) 

• Assessment of student comprehension and learning of all lesson objectives (e.g., 

spot-checking, group response) throughout the lesson. 

The concepts and language skills are aligned with the state standards and must be taught 

explicitly systematically and cohesively. Lesson planning is essential for delivering 

quality instruction including key vocabulary, language skills, grammar/language 

structure, and learning strategies. To ensure that students receive high-quality instruction 

effective professional development must be provided to teachers consistently.  

 According to Short (2013), there are five elements of rigorous professional 

development for training teachers of ELLs that must be addressed when delivering 

sheltered instruction:  

1. Start with research-based interventions that teachers must know when working 

with English learners. 

2. Provide teachers time to practice the concept.  

3. Design the program to be job-embedded and easy to implement. 

4. Provide support, support, and more support. 

5. Explain the WHY that undergirds the intervention. 

6. Engage the school administration. 

7. Employ a tool to measure teacher effectiveness. 
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Effective teaching does not happen by accident. It takes intentional planning and 

execution to deliver lessons and interventions that will have a positive impact on student 

development. Researchers agree that effective, ongoing, and systematic professional 

development is essential to building teacher capacity to meet the needs of ELLs and all 

students (Polat & Cepik, 2016; Short, 2013; Short et al., 2012; Song, 2016). 

Summary 

This literature review focused on the historical perspective of the English 

Language Learners and the cognitive theory used as the theoretical framework to connect 

the various investigations regarding ELLs and their ability to transition from a bilingual 

to a general education classroom. This literature review also focused on several studies 

regarding strategies for the ELLs as English writers and professional development that 

provide teachers with research-based strategies on how to address ELLs’ individual needs 

versus assuming all ELLs have the same deficiencies.  

Chapter II (Literature Review) presented the review of literature, which included 

the historical perspective and theoretical framework, types of instruction, strategies for 

developing biliteracy, ELLs’ attitudes and perspectives, ELLs of foreign parents, 

linguistic and cultural resources, and professional development. Chapter III presents the 

methodology of the study. In this chapter, the restating of the questions, research design, 

instrumentation and data collection, data analysis, statistical significance, trends in data, 

the results of the quantitative research, and summary of procedures are shared.  
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CHAPTER III 

Methodology 

 The purpose of this mixed-method, quasi-experimental design was to determine 

if there was a relationship between instructional strategies used in general education and 

bilingual classrooms to support fourth-grade English Language Learners (ELLs) as 

English writers in an urban school district in Southeast Texas and their performance on 

the State of Texas Assessment of Academic Readiness (STAAR) and Texas English 

Language Proficiency Assessment System (TELPAS) writing assessment (Texas 

Education Agency, 2018). According to Gall, Gall, and Borg (2007), A mixed-method 

study is a type of research in which quantitative and qualitative methodologies are 

combined and used in a single investigation. Also Mills and Gay (2019) noted, “In 

experimental research, the researcher manipulates at least one independent variable, 

controls other relevant variables, and observes the effect on one or more dependent 

variables” (p. 273). 

This chapter describes the mixed-method, quasi-experimental design consisting of 

the following sections: the purpose statement and research questions, the research design, 

participants of the study, Instrumentation, data collection, and data analysis. The chapter 

concludes with a summary of the organization of the study. 

Research Questions 

The purpose of this study was to discover the pathways and roadblocks that lead 

to ELLs’ success in fourth-grade writing. Therefore, this investigation addressed three 

questions: 
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1.  What factors contribute to ELLs being successful when transitioning from a 

bilingual to a general education classroom as an English writer? 

2.  What factors prevent ELLs from being successful when transitioning from a 

bilingual to a general education classroom as an English writer? 

3.  What strategies should educators implement to improve ELL's writing skills and 

confidence in primary school? 

Participants of the Study  

The urban school district in Southeast Texas had 160 elementary campuses, which 

consisted of K-8 grade levels. Of the 160 elementary schools, 38 schools were Dual 

Language campuses. Of the 38 Dual Language campuses, 30 implemented the 50/50 

Dual Language program model. The student population in this urban Southeast Texas 

school district was approximately 214,175.  

In this urban Southeast Texas school district, the Dual Language Immersion Two-

Way (DL2W) program has been implemented in 38 schools. In this program, one class 

consisted of both Spanish-speaking and English-speaking students  (District, 2021). Both 

groups of students were taught to develop full bilingualism and biliteracy using the Two-

Way model. In middle and high schools, students were expected to take two or three 

Spanish classes to ensure they meet the academic expectations  (District, 2021). In this 

program there are non-negotiable expectations that must be followed: 

• minimum of 50% to a maximum of 80% of daily instruction in the non-English 

language 

• In a 50/50 model, both languages of instruction must be distributed equally 

throughout each day, not alternating days or weeks. Therefore, each language will 
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be allocated in a continuous, uninterrupted block so that 50% of the day is taught 

in English and 50% is taught in Spanish. 

• Strategic separation of languages on the part of the instructor—no simultaneous 

translation 

• Kindergarten-fifth grade (At the discretion of the school and the needs of the 

community, the Dual Language program may be offered at the Pre-K level.) 

• Programmatic, curricular, and instructional decisions based on research on ELLs  

Mandarin Chinese, Arabic, and French are languages offered to elementary students in 

the Dual Language program  (District, 2021). According to Seidlitz et al. (2015, p. 9), the 

Dual Language Immersion Two-Way (DL2W) program targets: 

1. A biliteracy model for ELLs and English dominates students which integrates 

language learning with content instruction and academic subjects are taught in 

both languages.  

2. Full bilingualism, biliteracy, and cross-cultural awareness are emphasized.  

3. Over time, ELLs transfer to all-English instruction.  

4. Exit occurs no earlier than six years and no later than seven years after 

enrollment.  

The participants for this study consisted of general education teachers who have 

an English as a Second Language (ESL) Certification and bilingual teachers who have a 

Bilingual Certification. All participants have taught or currently teach fourth-grade 

writing respectfully.  Therefore, this study implemented a stratified sampling. According 

to Mills and Gay (2019), a sampling is defined as the population subdivided into 

subgroups, and participants are strategically selected from each subgroup. This research 
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surveyed nine teachers from 10 of the 38 Dual Language campuses in one large urban 

school district in Southeast Texas. The researcher selected a minimum of two certified 

bilingual teachers and a minimum of two general education teachers who have their ESL 

certification to participate in a focus group. While all public schools in the state of Texas 

receive ratings, 10 of the 38 Dual Language elementary schools in the urban area of 

Southeast Texas eligible for the study were selected due to the campus implementing a 

50/50 Dual Language program model for three years and Met Standard on the 2019 

STAAR assessment. This information was pulled from the district’s website.  

The researcher began the recruitment process once this research was approved by 

the participating district to be conducted. The recruitment process included sending mass 

emails to Dual Language principals at campuses that implemented the 50/50 model 

requesting possible teacher participation. The researcher provided follow-up phone calls, 

and messages on Microsoft Teams. The emails and messages briefly introduced the study 

and explained the stimuli and related details. The participants were asked to join a focus 

group to obtain their perspectives regarding various strategies and techniques used to 

support ELLs in becoming proficient English writers. This qualitative data used open-

ended questions which added a richness to this study not otherwise obtained by the 

quantitative data collected.   

The urban school district in Southeast Texas had 160 elementary campuses, which 

consisted of K-8 grade levels. Of the 160 elementary schools, 38 schools were Dual 

Language campuses. Of the 38 Dual Language campuses, 30 implemented the 50/50 

Dual Language program model. The student population in this urban Southeast Texas 

school district was approximately 214,175 (Houston Independent School District [HISD], 
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2021). In the program, there were non-negotiable expectations that had to be followed: A 

minimum of 50% to a maximum of 80% of daily instruction in the non-English language. 

In a 50/50 model, both languages of instruction must be distributed equally throughout 

each day, not alternating days or weeks. Therefore, each language will be allocated in a 

continuous, uninterrupted block so that 50% of the day is taught in English and 50% is 

taught in Spanish. Strategic separation of languages on the part of the instructor—no 

simultaneous translation from kindergarten-fifth grade (At the discretion of the school 

and the needs of the community, the Dual Language program may be offered at the Pre-K 

level.) Programmatic, curricular, and instructional decisions based on research on 

ELLs Mandarin Chinese, Arabic, and French are languages offered to the elementary 

students in the Dual Language program (HISD, 2021).  

According to Seidlitz et al. (2015), the Dual Language Immersion Two-Way 

(DL2W) program targets a biliteracy model for ELLs and English dominant students, 

which integrates language learning with content instruction, and academic subjects are 

taught in both languages. Full bilingualism, biliteracy, and cross-cultural awareness are 

emphasized. Over time, ELLs transfer to all-English instruction. Exit occurs no earlier 

than six years and no later than seven years after enrollment.  

Instrumentation  

  Data for this research was collected from the district’s accountability department 

from the 2018-2019 school year. The instruments used in the investigation consisted of 

teacher surveys, focus groups, and transcripts. This data was analyzed to identify trends, 

patterns, and outliers.  The data from the surveys are being held confidential and 
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anonymous. If participants have any questions or concerns, they may contact the 

researcher.  

In addition to the quantitative data collected, the researcher also collected data 

using the State of Texas Assessments of Academic Readiness (STAAR) and Texas 

English Language Proficiency Assessment System (TELPAS) Data.  The data collected 

using these instruments were analyzed to find a correlation in identifying trends, patterns, 

and outliers between teacher strategies shared from the Focus Groups and the STAAR 

and TELPAS state assessments.   

The participants were prompted to complete a consent form, which the researcher 

embedded in SurveyMonkey. Participants were provided with the link for the 

SurveyMonkey or asked to participate in the focus groups using Microsoft Teams due to 

COVID-19 and the need to practice social distancing. The participants were thanked for 

their participation. Since the researcher did not reach the desired number of electronic 

responses, a hard copy of the instruments was hand-delivered to additional participants to 

gather more responses while practicing social distancing. 

Participants' privacy and anonymity were protected and assured by using aliases 

and pseudonyms. Participants who completed hard copies were not asked to put their 

names on the completed survey as the surveys are numbered and these numbers were 

shared with the participants. For any completed surveys received via email, the survey 

will not be printed to protect participants' names. No participants withdrew from the 

survey, therefore the researcher did not seek other participants from the participating 

district.  
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The researcher implemented a descriptive questionnaire to collect data that 

aligned with the research objectives and the theoretical framework to gain the perspective 

of the teachers regarding students’ performance as it related to their level of growth.  

The research questions that guided this study were as follows: 

1. What factors contribute to ELLs being successful when transitioning from a 

bilingual to a general education classroom as an English writer? 

2. What factors prevent ELLs from being successful when transitioning from a 

bilingual to a general education classroom as an English writer? 

3. What strategies should educators implement to improve ELL's writing skills and 

confidence in primary school?  

Reliability and Validity 

The data that was collected measured assessments from the Texas Education 

Agency, which were the State of Texas Assessments of Academic Readiness (STAAR) 

and Texas English Language Proficiency Assessment System (TELPAS) reports. The 

researcher met the criteria for content validity by ensuring that the dissertation chair and 

the committee members reviewed the State of Texas Assessment of Academic Readiness 

and Texas English Language Proficiency Assessment System reports (Texas Education 

Agency, 2021). 

Data Collection 

Before any data was collected, an application was completed for the Institutional 

Review Board (IRB) of Houston Baptist University and another one was completed for 

the school district in Southeast Texas. The application included a description of the study 
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and the general information contained in the first three chapters of this dissertation. Once 

the IRB was approved, data was collected.   

In this study, the researcher compared STAAR writing and TELPAS data for the 

2018-2019 fourth graders. Also, the researcher compared focus group responses to 

identify trends, patterns, and any outliers from the Dual Language campus participating 

implemented the 50/50 model for three years. The researchers analyzed the data to 

answer the research questions. The research included educational strategies shared by 

teachers from focus groups and any instructional methods based on the Dual Language 

Two-Way program implementation (Seidlitz et al., 2015). 

This research implemented a mixed-method, quasi-experimental design that 

compared student performances and identified trends, patterns, and outliers. There was 

also a correlation analysis that focused on the patterns between the state assessments 

(STAAR and TELPAS) and teachers' strategies from the Focus Group. The data were 

examined as part of the group and not isolated for individual analysis. This analysis 

allowed for the comparison of the two data sets collected from the TEA to be examined 

and determine trends in perspectives from both variables.  

Researcher Bias 

This research study was conducted in a Southeast Texas district due to 

convenience sampling. The researcher has worked for the district for ten years as a 

teacher, Teacher Development Specialist, Assistant Principal, and Principal.  

The researcher’s background is another factor to consider. For example, the 

researcher has attended writing training provided by the district but has also facilitated 

writing training for other teachers and leaders in the district. In addition, the researcher 
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has appraised and provided feedback to teachers who taught English Language Art 

classes and English as a Second Language classes.  

Data Analysis 

 Once the data analysis was completed, the three research questions were 

answered in detail. There was a comparison using the fourth-grade data reported on the 

STAAR and TELPAS writing assessments and the participant responses to identify 

trends, patterns, and various outliers. The researcher compared the semi-structured 

questions used in the focus group to also discover any trends, patterns, and various 

outliers. According to Gall et al. (2007), “Semi-structured interview allows interviewers 

to ask a series of structured questions and then probe more deeply with open-ended 

questions to obtain additional information” (p. 653).  

Summary 

In this chapter, the researcher presented the methodology of the study. Interviews 

of participants and the Texas Academic Performance Reports of STAAR and TELPAS 

data were used to compare student performance and instructional strategies for bilingual 

and general education classrooms to identify trends, patterns, and various outliers. 

Chapter IV will present the study’s findings including a) demographic information, b) 

factor analysis, and (c) answers to the research questions and hypothesis. The 

implications of practice and recommendations for future research will also be shared in 

this chapter.  
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CHAPTER IV 

Results 

 This mixed-method, quasi-experimental research was designed with the purpose 

of discovering whether a relationship exists between instructional strategies used in 

general and bilingual classrooms to impact fourth-grade English Language Learners 

(ELLs) as English writers attending a 50/50 Dual Language campus in an urban school 

district in Southeast Texas and their performance on two state exams. Participants were 

ESL and bilingual teachers on Dual Language campuses who taught 50% of their day in 

English and 50% of their day in Spanish or provided ESL support. Also, a focus in this 

research study was data points in writing for a cohort of third graders who moved to 

fourth grade within an urban school district and who attended a 50/50 Dual Language 

campus. The end of the year data included writing data from the State of Texas 

Assessments of Academic Readiness (STAAR) and Texas English Language Proficiency 

Assessment System (TELPAS) writing assessment (Texas Education Agency, 2019). The 

research data described the scores between two school programs; the 50/50 Dual 

Language program and the General Education program. In this study, the researcher used 

a mixed-method, quasi-experimental method to compare students’ TELPAS writing 

scores when in the third grade to their TELPAS and STAAR writing scores in fourth 

grade (students do not take the STAAR Writing test in third grade). Finally, the 

researcher compared the responses of the participants regarding instructional methods 

used in the Bilingual and ESL classrooms to identify trends, patterns, and various outliers 

using a Likert scale questionnaire, and a focus group was established to obtain 

perspectives regarding various strategies and techniques used to support ELLs becoming 
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proficient English writers. This qualitative data used open-ended questions that added a 

richness to this study not otherwise obtained by the quantitative data collected.  

 The two-state assessment reports used over two years were: 

1. Texas English Language Proficiency Assessment System (TELPAS)—

third-grade writing 2017-2018 and fourth-grade writing 2018-2019; 

2. Texas Academic Performance Report (TAPR)— fourth-grade writing 

2018-2019. 

The Texas Academic Performance Report (TAPR) reveals the accountability 

rating a campus receives with a detailed report of the overall student performance 

reflecting grade level and content.  The STAAR assessment has four distinguished 

categories in which student performance is measured: Masters Grade Level (passing); 

Meets Grade Level or Above (passing); Approaches Grade Level or Above (passing); and 

Did Not Meet Grade Level (not passing). TEA also developed Raw Score Conversion 

Tables, which are the basic scores on any test that reflect the number of questions a 

student answered correctly.  This Raw Score Conversion Table has Scale scores 

embedded to allow direct comparisons of student performance between specific sets of 

test questions based on different assessments. The scale score indicates a student’s 

mastery of the standards per content. An example of a STAAR Raw Score Conversion 

Table Grade 4 Writing Spring 2019 is listed in Figure 4.1. For this research, percentages 

were taken from the Texas Academic Performance Report (TAPR) and compared to the 

Raw Score Conversion Table Grade 4 Writing Spring 2019 to indicate if a campus meet 

standard.  The researcher reviewed and analyzed data from campuses that were identified 

as 50/50 Dual Language, received an A, B, or C accountability rating overall for campus 
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STAAR performance, and received in fourth-grade Writing Approaches or Above, which 

is a scale score of 3550 to 6578 or percentage score of 45 to 100. These scale scores and 

percentages may vary if students took STAAR Writing in Spanish (Texas Education 

Agency, 2019).  

Data for this research study started with a description of the overall STAAR 

accountability rating regarding the Dual Language campuses indicated for this inquiry for 

the school year 2018-2019. A pie chart reflects the percentage of Dual Language 

campuses that received an accountability rating of an A, B, or C and their student 

performance on the Writing STAAR for fourth grade ranging from Masters (passing) to 

Did not Meet Grade level (did not pass). 

Data for this research also studied a description of the TELPAS ratings of 

students in the Dual Language program from the chosen campuses indicated for this 

inquiry for the school year 2017-2018 and 2018-2019 to determine the relationship 

between this cohort of Dual Language students’ level of performance on the TELPAS 

writing assessment from third grade to fourth grade. A Table reflects the Dual Language 

campuses and the percentage of Dual Language students that grew one-year performance 

level or maintained the same performance level from the previous year, the percentage 

growth for the cohort of students from 2017-2018 to 2018-2019 school year.  

Data for this research then transitioned to discuss the findings from the surveys 

completed by Bilingual and ESL Teachers who taught or are currently teaching fourth-

grade writing on a Dual Language campus. These campuses were identified as having a 

50/50 Dual Language program and received an accountability rating of an A, B, or C 
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regarding student performance on the Writing STAAR for fourth grade, which reflects a 

score of Approaches or Above (passing) during the 2018-2019 school year.  

Data for this research study continued with a description of the responses of the 

participants of the focus group. These participants consisted of Bilingual and ESL 

teachers who taught or are currently teaching fourth-grade writing on a Dual Language 

campus that implements a 50/50 Dual Language program and were also rated as an A, B, 

or C campus based on STAAR student performance during the 2018-2019 school year. 

The campuses that were chosen to participate were campuses that implemented a 50/50 

Dual Language program model for three years or more and received a Met Standard on 

the 2019 STAAR. For this research, the campuses chosen were given pseudonyms. This 

chapter will finally discuss the findings surrounding the three research questions for this 

study.  

1. What factors contribute to ELLs being successful when transitioning from 

bilingual to a general classroom as an English writer? 

2. What factors prevent ELLs from being successful when transitioning from 

bilingual to a general classroom as an English writer? 

3. What strategies should educators implement to improve ELL’s writing skills and 

confidence in primary school?  

The analysis and discussion of the research questions will then be followed by a brief 

evaluation of the findings. This chapter will then conclude with a summary of the 

essential key points regarding the findings.  
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Demographics 

 This study focused on an urban school district in Southeast Texas with 160 

elementary campuses, which consisted of K-8 grade levels. Of the 160 elementary 

schools, 38 schools were identified as Dual Language campuses. Of the 38 Dual 

Language campuses, 30 were implementing the 50/50 Dual Language program model. Of 

the 30 Dual Language campuses implementing the 50/50 model, 13 campuses had 

received an accountability score of an A, B, or C performance rating on STAAR and 

Approaches or Above on STAAR Writing for the 2018-2019 school year (Texas Agency, 

2019). This research will focus on 10 of the 13 campuses. 

  

 

Table 4.1 

Dual Language Campuses Accountability STAAR Rating and Writing Level, and 

Performance (%) for the 2018-2019 school year 

Name of Campus STAAR 

Rating 

Writing Performance 

Level 

Writing 

Performance (%) 

Campus 1 A Masters 95 

Campus 2 A Masters 88 

Campus 3 A Masters 84 

Campus 4 A Meets 79 

Campus 5 B Meets 77 

Campus 6 B Meets 73 

Campus 7 B Approaches 63 

Campus 8 B Approaches 63 

Campus 9 C Meets 77 

Campus 10 C Approaches 56 
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Figure 4.1 

Dual Language Campuses Accountability Rating and Writing Performance, 2018-2019

 

 

Table 4.1 is a list of the 10 50/50 Dual Language campuses, the Accountability 

STAAR Rating they received, and the performance level and percentage for STAAR 

Writing for the 2019 school year. Of the 10 campuses, only one campus scored above 90 

and one scored below 70. Even though the STAAR Rating varies, the STAAR writing 

performance does not vary as much indicating that when 50/50 Dual Language campuses 

perform at an A, B, or C accountability rating typically the STAAR writing performance 

is at an Approaches or Above level.  Figure 4.1 is presented for simpler reading 

representing the same data, however, organized by Accountability Ratings, performance 

levels, and performance percentages on the 2019 STAAR Writing for the 10 campuses. 
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Table 4.2 

 

Dual Language Students by Campus with 1-Yr. Growth or Maintenance, and Writing 

Growth (%) from 2017-2018 to 2018-2019 School Year 

Name of 

Campus 

Total # of 

Students 

2019 

# Students w/1-

yr. Growth 

# Of Students 

Maintained 

Writing Growth 

Proficiency (%) 

Campus 1 3 1 1 67 

Campus 2 48 20 15 73 

Campus 3 54 25 16 76 

Campus 4 13 11 1 92 

Campus 5 57 12 34 81 

Campus 6 28 11 11 79 

Campus 7 21 2 11 62 

Campus 8 57 25 24 86 

Campus 9 56 19 18 66 

Campus 10  27 11 14 93 

  

  

 Table 4.2 includes the campuses chosen for this research. These Dual Language 

campuses implement a 50/50 model and received an accountability rating of an A, B, or 

C and received a score reflective of a passing score of Approaches or Above on their 

Writing STAAR for fourth grade during the 2018-2019 school year. The total number of 

students is the Dual Language students who took the 2017-2018 and 2018-2019 TELPAS 

assessment. These ELLs also were identified as either Bilingual or ESL. This data also 

reveals the number of ELLs who grew by one year or more, while the fourth column 

represents the ELLs that maintained their previous TELPAS performance level from the 
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2017-2018 school year. These students did not experience a year of growth, nor did they 

decline in their proficiency in the English language. The final column reveals the 

percentage of students that both grew one year or maintained their level of performance 

based on the total number of ELLs within the cohort.    

     The participants for this study consisted of general education teachers who 

have an English as a Second Language (ESL) Certification and bilingual teachers who 

have a Bilingual Certification. All participants taught or were currently teaching fourth-

grade writing respectfully. This study implemented a stratified sampling, in which the 

population was subdivided into subgroups and strategically selected from each subgroup 

(Mills & Gay, 2019, p. 670). Twenty teachers from 10 of the 30 Dual Language 

campuses were chosen to complete the survey when the study began. Nine teachers 

volunteered to complete the survey for this study. Of the nine teachers, 100% of them 

were females and identified as having a racial background that was something other than 

American Indian, Alaska Native, Native Hawaiian, or Pacific Islander. Three teachers 

identified as Hispanic or Latino, four identified as Non-Hispanic/Latino, and one 

identified as Neither. One hundred percent currently teach at a Dual Language campus. 

Regarding certification, 50% of them had their Bilingual Certification, and 50% had their 

ESL Certification. Seven of them taught Dual Language for two years or less, while two 

taught Dual Language for three to five years. In addition, 100% of them had taught ELLs 

between two to 10 years. Finally, seven of the nine teachers considered themselves 

English Language Learners, while two of them were native English speakers. 
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Research Question One 

What factors contribute to ELLs being successful when transitioning from 

bilingual to a general classroom as an English writer? The first research question 

examined the results of the survey items participants were asked to complete. The survey 

contained five categories: (a) Self-Efficacy, (b) Implementing Practices, (c) Culture 

Competency, (d) Competency/Preparation, and (e) Student needs. Each of the categories 

contained five to seven questions totaling 30 questions that participants were asked to 

respond to using a Likert scale to choose an option that best supports their opinion as it 

relates to the category. Each question was assigned a nominal value of 1 to 4. “Not at 

All” is equivalent to 1; “To a Slight Extent” is equivalent to 2; “To a Moderate Extent” is 

equivalent to 3; and “To a Great Extent” is equivalent to 4. All 30 questions were 

analyzed to identify any patterns, trends, or outliers related to each of the five categories.  

A bar graph represents each category and the percentage of teachers that responded to 

each question in that category. To understand the data, a table for each category for ESL 

and Bilingual Teachers’ responses and an explanation of the data are provided.  
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Figure 4.2 

Category 1: Self-Efficacy 

 

 

Figure 4.2 includes the percentages of the six items related to the teachers’ 

perceptions of their self-efficacy. Across all items, over half of the participants rated their 

self-efficacy as “To a Great Extent,” with the remaining participants indicating their self-

efficacy “To a Moderate Extent,” and none of the participants regarded their self-efficacy 

as “To a Slight Extent” or “Not at All” in teaching students who are ELLs. These 

findings indicate that over half of the Bilingual and ESL Teachers feel greatly confident 

in their abilities to teach ELLs no matter the subject as well as influencing positive 

relationships, building motivation, and addressing the needs of all ELLs, while the other 

participants reported having less confidence in their abilities to reach all ELLs. This data 

also indicates that teachers who have a great sense of self-efficacy are significant factors 
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in ELLs being successful when transitioning from bilingual to a general classroom as an 

English writer.  

 

Figure 4.3 

Category 2: Implementing Practices 

 

 

Figure 4.3 includes the percentages of the seven items related to the teachers’ 

perceptions of their ability to implement different practices. Across all items, the majority 

of the participants rated their ability to implement different practices as “To a Great 

Extent,” with the one participant indicating their implantation of different practices as 

“To a Moderate Extent,” and none of the participants regarded their ability to implement 

different practices as “To a Slight Extent” or “Not at All” in teaching students who are 

ELLs. These findings indicate that majority of the Bilingual and ESL Teachers feel 

greatly confident in their abilities to teach ELLs by implementing different practices even 
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if it requires them to learn new strategies and practices, use research or instructional 

manuals, and try new interventions that are different from those they are accustomed to 

practicing, while one participant reported having less confidence in their abilities to find 

research-based practices useful when teaching ELLs. This data also indicates that 

teachers who are willing to learn and implement various practices to meet the needs of 

ELLs contribute significantly to their success when transitioning from bilingual to a 

general classroom as English writers.  

 

Figure 4.4 

Category 3: Culture Competency 

 

 

Figure 4.4 includes the percentages of the six items related to the teachers’ 

perceptions of their competency in the ELLs’ culture. Across all items, the majority of 

the participants rated their competency of the ELLs’ culture as “To a Great Extent,” with 

the one participant indicating their competency of the ELLs’ culture as “To a Moderate 
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Extent,” and none of the participants regarded their competency of the ELLs’ culture as 

“To a Slight Extent” or “Not at All” in teaching students who are ELLs. These findings 

indicate that majority of the Bilingual and ESL Teachers feel greatly confident in their 

ability to teach ELLs by learning the various cultural backgrounds and home languages, 

which also included learning new methods needed to adapt to their ELLs’ needs, while 

the remaining participant reported having less confidence in their ability to learn from 

different cultures and adapt various methods to influence ELLs. This data also indicates 

that teachers who are aware of their ELLs’ culture and willing to adapt their instruction to 

better support ELLs play a significant role in the success of their ELLs when 

transitioning from a bilingual to a general classroom as English writers.  

 

Figure 4.5 

Category 4: Competency/Preparation 
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Figure 4.5 includes the percentages of the five items related to the teachers’ 

perceptions of their competency levels based on the preparation received from their 

universities or campuses. Across all items, half of the participants rated their preparation 

level as “To a Great Extent,” with the other half indicating theirs as “To a Moderate 

Extent,” and “To a Slight Extent.” None of the participants regarded their preparation 

level as “Not at All” in teaching ELLs. These findings indicate that majority of the 

Bilingual and ESL Teachers feel confident in their abilities to teach ELLs based on the 

preparation received from their universities and various campuses. In contrast, a little less 

than half of the participants feel less confident in their abilities to teach ELLs based on 

their preparation received from their universities and campus professional development. 

This data also indicates that teachers who feel sure that their university or campus 

professional development prepared them to effectively teach ELLs significantly 

contributed to their success when transitioning from a bilingual to a general classroom as 

an English writer.   
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Figure 4.6 

Category 5: Student Needs 

 

 

Figure 4.6 includes the percentages of the six items related to the teachers’ 

perceptions regarding the needs of ELLs compared to other students. Due to the diversity 

of responses for Category 5, the researcher analyzed each item individually. The majority 

of the participants rated the uniqueness of ELLs’ social and emotional needs as “To a 

Moderate Extent,” while the remaining participant rated this item as “To a Great Extent.” 

However, when responding to ELLs experiencing more social problems than others, the 

ratings varied from “Not at All (25%), “To a Slight Extent (12.5%), “To a Moderate 

Extent (25%), and “To a Great Extent (37.5%) indicating that Bilingual and ESL teachers 

view ELLs’ social skills differently. When focusing on whether ELLs experienced more 

anxiety than others, this item, too, varied in responses from “Not at All (37.5%), “To a 

Slight Extent (25%), and “To a Great Extent (37.5%) indicating that Bilingual and ESL 

teachers view ELLs’ anxiety experiencing differently. The majority of the participants 
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answered, “To a Moderate Extent” and “To a Slight Extent” when responding to ELLs 

seeming to take more risks compared to others, while the remaining participants 

responded, “To Not at All.” This data indicates that, once again, Bilingual and ESL 

teachers view ELLs as risk-takers very differently. The majority of the participants chose 

“To a Moderate Extent” when responding to ELLs working harder on their academics 

compared to other students, while one participant rated this item as “To a Great Extent.” 

This data indicates that all the participants felt ELLs worked harder regarding their 

academics than their counterparts. 

Finally, the majority of the participants felt ELLs thrive when transitioning from 

Bilingual to General education in their academics, while one person rated “To a Slight 

Extent” and another rated “To a Great Extent.” These findings indicate that the Bilingual 

and ESL Teachers feel ELLs thrive when transitioning from a bilingual to a general 

education classroom. Even though Category 5 had the greatest diversity in responses 

from the participants, the data indicates that Bilingual and ESL Teachers recognize there 

is a need to be aware of regarding the academics of most ELLs, and when addressed, 

contributes to the success of ELLs when transitioning from a bilingual to a general 

education classroom. 

Summary of Findings for Research Question One 

During the data analysis, teachers’ perceptions regarding their self-efficacy, 

implementation of different practices, competency of ELLs’ cultures, preparation from 

universities and campus professional development, and student needs were examined. 

The first research question showed results of Bilingual and ESL teachers after responding 

to the 30-question survey. In summary, the majority of the teachers greatly believed that 
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they had the ability (self-efficacy) to teach ELLs, the willingness to implement practices 

that foster ELLs’ learning, and the knowledge needed to understand ELLs’ culture. 

However, when addressing the Bilingual and ESL teachers’ preparation programs from 

their universities and the professional development from their campuses, the teachers did 

not feel 100% confident that these entities properly prepared them to effectively support 

the ELLs’ academic development. Also, the Bilingual and ESL teachers had mixed 

feelings regarding the social and emotional needs of ELLs compared to other students. 

Even though over half of the teachers agreed that ELLs seem to have more anxiety than 

other students, all of the teachers believed that ELLs work harder than most students 

regarding their academics and thrive when transitioning from a bilingual to a general 

education classroom.  

Research Question Two 

What factors prevent ELLs from being successful when transitioning from 

bilingual to a general classroom as an English writer? To answer research question two, a 

qualitative approach was employed. A zoom interview of four teachers (two Bilingual 

and two ESL) who also participated in the survey participated in a focus group. The 

researcher contacted principals from 50/50 Dual Language campuses with an 

accountability rating of an A, B, or C and received a score equivalent to Approaches or 

Above level on the writing STAAR. Each principal provided teachers who agreed to 

interview by telephone or zoom. An audiotape of the interview was made, and three 

themes were identified: Participants also provided written permission to participate in the 

interview. Each interview was transcribed and shared with teachers for review. 

Corrections were made to each transcript as noted by the participant. For ease of reading, 
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the narratives that follow are organized by participants' responses to the questions asked 

during the focus group. The participants’ responses are quoted verbatim with all 

punctuation and grammar.  

Participants were asked to describe the writing skills of their ELLs at the 

beginning of the school year. Participant 1 responded by saying, “At the beginning of the 

year, my students perform low when speaking and writing in English. It was mostly due 

to their home language. They also wrote the way they spoke.” Participant 2 and the other 

participants agreed with Participant 1; their responses are below.  

The writing skills at the beginning of the school year are typically beginning. The 

students that I served at the beginning of the year, I noticed a lot of their native 

language in their writing. It is kind of a basic language using short phrases. There 

is not a lot of extending their thoughts. There is a big issue with extending their 

thoughts. Vocabulary is something that I also try to look at because I noticed how 

they try to formulate their sentences. So pretty much if we are looking at the 

beginning level and at the ELPS and at our rubrics that beginning level writing 

skills are where they are in the beginning. 

Participant 3 shared thoughts regarding COVID-19 and its impact: 

At the beginning of the school year, the writing skills of my students were low. 

They did not have many writing skills. I think this was due to the pandemic and 

the fact that they were with their parents 24 hours of the day with no writing 

instruction; their skills were low. For the most part, my students were at home 

speaking Spanish in most cases and did not have an opportunity to practice 

English, which did not contribute to their writing skills. I think this year is lower 
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than before because they did not have any stimulus while at home. So, therefore it 

had a big impact on my students’ writing skills, and they are not used to writing in 

English especially because the mechanics are completely different in English than 

in Spanish. I don’t think that since their education has been in English that they 

have many skills in Spanish as well. Coming from third grade and the impact of 

the epidemic has impacted their writing abilities.  

Participant 4 agreed with the other participants, but also spoke about the diversity factor:  

At the beginning of the school year, my student’s writing skills in English were 

very limited. We must take in consideration that when the pandemic started, these 

students missed a lot of school and were at home with parents. Because of this, 

my students are mixed. I have my Gifted and Talented students who are High 

Advanced and doing well with their English, and then I have students who are 

Beginners and are still struggling with their English. I also have students who are 

Intermediate.  

The participants were then asked: what was the home language spoken, and how 

this impacted their ELLs’ writing abilities? Participant 1 responded by saying, “The 

home language that the majority of my students spoke was Spanish. Because the home 

language was Spanish, it had an impact on their speaking and writing skills when it came 

to speaking and writing in English.” Participant 2’s students’ home language was also 

Spanish but mentioned the issue with students whose home language was English.  

I had seven students, so I will say that for 80% of them their home language was 

Spanish. I did have two where their home language was English, and I noticed 

that those two students still had those same issues with needing more of the 
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vocabulary clues, needed a lot of scaffolding with creating structurally a sentence. 

Even the ones that had English as their native language and spoke more fluently, 

they still had some of those same issues. 

Participant 3 agreed with the other participants that the home language has an impact on 

ELLs’ writing abilities, but explains why the impact was so great: 

Because the students mostly spoke Spanish at home, the writing was definitely 

impacted. Not only do they not have the vocabulary, but also the language that is 

spoken at home is street language. It is not academic Spanish. So, their 

vocabulary is limited. So, it had a big impact on their writing skills. Because they 

are not used to writing in English, it made it more difficult for them to write. 

Writing requires that you focus, and because the students were not used to writing 

in English, it made it hard for them to focus and concentrate on their writing.  

Participant 4 responded by mentioning the siblings and parents who may not speak 

English, which will impact ELLs' English writing skills:  

All of my students are coming from homes that speak Spanish as their first 

language. I can see the difference with the students who are the oldest in the 

family or have an older sibling versus the ones who might be the youngest or have 

no older siblings. The ones with no siblings at home who speak English are 

having a hard time with the English language because they have no one with 

whom they can practice their English. Some of them try to write using the 

Spanish phonetic skills; it is a slow process, but they will get there.  

The participants were asked to describe their ELLs’ experiences as it relates to 

writing. Participant 1 responded by saying, “For my ELLs, they did not like to write. 
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Their sentences were short, and my ELLs found it difficult to know what to write.” 

Participant 2 responded by saying: 

I love this question because I notice that they love to write. They are so 

encouraged, and I can think of one who lights up when it is time for writing. We 

had a song, “It’s time to write. W R I T E. It’s time to write.” She would be so 

elated and would say, “It’s writing time!” I link writing to their cultural 

experiences because they like to write about their experiences in their culture. 

They are very positive about writing. You of course see the nervousness, but once 

they open up, even pictorially their drawing represents their writing. I noticed that 

they were very excited about writing, and they loved to share their writing. So 

those are some things that stuck out in my group. They loved it, were excited, and 

just the idea that they were able to express themselves through their writing in a 

different way because when we get to talking about them speaking, I think their 

writing assisted them with their speaking because they were able to share their 

positive experiences.  

Participant 3 shared by explaining why ELLs are so uncomfortable writing in English: 

They really dislike writing because they do not have much experience in the 

beginning. Some even say that they hate to write. They feel uncomfortable 

because they think that they do not know anything when it comes to writing. It 

could be a very common topic like What’s Your Favorite Toy or What’s Your 

Favorite Movie and they will say, “I do not know what to write. I don’t have 

anything to say about it.” There is a great reluctance to write, and the strategy is to 

make them realize that they have a lot to say about it in writing. What I use to tell 
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them is that if you can talk about it, then you can write about it. I think that this is 

one of the main barriers that prevent them from writing because they are not 

confident or believe in themselves.   

Participant 4 responded by saying:  

Their experience to English writing is limited. Because of the pandemic and not 

having anyone to practice their English limits them in their ability to develop their 

English skills. But we are working more on their writing and reading skills in 

English.  

The researcher then asked a prompting question: Describe your ELLs’ confidence level 

when it comes to English writing. Participant 1 was direct and stated: 

For most of my ELLs, their confidence was low when it came time for them to 

write. They needed a lot of encouragement and motivation. I did not have many 

students who loved writing. As students saw their ability to progress, they began 

to like writing and even had fun with their writing. I still had a few that were 

reluctant to write.  

Participant 2 explained how ELLs’ confidence must be lifted when it comes to them 

writing in English because it is so difficult for them:  

When we think about confidence, I did have to provide that level of esteem for 

them by saying, “Come on you can do it.” Allowing them to reflect first and 

asking them, “What do you want to share?” Everybody is not a big sharer, but I 

noticed that with my ELLs, I would probe them a little more and ask them, “What 

would you like to share about that topic?” Their confidence levels needed a little 

support, a little push, and a little encouragement by saying, “You can do it.” After 
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Spring break, I did see a light come on for so many, and I would often wonder 

what happened. Did it just click, and they opened up and just started writing and 

sharing even more? I am still looking at those skills where they need a lot of 

support like vocabulary, sentence structure, grammar rules, or English 

conventions as we call them. There is still a need for that support, but their 

confidence level was boosted over the course of a year.  

Participant 3 spoke to the reluctancy of the ELLs when it comes to writing in English: 

What I have heard from my students is, “I do not have anything to say about the 

topic!” Even if it was something really common as writing about their favorite 

sport or food. Students do not feel comfortable, nor confident writing. What I tell 

them is that they can write about anything using their imagination. I must 

encourage them and remind them that they can do it. If they can talk about it, they 

can write about it. 

Participant 4 agreed with the other participants and discuss how to get ELLs to want to 

write despite their reluctant mind frame: 

I have everything when it comes to their confidence level. I have the ones that 

say, “Oh, no, please let us just write in Spanish.” I must push them and remind 

them that no you must write in English because that is the only way you get 

better. So, I provide them with lots of sentence stems. Then I have those who are 

like, “Yeah, we get to write in English!” They love it. As you can see, I have all 

levels.  
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The researcher then asked each participant a prompt question: How does the State 

of Texas Assessment of Academic Readiness (STAAR) impact your instruction? 

Participant 1 responded by discussing the impact STAAR has on instruction: 

I think STAAR will have a greater impact this year than it did last year. I am 

having my students practice more on their editing skills so that their personal 

narratives and informational compositions can improve. I have noticed that by us 

practicing their dictionary skills, they are looking words up on their own, which is 

making their writing better and more interesting.  

Participant 2 was direct and discussed the importance of ensuring the ELLs know the 

grammar rules as they are essential to instruction and the STAAR test: 

When I think about the lower-level ELLs in the lower grades, in the lower grades 

I found that we need those foundation skills because they will totally be the 

trajectory of how they do in those third to fifth-grade levels. In the lower levels, I 

made sure to focus on sentence structure using nouns and verbs. Because now 

when I reflect on my fourth graders, they are missing that piece. I am having to go 

back and focus on those pieces so that when you think about STAAR even in the 

grammar, which is 75% and the actual composition is 25%, that grammar piece 

must be foundationally sound to ensure that the students can get those 3s or 4s on 

the STAAR composition and 70% or above on the grammar portion of the test.  

The instruction must be sound and solid, and we are covering those TEKS that are 

going to be covered on STAAR. Even in the Re-design where they must write for 

the constructive responses because those constructive responses will have to look 

at grammar as well so that others can read and understand what they are trying to 
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say. So, learning grammar is still going to play a major role whether tested in 

isolation or within the actual reading part of the STAAR test. 

Participant 3 explained the importance of ensuring that teachers teach STAAR strategies, 

but also teach the whole child for life not just for a test: 

I know that we should not teach for the purposes of the STAAR. But it does have 

an impact on our instruction. The children are going to have to know what to 

expect according to the STAAR. So, we must teach the skills they need to be 

successful. I teach them how the topic is presented and the best way to answer the 

prompts on STAAR. So, I would say that the STAAR has a big impact on my 

instruction and how I teach my students. Now, of course, I teach them for life and 

not just for STAAR. I tell them, “Guys, one day you will get a job and will need 

to write some form of communication to your boss expressing how you feel. You 

will use your grammar skills to help you write that letter or email.” I try to make a 

real-world connection for them.  

Participant 4 agreed with the other participants and discussed ways to align the daily 

instruction to the skills needed for STAAR: 

STAAR impacts my instruction a lot. Knowing that the STAAR test is changing 

students must write more not just for the literacy portion, but also for math with 

the open-ended questions. My instruction is aligned so that I ensure my students 

are practicing and preparing for what is expected of them. I even practice with 

them using the process of elimination and finding the correct answer. I give them 

the opportunity to practice with the weekly quizzes, and they also must write on 

the Snapshots that are coming from the district.  
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The researcher followed up with a prompting question: Asked the participants 

how does the Texas English Language Proficiency Assessment System (TELPAS) impact 

their instruction? Participant 1 explained how to support ELLs, who seem not to 

understand what to do when given a prompt for TELPAS:  

When it comes to TELPAS, I think the teacher’s instruction is more impacted. 

Students are expected to just write. I notice that for some I can give them a 

prompt, and they will take off on their own. However, there are many students 

who, once I give them a prompt, do not know what to do. They sit waiting on me 

to model for them or provide sentence stems or vocabulary. I have to remind them 

to remember all the grammar we have learned and try to apply it based on 

whatever content is required.  

Participant 2 expressed in detail the importance of teachers ensuring that ELLs 

understand the expectations of TELPAS and how important it is to align TELPAS to the 

daily instruction: 

This is one of the things that I am learning about TELPAS. I have the red ELPS 

flipbook. I use this flipbook with all students. I say that because I noticed that 

listening, speaking, reading, and writing must be addressed like we address our 

daily content. I must do this so that the scholars can be successful. I think it is 

important that the kids know what we are looking for when it comes to the 

TELPAS assessment. From me speaking to my students, I realized that they do 

not understand that listening, speaking, reading, and writing are what they too 

need to focus on, which is part of what we already have embedded in our 

instruction. So, when we get to TELPAS, it won’t seem like this foreign concept 
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that they are not connected to. I feel like for STAAR they know it. They know 

what is expected of them; but when it comes to TELPAS, we don’t talk about 

TELPAS like we talk about STAAR, and I think we need to address that and give 

them the knowledge that we are going to be listening to how they speak, read, 

write, and listen. So, I tell them that we need to work on how we do these things. 

Once we start building on that, we as teachers will be better at TELPAS and it 

won’t be such a foreign concept. Then we should use what multilingual and those 

departments have provided for us more than just for TELPAS only. TELPAS 

must be embedded in our curriculum and not something in isolation, and I know 

that that will better support our ELLs in the long run.  

Participant 3 explained why ELLs should write every day in every content to build their 

confidence and English writing skills: 

I am self-contained; and after every lesson, I have my students write about what 

they learned. This is not only an opportunity for them to reflect on what they 

learned, but it is also a way for them the check their understanding regarding what 

they were learning. This is a good way for the students and me to see what they 

missed or what they did not understand. They can also properly use their 

academic vocabulary, and then I can check and address any misconceptions the 

students may be having. I get to see how the students are doing and what I need to 

go over again as a class or in a small group. I use this strategy after every lesson. 

It is more than an Exit Ticket because students get to go deeper into the lesson. 

The TELPAS allows me to use this strategy. and I use it even when I do not have 

students that will take TELPAS.  
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Participant 4 agreed with the other participants but explains why aligning TELPAS to the 

daily instruction is so important: 

The TELPAS assessment also impacts my instruction a lot. Since TELPAS is part 

of my evaluation, I try my best to make sure that all my scholars grow by one year 

or more. There is a lot of pressure. Not only that, but I also want them to be 

successful when they take the STAAR. So, providing them with the instruction 

needed for TELPAS just helps them develop in the English language.  

The final question that the researcher asked the participants to discuss their 

greatest challenge when teaching their ELLs English writing skills? Participant 1 quickly 

began explaining why teaching foundational skills were so important at the beginning of 

the year: 

In the beginning, spelling is always the greatest challenge because the students are 

writing the way they speak. They even write words in Spanish when they should 

be writing in English to express themselves. As the year goes by, I notice that 

they get better with their writing because they start to have more tools in their 

belts such as the dictionary to address their challenges.  

Participant 2 agreed that teaching foundational skills was important, but more importantly 

ensuring that ELLs know what to do when they get stuck so that they do not give up on 

themselves: 

My biggest challenge is with supporting my ELLs with their foundational skills. 

Getting them to know that the world of writing is not foreign to them. Just 

because they have a native language that is different does not mean that they 

cannot be a great writer and that the idea of being stuck is universal. It is not 
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because you speak another language; everyone gets stuck when it comes to 

writing. That is a lot that happens with kids. So, exposure to ideas where they can 

elaborate and create something through what they already know is a big challenge 

for my ELLs. I have seen this across the different grade levels where the students 

do not believe that they have anything to write about. They just get kind of frozen 

and not sure where to begin. So, I must help them begin because at the end they 

are proud of their final product. I let them know that the first part is hard for a lot 

of us. But once they get going and allow their minds to gravitate to those 

conventions that they’ve learned and not be afraid of the English language, which 

as we know is much more difficult and changes more than the Spanish language, 

they can do it. Getting them to know that once they tie it all in, it becomes their 

product and something they can be proud of. That’s been my biggest challenge.   

Participate 3 explained that ELLs are not accustomed to writing in the beginning, so 

teachers must encourage them by reminding them that they can do it:  

The greatest challenge is that they are not used to writing. They have ants in their 

pants when it comes to writing. They can’t seem to sit down for 15 minutes or 

half an hour to write. Of course, the conventions are different in English and 

Spanish, so this is also a challenge. Sometimes they write things that only because 

I speak Spanish, do I know what they are trying to say. I think it is more than just 

their vocabulary; it is the mechanics that they struggle with. It is a very stressful 

task for them. They feel unsure about their writing skills, and they think that they 

have nothing to say, or their sentences are very limited. They will write sentences 

that are not connected, which makes their writing hard to understand. So, they 
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have isolated ideas instead of cohesive thoughts. This is grammar and sentence 

structure.  

Participant 4 explained that there are several factors related to ELLs and their ability to 

write in English proficiently, especially when they are stronger in their native language: 

There are a lot of factors when it comes to my students learning how to write in 

English. Because I have all levels, meeting the individual student's needs is a 

great challenge. For example, I have a Gifted and Talented student who receives 

100s in everything she does in Spanish. But when it comes to English, she does 

not do as well, and this makes her very concerned. In her case, she is an only 

child. Both her parents speak Spanish at home, and she does not have the 

technology. She is ready for the STAAR in Spanish, but not in English. I am 

going to advocate for her to see if she can take the test in Spanish. She feels the 

pressure and has lots of anxiety when she knows she has to test or write in 

English.  

Summary of Findings for Research Question Two 

 During the data analysis, teachers’ perceptions regarding factors that prevent 

ELLs from being successful when transitioning from a bilingual to a general education 

classroom as an English writer were examined. In addition, the second question showed 

results based on the Bilingual and ESL teachers after responding to questions asked 

during the focus group. Table in summary, several teachers agreed that due to the 

pandemic and students being unable to attend school over the past two years, their 

academic skills in Spanish, which was the majority of the ELLs' home language, were 

limited. These basic skills consisted of vocabulary, grammar, and sentence structure; all 
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are factors that, according to the participants, prevent ELLs from being successful if not 

addressed.  

           Another factor revealed during the focus groups regarding ELLs not being 

successful when transitioning from a bilingual to general education class was the notion 

that ELLs experiences with the English language are limited. The majority of the teachers 

agreed that most ELLs do not want to write in English because their vocabulary needed 

to speak in English is limited. In addition, the data revealed that ELLs often do not have 

siblings or parents who speak English and that ELLs' confidence level is low when they 

are asked to perform in English which causes reluctance. They are reluctant because, 

according to the data from the focus group, the ELLs feel like they have nothing to say. 

Also, the data revealed that most ELLs are more successful in their home language when 

learning academic skills such as writing. Still, when learning English writing with limited 

experience, most ELLs find writing in English very difficult. On the contrary, the data 

revealed that some ELLs were strong in their native language and thrived when learning 

English writing skills. However, explicit instruction in English writing skills was a 

significant factor.    
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Figure 4.7 

Challenges Preventing ELLs’ Success in English Writing Based on Focus Group 

Responses 

 

 

 Figure 4.7 indicates that 100% of the participants shared like responses during the 

focus group regarding the factors that they believe prevent ELLs from being successful 

when transitioning from a bilingual to a general education classroom as an English writer. 

All four participants stated that the pandemic, ELLs having limited Spanish grammar 

skills, and their limited English experiences contributed to ELLs finding the English 

writing skills difficult and even daunting to learn. 

Research Question Three 

What strategies should educators implement to improve ELL’s writing skills and 

confidence in primary school? To answer research question three, a qualitative approach 

was employed. The third research question showed results based on focus questions 

asked during the focus group. The researcher asked each participant what strategies they 
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used to develop ELLs’ English writing skills? Participant 1 shared several strategies that 

impact ELLs’ writing skills: 

When it come to the strategies, I found that practicing grammar skills was what 

my scholars needed most. I would also remind them of their verbs and adjectives 

and how they impact their sentences. We did a lot of practicing English in the 

classroom all year, and soon you could see the improvement in their English. I 

created a workstation so that students could practice using their verbs and 

adjectives. I think what really helped them was adding the vocabulary cards with 

pictures and giving them sentences using the vocabulary. This way, they were 

able to use these sentences in their writing, and soon they created their own 

sentences using the vocabulary the correct way. I could see my students growing, 

and they also noticed that they were getting better at using their grammar 

correctly. 

Participant 2 shared that the key to ELLs’ success is sentence stems:  

Sentence Stems and sentence stems have become my best friend. I totally agree 

with the research and the data that shows that these stems provide the support that 

these babies need. I am going to extend myself and say that all of our babies need. 

To provide sentence stems is to provide them a lifeline to a person that is out in 

the water. It is just giving them what they need. Vocabulary with pictures even on 

the fourth-grade level. They need pictures because adding those pictures to help 

them teaches them that illustrating is still okay. Pictures tell stories so we should 

not take that away from them. Allow them the opportunity to draw. They need 

that support. Then pair them with another English speaker so that they can share 
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and get that speaking piece in and practice their English. Allowing students to 

read what they write. Let them read it to us instead of us reading their work. As 

they are reading, I am listening, and I can notice what they are trying to say. I then 

scribe when needed. Allowing them to see how their writing can progress with the 

support that they need. I love the Authors Chair where they seat in the chair and 

become the owner of their writing. When we are in drama, I allow them to do a 

play write. I call them up and they get to be the author. So, give them the support 

they need and the confidence to know that they can write, and these skills will 

help them develop as a writer. Even in the beginning stages of their writing, they 

must know that they are the creators of their writing. Once the confidence is there, 

they will be able to master the skills regarding English conventions and become a 

better writer. They must have the grammar in place to get a 3 or 4 on the 

composition. So, when we are looking at our rubrics for our beginners and so 

forth, we need to be using it as a tracker so that we can make sure that the 

students are moving and not sitting at an emergent level or as a beginning writer 

in the fourth grade. This must start in the lower grades so that when they get to the 

upper grades, they will get the score needed to show proficiency as a writer. 

Participant 3 explained the impact that Thinking Maps have on ELLs’ writing skills: 

I mainly remind them that they know more than they think. These kids are big 

talkers; and if they talk about a topic, they can write about it. So, getting them to 

talk and share is another strategy. I encourage them to use Mental and Thinking 

Maps to help them write all they know about a topic. Then they are to choose 

those ideas that they can talk about the most. The ideas that they feel more 
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comfortable talking about and developing. This way they develop their 

confidence and will begin to trust themselves when it comes to writing. Also tell 

my students that if you think you can’t, you won’t be able to do it. But, if you 

think you can, you will do it every time. Because your brain takes that as a truth 

and a certainty, and you will respond accordingly. Tell your brain that you can do 

it and you will. You may not have developed all the skills, but you must tell your 

brain that you can do it. It’s funny because, in the middle of the year, I would hear 

my students reminding each other of this fact regarding their brains. They learn to 

encourage one another. Also, another one of our strategies is to Turn and Talk and 

talk to a partner so one of the initiatives is that we have our children writing every 

day across the curriculum. This way they will get comfortable with writing in 

English on different topics. This has a huge impact on their writing skills. This 

way the teachers from the other subjects can also focus on grammar. They 

normally only look at the computation, but it is crucial that they too support the 

grammar when it comes to writing in English. This is a time for students to 

concentrate and express their ideas and knowledge regarding a subject. They 

don’t feel comfortable or confident when it comes to their writing. This is why I 

have them use the Thinking Maps because it allows them to organize their 

thoughts and write down different ideas about the topic. This way they learn that 

they know more than they think they know. Also, knowing that the students have 

to take TELPAS, I have been getting them ready all year. We also have two 

subjects that are completely in English, and they are Science, Social Studies, and 



106 

 

ESL. This is an opportunity for the students to advance their English writing 

skills.  

Participant 4 agreed with the other participants and began discussing the importance of 

having scholars write across the curriculum daily: 

Of course, I use sentence stems and I make them practice every day in all content 

areas. The students have to give me an answer in math in a sentence format so 

that they can practice their writing skills. Practice! Practice! I have my students 

write in workstations, during writing time, and for homework.  

 

Figure 4.8 

Strategies that Improve ELLs’ English Writing Skills and Confidence-Based on Focus 

Group Responses 

 

 

Figure 4.8 reveals four instructional best practices that all four participants shared 

during the focus group question regarding which strategies assist in developing ELLs’ 

writing skills and improving their confidence in the primary grades. All four participants 
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indicated that when teachers provide ELLs with lots of encouragement, require that they 

write across the curriculum daily, explicitly teach the English writing skills, model 

sentence structure, and use sentence stems, ELLs' English writing skills will develop, and 

their confidence in their abilities will increase over time. 

Summary of Findings for Research Question Three 

 During the data analysis, teachers’ perceptions regarding strategies educators 

should implement to improve ELL’s writing skills and confidence in primary schools 

were examined. The third question showed results based on the Bilingual and ESL 

teachers after responding to questions asked during the focus group. In summary, all the 

participants in the focus group agreed that grammar skills must be explicitly taught so 

that ELLs can understand the grammar rules and how they are to be used in various 

sentences. Since grammar in English is different than any other language, it was shared 

that ELLs must be able to practice their grammar skills daily. Several participants shared 

that creating Writing Workstations is one way to have ELLs practice their grammar 

skills. They also mentioned that having ELLs practice their grammar skills for homework 

nightly was another way of supporting their ELLs’ writing skills.  

 Another strategy that was shared by the majority of the participants was creating 

vocabulary cards with pictures attached to aid ELLs’ with their English writing skills. 

ELLs would use the vocabulary cards to help build their sentences and build their 

confidence as English writers. One participant shared that teaching vocabulary across the 

content and having ELLs write within the various disciplines assists ELLs with their 

English writing skills and prepare them for TELPAS.  
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Having ELLs share their writing using the Author’s Chair was another strategy 

that was shared by a participant. This strategy fosters ELL’s English writing skills by 

allowing them to be the author and read their composition to peers. This allows the ELLs 

to own their writing and to become more confident in their skills as English writers.  

Drawing was another strategy revealed. One participant shared that we must let 

ELLs know that illustrating is still okay. Allowing ELLs to express themselves and tell 

their story by drawing not only builds their confidence but is another way ELLs share 

their thinking as English writers.   

The data also revealed that several participants agreed that sentence stems were a 

strategy that promotes ELLs’ speaking and writing abilities. Sentence stems provide 

ELLs the support needed to generate thought and assist them in getting started when 

having trouble writing in English. Participant 2 stated that allowing ELLs or any student 

to use sentence stems is like providing a lifeline to a person that is out in the water 

struggling. Sentence stems encourage ELLs to write and provide them with the 

confidence of knowing that they can be successful.   

Another strategy shared by all the participants was allowing ELLs an opportunity 

to talk to another English speaker. Pairing students together or having them Turn and 

Talk to share their thinking will build their confidence and allow them a chance to 

practice their English skills unconsciously. “They are big talkers,” shared one participant. 

The participant also added that if they can talk about a topic, they can write about it. 

Having ELLs talk is another way ELLs develop their vocabulary skills.  

Using Thinking Maps was another strategy shared that supports ELLs with 

organizing their thoughts and providing them with a tool to generate ideas that they find 
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interesting and relevant. Thinking Maps allow ELLs to write down everything that they 

know about different topics so that they can come back and pick the topic most 

interesting to them. This strategy also leans itself to fostering ELLs’ cultural experiences. 

Finally, several participants shared that the TELPAS writing skills embedded in 

the curriculum should be shared with ELLs making them aware of the end of the year 

expectations so that ELLs and teachers do not feel like TELPAS is a foreign concept but 

a daily practice. The data revealed that teachers should follow a rubric that tracks ELLs 

progress allowing them to own their learning. 
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Figure 4.9 

State of Texas Assessment of Academic Readiness -- STAAR Raw Score Conversion Table  

 

  

 

 

 

 

 

 

 

 

 

 

 

 

Note: Grade 4 Writing Spring 2019 (texas.gov) 
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CHAPTER V 

Discussion 

 In the preceding chapter, the presentation and analysis of data have been reported. 

Presented in Chapter V are the study’s summary, discussion of findings, implications for 

practice, recommendations for further research, and conclusions. This section aims to 

expand the concepts of the study for further research regarding supporting ELLs to 

become proficient English writers. The quasi-experimental design research confirmed 

that there are relationships between instructional strategies implemented by Bilingual and 

ESL teachers that have an impact on the fourth-grade writing skills when transitioning 

from a bilingual to a general education classroom. Findings included additional research 

regarding Dual Language and effective methods for teaching writing skills. Therefore, 

the researcher may not be able to conclude findings across the board, but the results 

represent the group of participants from this study. 

Summary of the Study 

            Based on the two years' data, Bilingual and ESL teachers' perceptions regarding 

instructional practices were gathered from surveys and focus groups. The results 

demonstrated growth in English writing skills in fourth grade English Language Learners 

when transitioning from bilingual to general education classes. The comparison focused 

on Texas Academic Performance Reports of STAAR Writing data (Texas Education 

Agency, 2019) and the Texas English Language Proficiency Assessment System 

(TELPAS) writing assessment (Texas Education Agency, 2019), along with the survey 

and focus group aimed at collecting the perspectives of Dual Language fourth-grade 

teachers. For STAAR, the data consisted of percentages from each Dual Language 
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campus for one school year, which reflected state standards (TEKS). For TELPAS, the 

data included percentages of ELLs with one years' worth of growth or maintained 

performance levels identified the previous year.  

           The data analysis revealed that students in the 50/50 Dual Language program who 

transitioned from a bilingual to a general education class were able to perform at a 

proficient level in English writing. The accountability STAAR Rating and STAAR 

Writing Performance Levels for the 50/50 Dual Language campuses chosen for this 

research for the 2018-2019 school year received an A, B, or C as an overall rating and an 

Approaches or Above on their Writing Performance Levels. This mixed-method, quasi-

experimental design, the performance levels, and the overall STAAR ratings were 

consistent for all ten schools.  

Also, the TELPAS indicating students’ ratings for the third-grade cohort who 

attended one of the ten 50/50 Dual Language campuses and took the assessment in the 

2017-2018 and fourth grade took the assessment in the 2018-2019 school year revealed 

that the majority (62% or more) of the students experienced at least one-years' worth of 

growth or maintained their previous TELPAS proficiency score. The Writing 

Composition score was embedded in the TELPAS composite score for each student 

indicating an English writing proficiency (Texas Education Agency, 2021).   

      The data analysis also revealed that teacher's perception regarding their self-efficacy, 

implementation of best practices, awareness of the ELL's cultural background, 

competency or preparedness to teach ELLs, and their perception regarding the needs of 

ELLs all play a significant role in the success of ELLs transitioning from a bilingual to a 

general education classroom as an English writer. In addition, the data revealed that ELLs 
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consistently developed their English writing skills when provided with instructional 

strategies that are relevant and consistent. Three themes were uncovered during the focus 

group which directly impact ELLs' ability to be successful when transitioning from a 

bilingual to a general education classroom as an English writer:   

• The contributions effective writing teachers bring to ELLs; 

• The challenges ELLs face when learning to write in English; 

• The instructional strategies that foster ELLs' writing skills.  

Discussion of the Findings 

The purpose of this mixed-method, quasi-experimental design was to determine if 

there is a relationship between instructional strategies used in general education and 

bilingual classrooms to support fourth-grade English Language Learners (ELLs) as 

English writers in an urban school district in Southeast Texas and their performance on 

the State of Texas Assessment of Academic Readiness (STAAR) and Texas English 

Language Proficiency Assessment System (TELPAS) writing assessment (Texas 

Education Agency, 2018). Results showed that when ELLs are provided with instruction 

that is relevant and meaningful, their writing skills will develop. For example, when 

ELLs can write about their cultural experiences or topics of interest, they take more risks, 

add more detail, and have more confidence in their abilities to write in English. The 

results also showed that because the quality of instruction is more intentional ELLs’ 

attending Dual Language campuses' TELPAS scores increased by one year or they 

maintain progress from the previous year. In addition, their Writing STAAR performance 

proved to be at the level of Approaches or Above (passing).   
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Research Questions 

The purpose of this study was to discover what are the pathways and roadblocks 

that lead to ELLs’ success in fourth-grade writing. Therefore, this investigation attempted 

to address three questions: 

1. What factors contribute to ELLs being successful when transitioning from a 

bilingual to a general education classroom as an English writer? 

2. What factors prevent ELLs from being successful when transitioning from a 

bilingual to a general education classroom as an English writer? 

3. What strategies should educators implement to improve ELL's writing skills and 

confidence in primary school? 

The Contributions Effective Writing Teachers Bring to ELLs 

Several factors contribute to ELLs' success when transitioning from bilingual to a 

general education classroom as an English writer. According to Rubinstein-Avila (2003), 

when students know that their teacher cares about them and supports them to foster their 

learning, those students will experience success (p. 296). A teacher's perception, when 

positive, can motivate and change the attitude of a student who does not find school 

interesting. The research findings reflected that ELLs develop and even thrive in their 

education when teachers intensely believe that they have the ability (self-efficacy) to 

teach them, the willingness to implement practices that foster ELLs' learning, and the 

knowledge needed to understand ELLs' culture. Also, the findings indicated that 

Bilingual and ESL teachers believe that they can teach ELLs no matter the content, 

maintain positive relationships, and motivate ELLs who are reluctant to participate during 

class. These teachers were also willing to implement new instructional strategies that will 
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help them meet the needs of ELLs, try research-based practices and interventions to aid 

the success of ELLs, and use manualized techniques if needed to reach the ELLs they 

service. In addition, the teachers that participated in this research understood the 

importance of being aware of the diverse cultural backgrounds of ELLs, adapting various 

teaching methods to learn more about the ELLs' cultures, and being willing to celebrate 

the ELLs' cultures and heritages even when they are different from their own. More 

contributions will be discussed under the section that addresses instructional strategies. 

The Challenges ELLs Face When Learning to Write in English 

  Many factors could prevent ELLs from successfully transitioning from a bilingual 

to a general education classroom as English writers. The research findings reflected that 

ELLs' writing skills were limited at the beginning of the year, and if these skills are not 

addressed immediately with relevance and intentionality, ELLs' deficiencies will 

increase. Another factor discovered in this research was that most ELLs do not like to 

write in English due to their limited vocabulary skills. According to the study conducted, 

when ELLs' vocabulary is limited, they are reluctant to participate in class activities such 

as speaking and writing. Because of their limited vocabulary, the ELL's confidence level 

is also impacted, according to the data collected. According to Li (2018), there is a great 

need for more systematic and increased language support as it relates to ELLs being 

successful in school. According to the findings from this research, when ELLs' English 

experiences are limited, they feel that they do not have anything to say or write. Based on 

this research, some strategies support motivating the reluctant ELL to write in English. 
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The Instructional Strategies that Foster ELLs' Writing Skills  

Educators can implement many strategies to improve ELL's writing skills and 

confidence in primary school. The research findings reflected teachers must explicitly 

teach grammar and foundational writing skills with a focus on vocabulary in all content 

so that ELLs can experience success as English writers. Writing is a difficult task, but 

when ELLs are given the right tools and explicit instruction coupled with the opportunity 

to learn from their peers, they will experience success and become proficient English 

writers (Nair & Sanai, 2018). According to Beeman and Urow (2013), Esch (2018), and 

Samway (2006), ELLs come to the classroom with a vast span of knowledge related to 

how they express themselves through spoken words and writing. ELLs may not be as 

fluent in English as their native counterparts, but with intentional and targeted instruction, 

they can become just as fluent and proficient in English as any native English writer.  

Another strategy reflective of this research was the implementation of allowing 

ELLs the opportunity to talk about their writing with a partner or by role-playing using 

The Author’s Chair technique. Providing ELLs with sentence stems to aid in generating 

thought to assist with English writing was a sheltered instructional strategy gathered from 

this study. Echevarria et al. (2008) noted that sheltered instruction is an approach for 

teaching content in a strategic manner that promotes the students’ English language 

development while teaching content to English Language Learners in a way that makes 

the subject matter comprehensible. In addition to sheltered instruction being a strategy 

gathered from this study, the implementation of Thinking Maps was another strategy that 

supports ELLs with organization and interesting ideas and topics that are relevant to 

ELLs’ cultural experiences. Thinking Maps are motivational tools for the reluctant writer. 
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The structure of Thinking Maps allowed ELL students to be creative, innovative, and 

motivated when completing writing assignments (Cooks & Sunseri, 2014).  

Implications for Practice 

           In this mixed-method, quasi-experimental design, two-state assessment reports 

were used over two years:  

1. Texas English Language Proficiency Assessment System (TELPAS)—third grade 

writing 2017-2018 and fourth-grade writing 2018-2019  

2. Texas Academic Performance Report (TAPR)— fourth-grade writing 2018-2019.  

The TELPAS reports revealed the writing performance of a cohort of third graders who 

transitioned to fourth grade. The data on this cohort of ELLs were examined for trends, 

patterns, or outliers.  

           The importance of this research study revealed factors that impact the writing 

ability of ELLs when transitioning from a bilingual to a general educational classroom. 

Also, this study revealed the instructional strategies implemented by Bilingual and ESL 

teachers in a Dual Language setting. This study indicated that Dual Language campuses 

that receive an accountability rating of an A, B, or C and a STAAR Writing performance 

level of an Approaches or Above, there is a significant correlation with the individual 

TELPAS composite score of each student gaining at least one years' worth of growth or 

maintaining the performance level from the previous year. The decline in English 

proficiency was not significant for the schools in this study. This study also indicated that 

Bilingual and ESL teachers believe in their ability to support ELLs and assist in closing 

achievement gaps by implementing best practices and understanding the ELL's cultural 

background. Also, this study indicated the notion that ELLs may face academic and 
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social challenges; however, with teachers who are intentional and implement meaningful 

strategies, ELLs will experience success as English writers. This research was significant 

and helpful in understanding the 50/50 Dual Language program, the impact Bilingual and 

ESL Teachers have on ELLs writing skills, and how effective instructional strategies 

impact the Writing STAAR and TELPAS performance. Findings provided the 50/50 Dual 

Language fourth-grade cohort's writing achievement growth over two years. Furthermore, 

this research gave a structural foundation for further research in writing focusing on the 

50/50 Dual Language program. 

Delimitations 

 The delimitation is that the school district had a small number of Dual Language 

campuses that implemented the Two-Way Dual Language Immersion model program. 

The researcher chose the campuses with the Two-Way Dual Language Immersion model 

that also met standard with the Texas Education Agency on the Writing STAAR exam 

and an Accountability rating of a C or better.  Under the Texas Education Agency, school 

districts are required to assess students using the end of the year STAAR assessment and 

the TELPAS assessment for ELLs. Both assessments are conceptual assessments 

measuring the TEKS and ELPS standards respectfully with testing protocols (Texas 

Education Agency, 2019). 

Limitations 

The first limitation of the research study was that a limited number of schools 

have embraced the Two-Way Dual Language Immersion concept in the state of Texas. 

The Southeast Urban School District used in this study consists of 160 elementary 
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schools of which 38 are Dual Language campuses, and 30 have implemented the two-

way Dual Language immersion method of instruction.   

The second limitation of the research study was variables out of the researcher’s 

realm of control including student performance on STAAR and TELPAS assessments, 

implementation of the Dual Language program from campus to campus, various 

resources, current school systems – and schedules, teacher capacity, and administrative 

support. 

The third limitation of the research study that was considered the different 

amounts of instructional time spent on one language versus the other. On elementary 

campuses, most Dual Language classes are paired together where the Bilingual Teacher 

may teach Math and Science in Spanish, while frontloading Reading and Language Arts 

in English. The ESL Teacher will then teach Reading and Language Arts in English and 

frontload the Math and Science introducing the vocabulary in English as a bridge to 

support the learning during the Math and Science instruction which will be in Spanish.  

The fourth limitation of the research study was that the bilingual programs differ 

from campus to campus. One elementary campus might have a One-Way Dual Language 

immersion model, while another campus might implement a Two-Way Dual Language 

immersion model. There are also four other bilingual programs that elementary campuses 

could implement such as the Transitional/Early Exit program, Transitional/Late Exit 

program, ESL/pull-out, or ESL/content-based. These programs were discussed in Chapter 

II of this dissertation.  

Another limitation that is considered is having the quality of teaching may vary 

from teacher to teacher. For example, teachers’ style, capacity, and pedagogy may differ 
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from teacher to teacher and campus to campus. Also, bilingual teachers may differ in 

multilingual didactics, meta-linguistic awareness, and the understanding of the various 

teaching methods as it relates to the Dual Language immersion program.  

The age at which students learn their second language is another limitation that is 

considered in this research. Even though the Dual Language immersion program beings 

in pre-kindergarten or kindergarten, if a campus does not have enough students to make a 

Dual Language class or if the parents refuse to allow their child to participate in the Dual 

Language immersion program, and if the school was unable to hire a bilingual teacher for 

a particular grade level so that the Dual Language immersion program could be 

implemented these scenarios would be out of the researcher’s control. 

When the school within the district uses various programs to teach writing skills, 

this diversity regarding instructional models from campus to campus is out of the 

researcher’s control, making it another limitation of this research. Another limitation that 

is considered that is the schools within the district transition, bilingual students, at various 

grade levels. Some elementary campuses transition students in Grades 3, 4, and 5, and 

some sooner. This instability of transitioning students at the discretion of the school 

leader is out of the researcher’s control.  

The ease of transferring knowledge from one language to another language may 

vary. Students learn and develop linguistic skills at different levels. Students will need to 

know the different skills to acquire both languages, but this transfer of knowledge will 

vary from student to student because students learn at their own pace.  
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Variations in students or personal backgrounds are another limitation. Students 

who are native English speakers and have support at home to cultivate the second 

language will vary from student to student. This is out of the researcher’s control.  

 Lastly, students with differences in background exposure to language input is a 

limitation. Students may have parents that are bilingual or may not. Students may have 

had the opportunity to start learning a language with community support or not.  

Recommendations for Future Research 

 Future research recommendations include collecting observation data from 50/50 

Dual Language programs and comparing the implementation of instructional strategies 

with other Dual Language programs (30/70 or 10/90). Observation data should be 

obtained from classrooms, small group instruction, and think-pair-share activities.  

The observation data could include systems to provide side-by-side coaching for 

novice teachers or teachers who are new to the Dual Language program. The observation 

data obtained would give insight into establishing research-based instructional practices 

that will impact all students.  

 Other research could include the accountability rating from the Texas Education 

Agency (Texas Academic Performance Report). This information could be compared and 

understood with how many English students are learning a second language.  

 Additional studies are needed to include larger samples of teachers that have 

either Bilingual or ESL Certification and service students in secondary schools with Dual 

Language programs. The information gathered should also include surveys seeking 

teachers’ beliefs and perceptions.  
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 Lastly is the issue of social desirability. As all survey data is self-reported, 

participants may have had a tendency to respond to questions that may appear variable to 

others, which yields skewed results. A web-based survey was utilized to enable 

anonymity for participants, which would in turn reduce social desirability, but there is no 

way to know if the participants answered any or all questions truthfully due to the 

inclination to provide socially desired answers.  

 Future research should replicate this study across different school districts and US 

geographical regions, as results may look dissimilar depending on the location in which 

teachers are embedded. In addition, this survey only included beliefs of Dual Language 

elementary school teachers, due to time constraints and agreement with the school district 

policy to complete research and complete this study; future research could focus on 

secondary teachers and those in other areas and specialties (special education, gifted, 

etc.); Gifted and Talented teachers may have a voice, which would be noteworthy to 

assess in future research, as they work with these population of students more closely in 

schools, as they build their linguistic, verbal, and cultural knowledge.  

Conclusion 

 The results from this research assist in paving the way for the next generation of 

educators to willingly teach and serve an underserved population due to the teacher 

shortage across the country. Given that the research with this population is limited, the 

results from this study provide information on the perceptions of teachers regarding 

factors that impact English Language Learners with their English writing skills and best 

practices that support those efforts.  
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 Clark (2018) noted that cognitivism is not about what learners are doing but what 

they know. For example, teachers must find appropriate instructional activities to help 

learners effectively and efficiently process information so that they will have the capacity 

to retrieve existing schema and increase their ability to learn more by building on what 

they already know. Then scholars can grow and become more sophisticated thinkers and 

problem solvers. It is the responsibility of educators to tap into what students know and 

not to provide them the same treatment used for closing achievement gaps. 

Today, we live in a world that requires us to become higher-order thinkers and 

problem solvers. As educators, we must ensure that we foster the minds that we serve and 

learn what they know and help them become higher-order thinkers and problem solvers 

themselves by any means necessary. The time of sitting and getting in a classroom that is 

quiet and full of worksheets no longer exists. We live in an era where our classrooms are 

diverse in culture and nationality. Therefore, we must be globally minded, culturally 

aware, emotionally and socially accepting, and willing to learn from everyone and 

everything around us. Equity is a loose word in our society, but until all children are 

given the same opportunities to learn without limitations, meaning having access to 

qualified and effective teachers, research-based materials, and hands-on experiences, 

equity will continue to be just that, a loose word. If there is one child who is not 

experiencing an equitable education, we still have work to do. Be the change you desire 

in education. Our students deserve it. 
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Appendix A 

Participant Selection Letter 

 

Dear Participant: 

 

My name is Tabitha Dudley, and I am a doctoral student in the Executive 

Educational Leadership Program at Houston Baptist University. I am writing to 

let you know that you have been selected to participate in a questionnaire titled: 

“The Impact of Transitioning from Bilingual to General education Classroom and 

Its Impact on 4th Grade Student Writing.” You will receive an email in a few days 

with further information and instruction. Thank you. 

 

For questions and/or concerns please contact: 

Tabitha Dudley, M. Ed., 

EdD Candidate 

College of Education and Behavioral Sciences 

Houston Baptist University 

Dudleyt2@hbu.edu 
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Appendix B 

Participant Survey Letter 

 

Dear Participant: 

 

My name is Tabitha Dudley, and I am a doctoral student in the Executive 

Educational Leadership Program at Houston Baptist University. I am currently 

working on my dissertation, which consists of a study on “The Impact of 

Transitioning from Bilingual to General education Classroom and Its Impact on 

4th Grade Student Writing.” The survey link below is crucial to better understand 

the beliefs and current instructional practices implemented regarding teaching 

ELLs English writing skills. Please note that this survey is intended only for Dual 

Language general education teachers at the elementary school level who are 

CURRENTLY working this school year. If you are not an elementary Dual 

Language general education teacher, please disregard this message.  

Please understand that your participation in this survey is completely voluntary, 

and you can stop the survey at any time. Information provided from this 

questionnaire will allow teachers and educators to better understand current 

perceptions, which can aid in knowing where to begin in individualizing 

instruction to meet the English writing needs of ELLs. 

I appreciate your time in helping further research for ELLs.  

Please click on the link below to access and partake in the survey within two 

weeks, by DATE: 

 

Monkey Survey will go here  

For questions and/or concerns please contact: 

Tabitha Dudley, M. Ed., 

EdD Candidate 

College of Education and Behavioral Sciences 

Houston Baptist University 

Dudleyt2@hbu.edu 

 

BY CLICKING ON THE SURVEY LINK AND COMPLETING THE SURVEY, 

YOU HAVE PROVIDED YOUR CONSENT BY HAVING READ THE 

INFORMATION PROVIDED ABOVE.  
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Appendix C 

Participant Survey Letter #2 

 

Dear Participant: 

 

This email is intended to follow-up on “The Impact of Transitioning from 

Bilingual to General education Classroom and Its Impact on 4th Grade Student 

Writing.” If you have completed the survey, I want to express my thank you and 

appreciation; I understand that you are busy and have taken time out of your 

schedule.  

If you have not had a chance to complete the survey, the link is below for your 

convenience. Remember that your participation is voluntary and most 

appreciated. Please complete the survey with one week, by DATE: 

Monkey Survey will go here  

For questions and/or concerns please contact: 

Tabitha Dudley, M. Ed., 

EdD Candidate 

College of Education and Behavioral Sciences 

Houston Baptist University 

Dudleyt2@hbu.edu 

 

BY CLICKING ON THE SURVEY LINK AND COMPLETING THE SURVEY,  

YOU HAVE PROVIDED YOUR CONSENT. 
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Appendix D 

Demographic Information  

 

DEMOGRAPHIC INFORMATION 

1. What is your gender? (mark one) 

 Male 

 Female 

 

2. What is your racial background? (mark one) 

 American Indian/Alaskan Native 

 Native Hawaiian/Pacific Islander 

 Multiracial (two or more races) 

 

3. Which ethnicity do you primarily consider yourself? (mark one) 

 Hispanic/Latino 

 Non-Hispanic/Latino 

 Neither 
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Appendix E 

Background Information  

 

BACKGROUND INFORMATION 

Please read and answer the questions below carefully before proceeding with 

the survey: 

1. Are you an elementary school Dual Language general education teacher 

(since September 2021 or earlier)? (mark one) 

 Yes 

 No 

 

2. Are you a certified bilingual teacher? 

 Yes 

 No 

 

3. How long have you been a Dual Language school teacher? (mark one) 

 0-2 years 

 3-5 years 

 6-8 years 

 9-10 years 

 11 + years 

 

4. Out of these years of teaching, how many have included teaching ELLs? 

(mark one) 

 0-2 years 

 3-5 years 

 6-8 years 

 9-10 years 

 11 + years 

 

5. Do you consider yourself an English Language Learner? (mark one) 

 Yes 

 No 
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Appendix F 

Permission to Revamp Survey 

 

From: Dajana Kurbegovic <dajana89@uw.edu>  

Sent: Thursday, July 15, 2021 6:40 PM 

To: Dudley, Tabitha <TDUDLEY@houstonisd.org> 

Subject: Re: Requesting Permission to use Survey 

 

CAUTION: This email originated from outside of Houston ISD. 

Do not click links or open attachments unless you recognize the sender and know the 

content is safe. 

Hi Tabitha, 

Of course! Thanks for checking.  

 

Dajana 

 

Get Outlook for iOS 

________________________________________ 

From: Dudley, Tabitha <TDUDLEY@houstonisd.org> 

Sent: Wednesday, July 14, 2021 11:37:05 AM 

To: Dajana Kurbegovic <dajana89@uw.edu> 

Subject: RE: Requesting Permission to use Survey  

  

Good Evening Ms. Kurbegovic,  

  

This is Tabitha Dudley and a few months ago you so graciously agreed that I could use 

your survey. As I am currently working on my dissertation, and I am finding that my 

study has areas that need more support. Is it okay if I alter some survey questions to meet 

the needs of my dissertation?  

 Thank you for your support,  

Tabitha Dudley 
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 From: Dajana Kurbegovic <dajana89@uw.edu>  

Sent: Friday, March 19, 2021 10:42 AM 

To: Dudley, Tabitha <TDUDLEY@houstonisd.org> 

Subject: Re: Requesting Permission to use Survey 

  

CAUTION: This email originated from outside of Houston ISD. 

Do not click links or open attachments unless you recognize the sender and know the 

content is safe. 

Hi Tabitha, 

Thank you for checking. You are welcome to use my survey. Have a great weekend! 

  

Dajana 

  

Get Outlook for iOS 

________________________________________ 

From: Dudley, Tabitha <TDUDLEY@houstonisd.org> 

Sent: Friday, March 19, 2021 8:38 AM 

To: Dajana Kurbegovic 

Subject: RE: Requesting Permission to use Survey  

  

Good Morning Ms. Kurbegovic,  

  

I am a student at Houston Baptist University where I am working on my doctoral degree. 

I am emailing because I came across your dissertation online regarding Refugee and 

immigrant populations: Teacher Perspectives and thought that the survey that you used 

would really fix my dissertation as well. With your permission, I would like to use the 

instrument you implemented in your survey. I look forward to hearing from you soon.  

  

   

Thank you in advance,  

Tabitha Dudley 
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Appendix G 

Survey Items 

SURVEY ITEMS 

Directions: 

At your earliest convenience, please circle ONE response per question and answer all 

questions honestly and to the best of your ability. Thank you for taking the time to 

complete this survey! 

CATEGORY 1: SELF-EFFICACY 

To what extend are each of the following statements 

true? (Circle one) 

Not 

at All 

To a 

Slight 

Extent 

To a 

Moderate 

Extent 

To a 

Great 

Extent 

1. I am convinced that I am able to successfully 

teach all relevant subject content to ELLs. 

 

 

1 

 

2 

 

3 

 

4 

2. I know that I can maintain a positive 

relationship with my ELLs that I teach even 

when tensions arise.  

 

 

1 

 

2 

 

3 

 

4 

3. When I try really hard, I am able to reach 

ELLs. 

 

 

1 

 

2 

 

3 

 

4 

4. I am convinced that, as time goes by, I will 

continue to become more and more capable 

of helping to address my ELLs’ needs. 

 

 

1 

 

2 

 

3 

 

4 

5. If I try hard enough, I know that I can exert a 

positive influence on both the personal and 

academic development of my ELLs.  

 

 

1 

 

2 

 

3 

 

4 

6. I know that I can motivate my ELLs to 

participate during innovative projects. 

 

 

 

1 

 

2 

 

3 

 

4 
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CATEGORY 2: IMPLEMENTING 

PRACTICES 

To what extend do you agree with each of the 

following statements? (Circle one) 

Not 

at All 

To a 

Slight 

Extent 

To a 

Moderate 

Extent 

To a 

Great 

Extent 

1. I would be willing to use new instructional 

strategies to help my ELLs be successful.  

 

 

1 

 

2 

 

3 

 

4 

2. I would be open to trying new types of 

practices for ELLs even if I must follow an 

instructional manual. 

 

 

1 

 

2 

 

3 

 

4 

3. I would be willing to use research to learn 

how to implement practices for ELLs.  

 

 

1 

 

2 

 

3 

 

4 

4. I am willing to use new and different 

research-based strategies for ELLs’ 

development. 

 

 

1 

 

2 

 

3 

 

4 

5. I believe that research-based practices and 

interventions are useful for ELLs.  

 

 

1 

 

2 

 

3 

 

4 

6. I would be willing to use manualized 

practices or interventions for ELLs.  

 

 

1 

 

2 

 

3 

 

4 

7. I would be open to trying new practices or 

intervention for ELLs even if they were 

different from what I am accustom to using. 

 

1 

 

2 

 

3 

 

4 
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CATEGORY 3: CULTURE COMPETENCY 

To what extend do you agree with each of the 

following statements? (Circle one) 

Not 

at All 

To a 

Slight 

Extent 

To a 

Moderate 

Extent 

To a 

Great 

Extent 

1. I am aware of the diverse cultural 

backgrounds of ELLs in which I teach. 

 

 

1 

 

2 

 

3 

 

4 

2. I can learn from ELLs whose cultural 

backgrounds are different from mine. 

 

 

1 

 

2 

 

3 

 

4 

3. Teaching methods need to be adapted to 

meet the needs of ELLs. 

 

 

1 

 

2 

 

3 

 

4 

4. I have the responsibility to be aware of my 

ELLs’ cultural backgrounds. 

 

 

1 

 

2 

 

3 

 

4 

5. I instill pride in ELLs’ cultures and heritage. 

 

 

1 

 

2 

 

3 

 

4 

6. I am aware of ELLs’ home language 

differences in my classroom. 

 

 

1 

 

2 

 

3 

 

4 

CATEGORY 4: 

COMPETENCY/PREPARATION 

To what extend do you agree with each of the 

following statements? (Circle one) 

Not 

at All 

To a 

Slight 

Extent 

To a 

Moderate 

Extent 

To a 

Great 

Extent 

1. My university preparation program 

adequately prepared me to meet the needs of 

ELLs.  

 

 

1 

 

2 

 

3 

 

4 

2. I have received sufficient in-service 

professional development on how best to 

support ELLs in the classroom. 

 

 

1 

 

2 

 

3 

 

4 
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3. I have gained lots of experience working 

with ELLs. 

 

 

1 

 

2 

 

3 

 

4 

4. I have taken dedicated coursework in 

culturally responsive practices for students 

from diverse cultural backgrounds.  

 

 

1 

 

2 

 

3 

 

4 

5. My school devotes time and energy to 

discussing effective practices to promote the 

well-being of ELLs.  

 

 

1 

 

2 

 

3 

 

4 

CATEGORY 5: STUDENT NEEDS 

To what extend do you agree with each of the 

following statements? (Circle one) 

Not 

at All 

To a 

Slight 

Extent 

To a 

Moderate 

Extent 

To a 

Great 

Extent 

1. ELLs have unique social and emotional 

needs compared to other students.  

 

1 

 

2 

 

3 

 

4 

2. ELLs seem to experience more social 

problems than other students.  

 

 

1 

 

2 

 

3 

 

4 

3. ELLs seem more anxious or nervous than 

other students.  

 

1 

 

2 

 

3 

 

4 

4. ELLs seem to take more risks academically 

than other students. 

 

 

1 

 

2 

 

3 

 

4 

5. ELLs seem to work harder than other 

students when it comes to their academics. 

 

 

1 

 

2 

 

3 

 

4 

6. When transitioning from bilingual to general 

education classes, ELLs seem to thrive in 

their academics. 

 

1 

 

2 

 

3 

 

4 

 

THANK YOU FOR TAKING THE TIME TO COMPLETE THIS SURVEY! 

YOUR TIME IS GREATLY APPRECIATED. 
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Appendix H 

Focus Group Questions 

The participants will be asked to join a focus group to obtain their perspectives regarding 

the questions below: 

1. Please describe the factors that you believe contribute to the success of ELLs 

when transitioning from a bilingual to a general education classroom as an 

English writer. 

 

1. Prompt: Describe your ELLs confidence level when it comes to English 

writing? 

  

1. Please describe the factors that you believe prevent ELLs from being successful 

when transitioning from a bilingual to a general education classroom as an 

English writer. 

 

1. Prompt: What challenges did your ELLs have to overcome as they were 

learning how to become English writers? 

  

2. What strategies do you use to develop your ELLs’ English writing skills? 

 

1. Prompt: How does the State of Texas Assessment of Academic Readiness 

(STAAR) impact your instruction? 

 

2. Prompt: How does the Texas English Language Proficiency Assessment 

System (TELPAS) impact your instruction? 
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Appendix I 

Dual Language Campuses 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 


