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Abstract 

Weeks, Kristina K., Tri Means Three. A Comparative Study of Bilingual and Trilingual Methods 

in Third Grade Reading Achievement Scores in Texas School Districts. Doctor of Education 

(Executive Educational Leadership), May 2021, Houston Baptist University, Houston, Texas.  

 

The purpose of this study was to compare reading scores of students and school systems 

using the Trilingual process (public charter district) to students and school systems using the 

Dual Language, Bilingual, and ESL process (public school district). Participants were low socio-

economic status Grade 3 Hispanic/Latinx students.  Focused in this research study were data 

points for low socio-economic status Grade 3 Hispanic/Latinx students in the area of Reading 

within Texas schools.  The limited Trilingualism, or Tri-method, is generally defined to compare 

effective instructional practices. The data points (End of Year) includes reading data from the 

State of Texas Assessments of Academic Readiness (STAAR) Reading measure (Texas 

Education Agency, 2020).  Compared in this research study will be a summary based on the state 

curriculum standards, which are the Texas Essential Knowledge and Skills (TEKS). The research 

findings will describe the scores between two school systems, one using the Dual language 

program, Bilingual program, and ESL program and one using the Trilingual program. In this 

investigation, the researcher uses an archival case study method to compare participants’ 

STAAR Reading test scores.  This researcher also investigates the instructional methods of the 

Dual Language program, the Bilingual program, and the Trilingual program (Meyers, Gamst,& 

Guarino, 2017). 

Findings 

     In this research study, the data findings compared students and school systems’ data points 

using the Trilingual process (public charter district) to students and school systems using Dual 
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Language, Bilingual, and ESL processes (public school district).  Findings showed the Bilingual 

District had an increase of data points over a three-year timeframe and the Trilingual District had 

some growth of data points over a three-year timeframe.  Comparison of the Bilingual District to 

the Trilingual District showed that the Trilingual District performed alongside the Bilingual 

District.  This significant analysis could result from the Trilingual Method and the 

implementation of Trilingualism in the Trilingual District. 

Conclusions 

     The Trilingual program model provides students with opportunities to acquire multiple 

languages, be immersed in a new culture/environment, and/or develop a desire to learn another 

language.  According to 3rd Grade Hispanic/Latinx STAAR,  the scores reflected the Texas 

Essential Knowledge and Skills (TEKS).  The results showed that students adapted to the 

learning environment that promoted cultural enrichment, language equity, and interactions.   

      

Keywords: Bilingual, Trilingual, Dual Language Education, Trilingual Education, English as a 

Second Language, Bilingualism, Trilingualism, Biliteracy 
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CHAPTER I 

           Tri means three, like in the word tricycle, trilogy, or triathlon. The word tri originates 

from both Latin –tres and Greek- treis (Dictionary.com, 2012) and is from the European 

continent. In this research study, the focus is on Trilingual education and why it is important. 

This research investigation represents Houston Baptist University’s Pillar Nine, which is to 

cultivate a strong global focus. Pillar Nine expresses Houston Baptist University’s commitment 

to having an international focus with the great commission to facilitate educational opportunities, 

cultural exchange, and language competence. This research study models Pillar Nine, Cultivate a 

Strong Global Focus.  It includes the Houston Baptist University’s philosophy of encouraging 

students’ learning with different heritages, traditions, and faiths.  

The ability to communicate effectively is needed to function in today’s global society. 

Communication involves knowing how to connect with others, ask questions, respond to 

inquiries, collaborate with local people, and travel to multiple countries. Researchers (e.g., 

Foster, 1989; Stewart, 2005) have also provided many examples of how the human brain 

responds to learning a new language and communication when speaking multiple languages. 

Learning a new language is an asset to the cognitive processes that give mental benefits such as 

the connection to the language and verbal skills, spatial skills, metalinguistic skills, problem-

solving skills, and transfer skills.  Understanding the importance of learning another language 

could be vital in any individual’s learning.  

Researchers have established that early second language learning improves cognitive 

abilities. Foster (1989) addressed the effects of an elementary school foreign language program 

on basic skills by examining the relationship between months of elementary foreign language 

instruction in French and scores on instruments designed to measure cognitive and  
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metacognitive processes. Foster (1989) investigated 67 sixth-grade students who were divided 

into four groups that differed by lengths of time in the foreign language program. The first group 

was a control group of 25 students who had no French instruction.  The other three groups 

included  of students who had participated in the program for different lengths of time (6.5 

months, 15.5 months, and 24.5 months). The students who did receive foreign language 

instruction received 30 minutes of French instruction daily after 30 minutes of basal reading in 

English. The control group received an additional 30 minutes of reading instruction in place of 

foreign language instruction. Results showed the groups who received foreign language 

instruction scored significantly higher in three areas.  The three areas were verbal, language 

acquisition, and application of the language.  The second language acquisition methodology 

included the evaluation on the Ross test, a total score of all cognitive functions, and total score 

on the Butterfly and Moths test as compared to the control group. In particular, students who 

received foreign language instruction scored higher on tasks involving evaluation, which is the 

highest cognitive skill, according to Bloom's taxonomy (Blooms, 1956). Students who studied 

French the longest performed the best. 

Stewart (2005) noted that educators and policymakers in many countries had expressed 

concern about improving student achievement in reading and math. Stewart (2005) suggested 

that introducing foreign language study in elementary schools increases learning abilities at a 

young age. Stewart (2005) established that foreign language study in the early elementary years 

improves cognitive skills, positively influences achievement in other disciplines, and results in 

higher achievement test scores in reading and math. Successful foreign language programs for 

elementary schools include immersion, Foreign Language in Elementary School (FLES), and 

Future Leaders of Exchange Program (FLEX) programs (Stewart, 2005). 
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According to the Texas Education Agency, many resources can enable students to learn 

second foreign languages. The traditional education methods offer Dual language programs, 

Biliteracy programs, and English as a Second Language program (Commissioner’s Rules 

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

2018). Most of these programs are set up for students to receive one other language, usually 

Spanish or English while supporting their Home Language. These methods are effective when 

students are instructed with research-based instructional methods to continue their native 

language. Benefits of bilingualism include improved academic achievement, language 

acquisition, and the process of developing skills in a new language (Commissioner’s Rules 

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

2018).  

Researchers (e.g., Foster, 1989; Steward, 2005) have documented that learning a second 

language supports the first language’s standards. Learning language supports the speaking, 

listening, thinking, and writing standards for the students who are learning multiple languages. 

Language learning gives students an advantage in developing and acquiring many academic 

abilities (reading, writing, speaking, listening, and thinking) of the Bilingual and Trilingual 

method. In turn, learning a language makes it easy for students to become cross-cultural learners 

(Foster, 1989; Steward, 2005). 

Cenoz, Hufeisen, and Jessner (2010) stated that six key areas were present to ensure 

knowing three languages of the Trilangual method within a learning environment.  

1)  The learning environment of the Triliangual method allows for the transfer of knowledge 

for effective instructional leadership. 
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2) The learning environment implements the modeling of the Trilingual method and the 

implementation of effective practices.  

3) Modeling includes having instructional practices, strategies, and protocols to support the 

Trilingual method.  

4) Learning a new language involves teachers, campuses, parents, community, and district. 

5) Systems within the learning organization are in place for on-going follow-up and 

feedback with the Trilingual method.  

6)  Staff development and training are provided to use data to drive instructional strategies 

aligned with the learning organization’s mission and vision. 

 

Background of the Study 

Trilingual District – Trilingual Method 

One Texas public charter school district is using the Trilingual method. The Trilingual 

District serves students in Grades K-12 and incorporates students’ systems to learn 

English/Spanish and Chinese (Mandarin). Students are placed in one homeroom class with two 

partner teachers for Grades K-5. One teacher teaches English, and the other teacher teaches 

Spanish. Students take Chinese (Mandarin) as an elective. The language instruction model is 

organized for students to be in an English-speaking class one day and then in a Spanish speaking 

class the next day. 

Each campus has a system in place for growth levels for what is spoken in English and 

Spanish. For example, on a new campus, the Spanish teacher begins with the 20-80 language 

method. This language method is 20% Spanish and 80% English. The language method then 

moves on to the 30-70 model until language data are reviewed, systems are in place for language 
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instruction (multilingual teachers), and administration advocates the change. The goal is to get to 

the language instruction being taught at a ratio of 50-50, with students receiving 50% of 

instruction in English and 50% in Spanish. The campus administration determines the goal. 

A language program that provides 50-50 instruction allows the students to attend a full 

English day and then a Spanish day. The students have the same schedule, but the instruction is 

continued in Spanish. For example, a lesson on introduction to context clues would be taught on 

the first day in English, and then the next day, the Spanish lesson would be taught about knowing 

the meaning of context clues. The third language (Mandarin) is encouraged in content subject 

class and used in elective classes like music, art, physical education, or choir. 

An example of what a classroom looks like at the Trilingual District begins with 20 

students in each classroom. About 35-40% of students “know” the Spanish language as their 

home language. In a group of students, many different language levels are present, such as 

students who speak both languages with no difficulty; students who understand the language but 

have difficulties when speaking; and the students who struggle in both English and Spanish. The 

expectation is for the dual-language English and Spanish teachers to provide instruction and 

instructional strategies in both English and Spanish. The percentage (language proficiency and 

demographics) will vary from classroom to classroom and campus to campus. Fortunately, as 

researchers (e.g., Christian, 1994) have documented, this language learning model is still best 

regardless of demographics and individual background, academic skills, and culture. Nationwide 

and internationally, classrooms use this model with classes made up of anywhere from 0% to 

100% of kids who speak the second language (Christian, 1994). 

Some challenges to this language learning program are curriculum, resources, 

professional development, professional learning committees (PLCs), and other campus-based 
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activities. Schutz (2019) stated that some challenges concerning the curriculum are the lack of 

listening skills when beginning and acquiring a new language. Krashen has trained many 

educators over the Theory of Second Language Acquisition (Schutz, 2019). The Theory of 

Second Language Acquisitions is a natural approach that stresses comprehensive input. The 

reading-writing learning method focuses on applying analytical, synthetic, or mixed language 

acquisition with instruction. An example would be to have a list of sight words in both 

English/Spanish, spelling lists in both English/Spanish, the same reading passages in both 

English/Spanish, and high-frequency words in both English/Spanish. 

Krashen, (1988) stated that educators and practitioners should use the natural approach 

for effective results. The natural approach includes lessons that used Comprehensible Input (CI) 

by reading with writing reflections. The focus of Comprehensible Input is for students to use 

input from the reading lesson to write their reflections. Students demonstrate their knowledge 

from the reading lesson by using mini-lessons of phonics. The practice of reading, listening, 

writing, and speaking components with the application was measured in a program called 

Istation, which ensured Comprehensible Input. In sum, the Comprehensible Input approach in 

teaching literacy is called the balanced literacy approach. The balanced literacy approach 

includes using all five reading components:  phonics, phonemic awareness, vocabulary, fluency, 

and comprehension. Writer’s workshop (a balanced literacy approach) is used to ensure 

Comprehensible Instruction with reading to help students learn to write effectively along with 

mentored texts (Schutz, 2019). 

Resources are provided in both English and Spanish for every subject and in every grade. 

There are some challenges in the domain of Reading Language Arts regarding the Senderos 

Bilingual program, the state adopted curriculum in Texas (Senderos, 2018), and Journey’s-State 
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Curriculum (Vogt, 2018). In these curricula, the Instructional Focus Document (Lesson Design 

outline) is not usable. The Instructional Focus Document (IFD) is not always aligned with Texas 

Essential Knowledge and Skills (TEKS) standards when specific standards need to be taught. An 

example of this misalignment is that the vocabulary taught in Unit 1 with the Instructional Focus 

Document (IFD) appears in Unit 4 of Language Specialists (Senderos, 2018). The story, 

flashcards, phonics, posters, and questions are aligned to Unit 4.  This curriculum is challenging 

because Senderos’s program design (Senderos, 2018) is developed with increasing content 

difficulty through units. With content that builds upon previous units, when Unit 4 is taught out 

of order, students may not have the background knowledge of the earlier units or lessons. The 

plan to implement Unit 4 with any other unit makes it challenging to plan and execute. Teachers 

are expected to teach the TEKS (state required standards), follow the scope and sequence, and 

pull these resources to align with the curriculum. 

Some other obstacles are within the phonics of English/Spanish. For example, if the class 

works on vowels’ beginning sound, letter h, n, c (soft sound), the sounds are different in English 

and Spanish. The grammar, sentence structure, and spelling of the other languages are different 

as well. Recommendations are given to teachers to teach the lesson’s phonics portion within that 

language as a mini-lesson and emphasize the sounds of words within the reading passage. 

Each classroom has a set of 20 leveled readers used for guided reading. The leveled 

readers are used for both English/Spanish, and the lessons are mirrored with both 

English/Spanish. A challenge with the leveled reading books is that the books are translated and 

follow a reading-writing learning method that applies to English but not for Spanish. For 

example, in a Spanish level reader, Level A books are pattern books with a sentence and then a 

word with the picture:  Yo veo un __. Students who do not know the language cannot read the 
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words because they do not have Spanish vocabulary. Students first need to learn the vocabulary 

(isolated) and then read the sentences. Students then may understand the vocabulary within the 

sentences and the language used. This language method is called the natural approach. 

When translating from English to Spanish, the whole sentence can change with the 

subject and may not use the natural approach. (For example, in English:  I can see an apple. He 

can see a tree.) Only two words changed, and students can read a Level A book successfully. [In 

Spanish, it reads Yo veo una Manzana. El ve un Arbol.] Both the subject and verb forms change 

in Spanish, as did the indefinite article (una/un). 

Another challenge with the state-adopted curriculum is that some materials (i.e., leveled 

readers and passages) cannot be used. The reading levels are different for English and Spanish. 

The different reading levels are a challenge when English speakers learn Spanish unless the 

teacher allows linguistic simplification by acting out words using visuals or by having lots of 

discussions over reading. The guided leveled readers are for decoding words, building 

vocabulary, asking questions, and comprehending the material and, therefore, not an accurate 

Spanish reading level for students. When the translation occurs, some areas are still challenging, 

such as authentic literature over various genres and Spanish books, including English/Spanish 

translation. Teachers continue to model the love of reading with spiraled books (books that 

contain many different reading levels) and integrate books within the curriculum in both 

English/Spanish. 

Many writing teams have incorporated a lesson cycle model where both English and 

Spanish are written together for curriculum writing. The lesson design includes the introduction 

(hook), essential questions, discussing the content objective and the language objective, mini-

discussion over content with Substitution, Augmentation, Modification, and Redefinition 
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(SAMR, Schrocks, 2018), independent practice (We do, I do method), and follow-up. The focus 

is on student performance with writing, speaking, thinking, and sharing. The lessons incorporate 

many research-based activities such as Lead4ward (Lead4ward, 2018) instructional playlists 

(musical chairs, just the facts, and matching double trouble). For Response to Intervention (RTI) 

purposes, these activities are used as whole class activities, small groups, pair-share, teacher 

table, and independent practice. If these activities are repeated and consistently paired with 

follow-up and feedback, students who are Tier 2 and Tier 3 (RTI model of tiers) can have gains 

of up to three years of instruction in one year. This model follows Marzano’s method of 

cooperative grouping and learning (Marzano, Gaddy, & Dean, 2003). When students are in small 

groups and repeat the activity “Play It- Say-It” many times, the evidence of learning can be given 

through writing a one-minute paper or graphic organizer. These are implemented in English and 

Spanish, and students are encouraged to write in as many languages as possible. Students are 

encouraged to incorporate it in their examples, writing, drawings, illustrations, explanations, and 

project-based learning for the third language. 

An example of a fifth-grade expository writing assignment using the Trilingual method 

is, to begin with, an open-ended prompt. For brainstorming, students are asked to create a Mind 

Map. Students are then asked to complete the writing, including a thesis statement, concrete 

details, commentary, and concluding statement. The final drafts of their essay are displayed in 

the hallways. Within their writing piece, students may use three languages (i.e., Spanish, English, 

Mandarin). Students are encouraged to write the dialogue in Spanish or Mandarin and write the 

main writing in English. Students are also encouraged to use all three languages when creating 

project-based learning activities, presentations, research projects, journal writing in all subjects, 
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and note-taking. Using Trilingual writing techniques helps with practice, comprehension, and 

feedback. 

In the area of Science, STEM Scopes Education (Bundle Coherence Overview) 

(Accelerate Learning Inc., 2018) provides resources in both English and Spanish. The program 

encourages students to do hands-on activities. The multiple-choice activities, read-a-sentence 

activity, match-a-picture activity, or other activities occur in Spanish. Teachers are asked to 

linguistically simplify and scaffold the material for students who struggle with either language, 

English, or Spanish. Partner teachers are also encouraged to have English and Spanish lessons, 

starting the scaffolding in a student’s native language (English or Spanish). When introducing a 

new Spanish standard, teachers will continue the lesson with Class A in English and Class B in 

Spanish rotation; the instruction continues with comprehension. 

In Social Studies, Social Studies Weekly provides newspapers or magazines (Studies 

Weekly, 2018) and gives large posters with magazines, videos, and website activities. These 

activities sometimes pose a challenge for comprehensible input of the material. If the material is 

in a different language, such as Spanish, students may find this to be very difficult. Teachers read 

the materials, discuss the topics presented, and frequently repeat the videos/activities to build 

vocabulary comprehension. The history of individuals is another strategy that is commonly used. 

Student family history is brought out through autobiographies and biographies, and students are 

asked to research and report their findings. 

Some of the same strategies used with English Language Arts and Reading (ELAR) are 

repeated with Social Studies. These strategies include vocabulary word cards, story puzzles, 

guided reading small groups, and Mind Maps for strategic planning. The Bundle Coherence 

Overview of the Research Workshop (Accelerated Learning Inc., 2018) is also used to explore 
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the topic, connect content with investigating questions, organize online information and sources, 

and share their learning through writing, speaking, creating, and making. The language 

objective’s focus continues to prioritize the language spoken, written, and learned in Social 

Studies. 

With each subject, students are encouraged to transfer thinking between the languages 

with writing. Many methods, including the Norma Jackson (Jackson & Pillow, 1992) the Jane 

Schaffer (Harrison, 2020), the Johnny can Write (First, 2020), and the Writer’s workshop 

(Calkins & Neville, 2003), enable students to make the connections of cross-curricular writing. 

Classrooms have journals for every subject. Students are encouraged to write daily short answers 

to questions or reflections from a topic or video or create a graphic organizer. Creative writing is 

encouraged for open-ended questions, comparative topics, inferring content, and different 

writing forms such as persuasion or argument. Students are encouraged to write in multiple 

languages as well. For example, a story would be written in English, but the dialogue with 

characters could be written in Spanish or Mandarin. 

 

Statement of the Problem 

Common Characteristics of Bilingual and Trilingual Method 

The current problem of Trilingualism is that there are limited research studies that are 

available about Trilingual education and comparative studies of Bilingual methods and 

Trilingual methods.  Specifically focusing on the Dual Language Model, common characteristics 

are present when learning one language and two languages. The Dual Language Model is 

defined as a two language model in which an individual learns one new language.  The 

Trilingual Model is defined as a three language method in which an individual learns two new 
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languages. These common characteristics are present when students speak in their native home 

language, such as English, and then they speak in two other languages, such as Spanish and 

Chinese. During the content instruction, students are allowed to respond and reflect in any of the 

three languages. Instruction is given in all three languages at different times of the day, and 

students are already proficient in two languages. Students with a background in two languages 

may excel in their learning and demonstrate equal or greater performance than students with just 

one language (Man, Bui, & Teng, 2018). 

Ruiz (1984) described the historical development of three different orientations toward 

language:  language as a handicap, language as a right, and language as a resource. He wanted to 

inform people that understanding language is an attitude about the language. Ruiz (1984) 

emphasized that knowing and speaking a language is an asset to learning and not harmful to 

one’s language general knowledge. The viewpoint 50 years ago was that understanding and 

speaking more than two languages was unacceptable or harmful to the individual.  Today, 

schools and learning organizations are changing their beliefs. The beliefs of learning 

organizations are moving away from previous orientations. They are moving to the view that 

learning a language is a benefit that may even be a necessity for daily living. Educators are 

beginning to embrace an attitude of effective language learning and facilitating communication. 

Ruiz (1984) continued to emphasize that language is a resource and helps to build communities. 

The important question to be addressed in this study is to consider the trilingual method and 

potential benefits of learning a third language.   

 

Trilingualism or Tri Method Challenge 
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With students from every continent and country, schools are filled with students who 

speak different languages. There are about 6,500 spoken languages worldwide today, with 

approximately 2,000 of those languages having fewer than 1,000 speakers (Lane, 2016).  From 

Spanish, Arabic, Chinese, Vietnamese, Hmong, Somali, Russian, Korean, Tagalog, Haitian, 

Sinhala, Tamil, Polish, Frisian, German, Danish, Jutish, Romani, Castilian, Valencian, and other 

languages, the challenge with the trilingual process in most schools in the United States is that 

the trilingual process is new in school systems or limited in school systems or unknown to school 

systems. The trilingual method is also original to school systems concerned with educating 

students who speak many languages. 

Trilingual education is new as a process of instruction in the United States. With systems 

in place for Dual Language, Biliteracy, and ESL programs incorporated in daily instruction, 

Trilingual systems are not in place in most schools. Trilingualism’s current challenge is that 

limited research studies are available about Trilingual education and comparative studies about  

Bilingual methods and Trilingual methods. According to a recent review of school systems 

(Texas Education Agency, 2020), very few school systems implement the Trilingual process in 

the United States of America.  Some charter schools, international schools, or private schools 

have started.  There is little knowledge of the Trilingual instructional method and the different 

language acquisition forms, and minimal data exist regarding the effectiveness of the Trilingual 

method.  

Statement of the Purpose and Significance of the Study 

The purpose of this research study was to compare reading scores of students and school 

systems that are using the Trilingual process (public charter district) to students and school 

systems using the Dual Language, Bilingual, and ESL process (public school district). 
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Participants were low socio-economic status Grade 3 Hispanic/Latinx students.  Focused in this 

research investigation were reading data for low socio-economic status Grade 3 Hispanic/Latinx 

students in the area of reading within Texas schools.  At this stage in the research, the limited 

Trilingualism, or Tri-method, is generally defined to compare effective instructional practices. 

The data points include end of year reading data from the State of Texas Assessments of 

Academic Readiness (STAAR) Reading test (Texas Education Agency, 2020).  The research 

findings gave a description of the scores between two school systems, one using the Dual 

language program, Bilingual program, and ESL program and one using the Trilingual program. 

In this study, the researcher uses an archival case study method to compare participants’ Reading 

STAAR scores.  Also, addressed herein were the instructional methods of the Dual Language 

program, the Bilingual program, and the Trilingual program (Meyers, Gamst, & Guarino, 2017). 

Reviewed in this study were both school systems’ use of strategic planning and 

implementation of instructional practices with the Dual Language program, Bilingual program, 

and ESL program and Trilingual program.  Considered herein will be existing systems such as 

90/10, 50/50, or 30/70. These models describe the percentage of time the teacher is speaking one 

language and then another language.  

 

Research Questions 

1. To what extent does the bilingual and trilingual program model affect students’ 

achievement? 

2. How do Grade 3 STAAR Reading scores differ between bilingual programs and trilingual 

programs for Hispanic/Latinx students? 
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Definition of Terms 

Listed below are key terms (both constitutive and operational definitions) used in the 

study. The first listed are constitutive definitions and the second are operational definitions.  

Constitutive Definition – (Acronyms referred to in this study) 

Advancement via Individual Determination – AVID 

Assessment of Performance toward Proficiency in Languages - AAPPL 

Basic Interpersonal Communication Skills - BICS 

Cognitive Academic Language Learning Approach – CALLA 

Cognitive/Academic Language Proficiency – CALP 

Developmental Bilingual Education – DBE 

Dual Language Education – DLE 

Dual Immersion – DI 

Early Intervention in Reading – EIR 

English Language Learners - ELL 

English Language Proficiency Standards - ELPS 

Enriched Education – EE 

English as a Second Language – ESL 

English Language Development – ELD 

Language 1 – L1- monolingual 

Language 2 – L2 - bilingual 

Language 3 – L3 – trilingual 

Language Proficiency Assessment Committee- LPAC 
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Limited English Proficient – LEP 

Non-English Speaking - NES 

Sheltered Instruction Observation Protocol- SIOP 

Sheltered Instruction – SI 

Specially Designed Academic Instruction in English - SDAIE 

State of Texas Assessment of Academic Readiness -STAAR 

Story Telling, retelling, and higher-order thinking for English Language and Literacy 

Acquisition –STELLA 

The Center for Advanced Research on Language Acquisition - CARLA 

Trilingual – TL 

Two-way bilingual Education – TWBE 

Texas English Language Proficiency Standards – ELPS 

Texas English Language Proficiency Assessment System –TELPAS 

Texas Essential Knowledge and Skills - TEKS 

Vibrant Integrated Didactic Approach-VIDA Education 

Operational Definitions – definition of the terms 

AVID -Advancement via Individual Determination - Avid is a program that helps students learn 

language, literacy skills, and prepare for college (McAndrew, 2015). 

BICS -Basic Interpersonal Communication Skills – Face-to-face conversational fluency, 

including mastery of pronunciation, vocabulary, and grammar. English language learners 

typically acquire conversational language used in everyday activities before developing complex 

academic and conceptual language.  
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Bilingual Transitional Early Exit Model – Students are taught in both Spanish and English for 

2-5 years. Then they leave the program and continue with English instruction only. 

Bilingual Transitional Late Exit Model – Students are taught in both Spanish and English for 6-7 

years. Then they leave the program and continue with English instruction only. 

CALLA-Cognitive Academic Language Learning Approach – An instructional model developed 

by Chamot and O’Malley (1994) for content and language learning that incorporates student 

development of learning strategies for metacognitive, cognitive, and social effective strategies.  

ELL-English Language Learner – Students who are in the process of learning English. 

English Language Proficiency Standards – An outline of English Language Proficiency 

descriptors and student expectations for English Language Learners (Texas Education Agency, 

2020).  

One-Way Dual Language Immersion- All students in the enriched program have the same 

home language and have the opportunity to become bi-literate, bilingual, and bicultural. 

Instruction is provided in two languages and incorporated in the content instruction. 

Other Programs:  Vietnamese Cultural Heritage Program – A program in which Vietnamese 

students, prekindergarten to fifth grade, are taught English. The program focuses on listening, 

speaking, reading, and writing skills, and includes Vietnamese literature, culture, and history.  

English as a Second Language – Students in this program receive instruction in English from 

teachers trained with effective English language acquisition and development strategies. 

Teachers that are ESL certified provide small group instruction.  

Newcomer English as a Second Language – ESL – programs that are set up for ELL students 

in Grades 6-9 who have recently arrived in the United States from another country with specific 
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linguistic criteria. Students are in this program for accelerated learning in English with smaller 

classroom sizes. The focus is on English Language acquisition while incorporating all subjects.  

 

Theoretical Framework 

Focusing further on understanding the Tri-method of learning three languages, many 

teaching methods facilitate learning the third language. These methods include authentic inquiry, 

balanced literacy, guided reading, the Sheltered Instruction Observation Protocol (SIOP) model, 

which includes Lesson Preparation, Interaction, Building Background, Practice and Application, 

Comprehensible Input, Lesson Delivery, Strategies, and Review/Assessment (Echevarria, 2008). 

Other methodologies include small group instruction, Project Based Learning, Reading/Math 

strategies, Differentiated Instruction, Lesson Cycle, Vibrant Integrated Didactic Approach 

(VIDA), Education (VIDA Education, 2018), Advancement Via Individual Determination 

(AVID) (McAndrew, 2015) and the list continues. School personnel understand that providing 

effective practices and high-quality instruction creates purposeful learning. Examples of 

effective, high-quality instruction implemented with Project-Based Learning for Grade 3 are 

listed in Appendix A (Buck Institute for Education, 2018).  

Integrating Literacy Stations that are driven by data in subject-area activities is another 

form of instruction. Mini-lessons are designed to target skills in reading, math, and cross-

curricular subjects. Teachers organize, manage, and create literacy centers to support guided 

reading and small group instruction. Students rotate through the literacy centers in the classroom. 

Literacy Stations are made EASY (The E--Engaging all students; A--Accommodating all 

learners; S-Scaffolding learning; and the Y-Yielding results). 
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Another area of instruction is “The Expression of the Week” for campuses. For example, 

for the week of April 23-27, students were asked to practice this question in English, Spanish, 

and Mandarin. The question is: What is your favorite sport? (in English), 你喜欢什么运动？ (in 

Mandarin, and ¿Cuál es su deporte favorito? (in Spanish. The weekly expression is intended to 

promote the mission, interpersonal communication, and collaboration in three languages. An 

Intercultural calendar was designed for every six weeks. 

Another form of instruction is to teach students vocabulary using several techniques for 

ELL learners. Students use these strategies to become English-proficient. Teachers were teaching 

effective research-based strategies such as teaching vocabulary with tiered words, teaching with 

cognates and teaching vocabulary using root words and affixes (Appendix A, Table 2). 

Research-based strategies are used in the classroom and with Bilingual, Dual Language, and ESL 

programs. The Trilingual method has incorporated many of these strategies into the curriculum.  

 

Limitations 

The first limitation of the research study was that a limited number of schools utilize the 

Trilingual method in the state of Texas and the United States. Trilingual schools may be private 

schools, public schools, or charter schools. The location of the Trilingual schools such as rural, 

urban, private school, and state/public was also a limitation.   The Trilingual District researched 

has campuses in Dallas, Ft. Worth, and Houston.    

The second limitation of the research study were variables outside the control of the 

researcher.  The variables were:   a.) student achievement, b.) availability of various resources, 

c.) current Dual-language programs, d.) the quality of the instructional program (lesson plans), 

e.) parental involvement in the district, f.) current school systems – schedules, administration, 
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and teacher instruction, g.)  AEIS reports (Academic Excellence Indicator System), h.), and the 

fact that STAAR assessments (AEIS reports) may be given in Spanish to students.   

The third limitation of the research study that was considered was that different amounts 

of instructional time are devoted to one language over the other in Trilingual schools.  

Elementary schools consider using three different languages for instruction or learning activities 

in the Trilingual methods.  This instruction practice is done in one primary language and then 

given time for instruction using the other two languages.  The amount of instructional time may 

vary from each teacher devoted to the different languages.   

Another limitation that is considered is having the qualities of teachers in all three target 

languages.  Teachers are needed that have multilingual didactics, meta-linguistic awareness, 

language command, and fluency.  Teachers who understand the development and 

implementation of teaching methods in all three languages are an absolute necessity.   

  The student’s age is also a limitation.   Students may have started to learn one language, 

two languages, or three languages at a given period or a different age.  Did the student begin in 

primary school learning the trilingual method?  What is the student’s home language (English, 

Spanish, and Mandarin)?   

The ease of transferring knowledge from one language to another language to another 

language may vary is another limitation.  Students develop skills in each language with literacy, 

language acquisition, linguistic interdependence, and these skills may vary.  Students must 

understand the differences and similarities between each language (vocabulary, grammar, and 

syntax) and, therefore, may be at different levels of knowledge.   

Variations of students’ or personal backgrounds are other limitations.  Variations of 

student’s experiences may also include students who are native English speakers with adequate 
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preparation and support; students who are the second or third generation of English speakers; 

students who are native English speakers with third cultural backgrounds; and students who are 

native speakers of other languages. 

Last, students with differences from background exposure to language input is a 

limitation.  Students may have parents that are bilingual or trilingual or may not.  Students may 

have had the opportunity to start learning a language with community support or not.  

 

Delimitation 

 The delimitation boundary set by the researcher in this study is stated as follows.  The 

delimitation is that the Trilingual method does exist in other states. The researcher chose Texas 

with the one Trilingual School District.  The delimitation included the state of Texas school 

systems that are governed by the Texas Education Agency.  Under the Texas Education Agency, 

school districts are required to assess students using the end of year STAAR assessment.   The 

STAAR assessment is a conceptual assessment measuring the TEKS standards with testing 

protocols (Texas Education Agency, 2018). 

 

Assumptions 

The study includes the following assumptions:   

1. The student populations vary with more than two languages. (Ex: bilingual parents) 

2. There is variation in program design moving from a Dual Language program to a 

Trilingual program. 

3. The implementation of the Trilingual program varies from school to school. 
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4. There is a variety of community involvement with the Dual language program or 

Trilingual program.  

5. There are enough teachers to teach the Trilingual method or persons of linguistic 

reference. 

6. The curriculum, instruction, and assessments can be scaffolded in different languages.  

 

Organization of the Study 

This research study is presented in five chapters. Chapter I includes the study’s 

background, the problem statement, the study’s purpose, the study’s significance, the definitions 

of terms, the theoretical framework, the research questions, limitations, delimitation, and 

assumptions of the study. 

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

historical background, (b) the current status of the trilingual programs, (c) the trends in the 

literature, (d) the variables between bilingual Dual Language, Biliteracy, and  ESL program, and 

(e) the trilingual method, the constructs of the research, and f) the procedures for attaining the 

data.  

Chapter III presents the methodology of the study. In this chapter, the research design, 

data analysis, statistical significance, data trends, and quantitative research results are shared. 

This chapter gave the variables’ descriptive statistics, tested the hypotheses, and stated the 

research assumptions.  

Chapter IV presents the study’s findings, including (a) results from data, (b) factor 

analysis, and (c) answers to research questions and hypotheses. Also, discussed are the 

implications for practice, recommendations for further research, and conclusions. The results of 
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this study provide information regarding the effectiveness of Trilingualism. Findings examine 

students immersed in the Trilingual program and use the experience of learning a new language 

compared with students who are learning one language or more languages.     

Chapter V presents a summary of this investigation, including a discussion of the 

findings, implications for practice, recommendations for further research, and conclusions. The 

purpose of each section is to expand upon the concepts of the study for further research.  
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CHAPTER II 

REVIEW OF LITERATURE 

Introduction 

Trilingual studies (ACTFL, 2015) have been conducted in the past in addressing 

Bilingual and Trilingual students’ views on Reading and Language Learning referring to:  

Trilingual literacy for Ethnic Groups in China; Trilingual Education and Mongolian Ethnicity; 

The Effects of Bilingualism and Trilingualism in L2 Production; and Trilingual Education in 

Hong Kong Primary Schools.  Addressed in this chapter are the investigated methods, 

connections and results, variables, and current practices on Trilingual education.  Reviewed in 

Chapter Two are the methods being used in Texas schools using dual-language programs and 

Trilingual programs. 

Chapter Two (Literature Review) presents the review of the literature, which includes (a) 

theoretical and historical background, (b) the current status of the trilingual programs, (c) the 

trends in the literature, (d) the variables between bilingual Dual Language, Biliteracy, and ESL 

program, (e) the trilingual method, (f) the constructs of the research, and (g) the procedures for 

attaining the data.   

Restating the Problem 

Trilingual education is new to the process of instruction.  With systems in place for Dual 

Language, Biliteracy, and ESL programs incorporated in daily instruction, Trilingual systems are 

not in place in most schools. Trilingualism’s current problem is that there is limited research on 

Trilingual education and comparative studies of Bilingual methods and Trilingual methods. 

According to a recent review of school systems (Commissioner’s Rules Concerning State Plan 

for Educating English Learners, 
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Chapter 89) (Texas Education Agency, 2020), very few districts implement the Trilingual 

process.   Some charter schools, international schools, or private schools have started with 

minimal data, unknown knowledge of the Trilingual instructional method, and the different 

forms of language acquisition with other languages.   

 

Statement of the Purpose and Significance of the Study    

Compared in this study were reading data of students and school systems that are using 

the Trilingual process (public charter district) to students and school systems using the Dual 

Language, Bilingual, and ESL process (public school district). Participants were low socio-

economic status Grade 3 Hispanic/Latinx students.  Focused on herein were reading data for low 

socio-economic status Grade 3 Hispanic/Latinx students in the area of Reading within Texas 

schools.  At this stage in the research, the limited Trilingualism, or Tri-method, was generally 

defined to compare effective instructional practices. The reading data did include end of year 

reading data from the State of Texas Assessments of Academic Readiness (STAAR) Reading 

test (Texas Education Agency, 2020).  Compared in this research investigation was a summary 

based on the state curriculum standards, which are the Texas Essential Knowledge and Skills 

(TEKS). The research findings gave a description of the scores between two school systems, one 

using the Dual language program, Bilingual program, and ESL program and one using the 

Trilingual program. In this investigation, the researcher used an archival case study method to 

compare participants’ STAAR Reading test scores. Also, investigated herein was the 

effectiveness of the instructional methods of the Dual Language program, the Bilingual program, 

and the Trilingual program (Meyers, Gamst, & Guarino, 2017). 
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For purposes of this research study, both school systems’ use of strategic planning and 

implementation of instructional practices with the Dual Language program, Bilingual program 

and ESL program, and Trilingual program were reviewed.  Analyzed in this investigation are the 

systems in place such as 90/10, 50/50, or 30/70.  These models are used for the percentage of 

time when the teacher is speaking one language and then another language.   

Thirdly, this study investigated the effectiveness of instructional strategies with low 

socio-economic Hispanic/Latinx Grade 3 students who were learning one, two, or more 

languages in the classroom. Some questions to answer are:  To what extent do the Bilingual 

program and the Trilingual program model affect students’ achievement?  How do Grade 3 

STAAR Reading scores differ between bilingual programs and trilingual programs for 

Hispanic/Latinx students?  

The significance of the study is to show current practices in Trilingual learning.  

Currently, many families seek educational organizations that help students to learn multiple 

languages, as we see in the article “Bringing up a Bilingual Child” (Rosenback, 2014).  

International schools have embraced the Trilingual method due to similar languages in the case 

of “The Ministry of Education Sri Lanka” (Ministry of Education, Sri Lanka, 2018).  

International countries such as Italy, Germany, and The Netherlands have incorporated language 

instructional practices in daily education.  This study’s significance continues with current 

practices in Trilingual education, such as charter schools and private schools incorporating 

Trilingualism in daily instruction.  This study’s results may be utilized to develop improved 

training models, instructional practices, campus accountability, and further research.   

Rosenback’s (2014) “Bringing up a Bilingual Child, Language Strategies”, the literature 

advocates parental strategies aimed for practice in the dwelling environment.  Time and 
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establishments are representations of strategies in which caregivers provide boundaries to when 

each language is articulated.  For instance, Sunday’s dialogue is in German, and Tuesday’s 

dialogue is in Spanish.  The design is to adjust from language to language for multilingual 

children.  Another approach is articulating the language out loud.  Pronunciation practice 

provides an application of the language and utilization when communicating in that particular 

language.   

Rosenback (2014) identified that when language is spoken to infants using two different 

languages during pregnancy, the child demonstrated extended interest in both languages 

compared to monolinguals. Parents are considering schools that offer multiple languages to 

ensure the languages are continued.   Schools that provide language learning where the child can 

use prior background knowledge with various languages are desired.    

Another significance of current practices of Trilingual learning is that International 

methods of Trilingual Education are formerly being taught.  Multiple countries have 

implemented the Trilingual method and have documented the effectiveness of these programs.  

One example is the Ministry of Education in Sir Lanka (Ministry of Education, Sri Lanka, 2018).   
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International Method of Trilingual Education 

 

The Ministry of Education Sri Lanka 

In Sri Lanka, the education department utilizes Trilingual education, which incorporates 

Sinhala, Tamil, and English (Ministry of Education, Sri Lanka, 2018).  The program gives every 

child the opportunity to learn the two National languages of Sinhala and Tamil, along with the 

international language of English.  Sri Lanka’s vision is to be multilingual, multiethnic, and 

multicultural.  Sri Lanka wants to be a Trilingual country to create harmony and mutual 

understanding of Bilingualism and Trilingualism.  The nation’s two national languages, Sinhala 

and Tamil, represent social identity, cultural expression, tradition, and legacy.  Sinhala, an Indo 

Aryan language, has patterns with systems representing the territory and is considered the mother 

tongue.  Tamil, a Dravidian language, has levels of communication (stages of languages).  Both 

languages share symbols, language acquisition, and represent the nation’s languages.  English is 

learned to cultivate real-world applications for global knowledge.  English is promoted to give 

life skills for students that other social classes may not have.   

 

Trilingual Education in Hong Kong – Primary Schools 

Hong Kong has three main languages (i.e., Cantonese, English, and Mandarin).  The 

languages are referred to as linguistically complex and diverse (Trilingual Education Hong 

Kong, 2018).  The government did recognize the three languages in the 1990s and started to 

implement language education programs for their students.  Programs were designed for 

Bilingualism, Trilingualism, and mother-tongue teaching.  The curriculum was designed for 

students to be fluent in Mandarin and English with reading/writing and trilingual in Cantonese 
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and Mandarin.  The research findings were that many distinctive systems varied from school to 

school.   

Hong Kong uses Trilingualism in their country.  The Trilingual methods are based on the 

geographical location and political history of Hong Kong.  The current population speaks 

Cantonese at 95%, Mandarin at 47%, and English at 46% (Trilingual Education Hong Kong, 

2018).  Because Hong Kong has a population that speaks Cantonese and another population that 

speaks Mandarin and English, the schools incorporated all three languages Cantonese, Mandarin, 

and English as the distinct languages.  The current practice is that all kindergarten classes use 

Mandarin in instruction, while English is used for instruction for other languages.  The majority 

of schools use Cantonese in most subjects, write in Mandarin for simple characters and 

Cantonese for complex characters  (Trilingual Education Hong Kong, 2018).  The curriculum is 

in English and Mandarin for reading, math, social studies, and science.   

Wang and Kirkpatrick (2015) stated that schools still have challenges in themselves 

implementing the trilingual method.  Challenges when using and learning the trilingual method 

include the process of code-switching in the different languages and inconsistency of language 

curricula.  Other challenges include the fact that some subjects have a curriculum that is only in 

one language and difficulty finding teaching staff for the implementation of the program.  

Another challenge is when students who graduate with a proficiency level in the three languages 

(spoken and written) have low confidence in using their acquired language knowledge.  Funding 

is another challenge.  It is a concern for government schools to receive subsidies, and private 

schools operate from individual providers or investors.  
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National Trilingual Method- Private Schools 

Private schools such as Atlanta Trilingual Academy in Smyma, GA. (2020) and Oasis 

Trilingual Community School in Temple City, CA. (2018) have also implemented the Trilingual 

method. 

 

The Atlanta Trilingual Academy 

The Atlanta Trilingual Academy (2020) offers English, Spanish, and Chinese for 

preschool and elementary age.  The academy provides full immersion for children from twelve 

months to nine years old.  The program is designed to provide daily instruction in a target 

language rather than teaching the language as a separate subject or translating.  Immersion 

methods include teaching students all three languages throughout the day.  For children, age four 

years old and under, Spanish and Chinese are taught all day.  Subjects taught in Chinese and 

Spanish are science, geography, music, and art. Math, reading, writing, and grammar are taught 

in English.  Teaching methods include movement with words that the student hears; gestures for 

what words are being used; and mastering all language components with reading, writing, 

speaking, and fluency.   

The Atlanta Trilingual Academy’s pedagogy (2020) is based on explicit instructional 

techniques using Atlanta Trilingual Academy (ATA) Instructional Approach (2020).  The goal of 

the Atlanta Trilingual Academy (2020) is to provide services to produce healthy, physically fit 

kids who can read, write, and speak fluently in three languages and excel in Math and English 

performance in the state of Georgia.  The Atlanta Trilingual Academy’s mission statement reads 

that the academy will create and develop socially responsible individuals with high regard and 
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respect for themselves and other cultures (Atlanta Trilingual Academy’s pedagogy, 2020).  

Students will excel and become renowned global leaders of tomorrow.   

The Academy’s goals are for children who have been immersed in the program for a half-

semester to be speaking in Spanish or Chinese under age four, and speaking and reading in three 

languages at four years and beyond (Atlanta Trilingual Academy, 2020). There are three ways 

instruction is taught: a linear curriculum, non-traditional grade levels to ceilings on expectations, 

and efficient instruction.  The first approach for instruction is to use a linear curriculum in which 

students learn a new lesson daily.  An example of this is for an average school year; the student 

will complete between 160-200 lessons in English Reading/Language Arts. Because students are 

starting at four years of age or before, students are given the opportunity to master the concepts 

at this young age.  The second method is for students to perform at their ability levels.  Students 

can continue to maximize their learning by moving forward to the next level when the previous 

level is mastered.  Last, the instruction is focused on a global economy for students to have a 

more comprehensive array of choices.  The program includes giving options for graduation 

paths.   

The Atlanta Trilingual Academy (2020) has researched various universities and learning 

institutions (Phillips Academy in Andover, MA).  The Atlanta Trilingual Academy’s goals are to 

provide a high-quality education for their students.  With this background knowledge (languages 

learned), students are given significant instruction elements based on their learning styles.   

Students are given cognitive and behavioral exams that allow the academy to cater to the 

student’s instruction.  An example of how this philosophy has been used is: to admit only the 

best Kindergartners, test and filter low performers, add new high performers, and produce some 

of the nation’s most impressive graduates.     
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Oasis Trilingual Community School 

The Oasis Tri-lingual Community School is for Grades PreK-8 (Oasis Trilingual School, 

2018).  It offers the 40/40/20 Trilingual immersion language mode.  Students spend 40% of the 

day in Mandarin, 40% in English, and 20% in Spanish.  Class sizes are small, allowing for the 

focus on the three languages.  They have also enriched programs that include music, Science 

Technology Engineering Mathematics (STEM), technology/robotics, yoga, fine arts, dance, 

martial arts, sports, gardening, and cooking.  The mission of the school is to provide a balanced, 

rigorous, and inquiry-based teaching program (Oasis Trilingual School, 2018).  Each student has 

an individual learning plan with goals that allow students to emerge ahead if needed.  Each 

subject is taught with the three languages in the process.  For example, Language Arts uses all 

three languages of English, Mandarin, and Spanish.  Students are encouraged to develop strong 

literacy and oratory skills in all three languages.  The Math curriculum is Singapore Math and is 

taught in English and Mandarin. Singapore Math uses concrete, pictorial, and abstract levels of 

learning.  For the enrichment classes, they are taught bilingually once a week, in either 

English/Mandarin or English/Spanish.   

The Oasis Trilingual Community (Oasis Trilingual School, 2018) is a private school that 

offers a homeschool support program for grades five through eight.  The support groups provide 

classes three days a week in English, Math, Social Studies, and Science with Science, 

Technology, Engineering, Mathematics (STEM), Filmmaking, and Drama.  The language classes 

of Mandarin and Spanish are taught in the classroom and as an elective class for students who 

want more practice.  The support option allows students to practice and learn from home using 
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guiding lessons and then participate in a school setting. The school’s curriculum explains the 

expectations regarding communication, behavior, dress code, and academic policies.   

 

Baltimore International Academy Elementary/Middle School 

The Baltimore International Academy (2018) is a charter school that offers students a 

language immersion program.  Students have the choice of learning one of five different 

languages offered at the school (Spanish, Chinese, Arabic, Russian, or French).  The immersion 

program consists of students in Kindergarten and first grade who only read and write in their 

target language.  In second grade, English language arts are taught for one hour per day and 

continues to be taught for one hour per day through eighth grade.  The first language, English, is 

encouraged throughout K-8.  Students become bilingual and bi-literate in English and the 

targeted language upon finishing eighth grade.  Other language classes are offered when students 

reach the middle school level. Homework, activities, and assignments are completed in the target 

language.  Some students have the opportunity to learn their third language with this immersion 

program. 

Other Factors for the Significance of the Study 

The first factor to consider when looking at the significance of the study of Trilingualism 

is the current languages that are spoken worldwide.  As of April 2016 (Lane, 2016), Chinese is 

the most spoken language globally, with 1.2 billion native speakers.  Because China has a large 

population, one in six people in the world speaks Mandarin.  Spanish, the second largest 

language spoken, follows with 400 million worldwide, including south and Central American, 

Spain, and the United States.  English, the third largest language spoken, has about 360 million 

speakers.  English also has over half a billion people that speak English as a second language.  
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The reasons for English’s success as a second language are international relations with travel, 

business, and the influence of United States culture worldwide (Lane, 2016). 

Hindi, the fourth most spoken language, has 23 official home languages and is spoken in 

India and Pakistan.  Debates continue with changing India’s official language from English to 

Hindi in the country’s official communication and education. 

Arabic, the fifth most spoken language, has about 250 million native speakers and has 

different respective dialects in the language.  The modern standard, Arabic, is mostly in written 

form and related closely to the classical Arabic of the Quran (Lane, 2016). Portuguese is the 

sixth most spoken language of the world, with 215 million native speakers.  Portuguese is a 

language of the colonial past that was brought from Africa, Asia, and the Americas.  The 

language has been tied to European colonization because the language is spoken in Brazil, Goa, 

Angola, Mozambique, Cape Verde, Guinea-Bissau, Sao Tome, Principe, and Macau (Lane, 

2016). 

Bengali, the seventh most spoken language, has 170 million native speakers. This 

language is spoken in Bangladesh, Kolkata, and the Andaman Islands.  Russian is the eighth 

most spoken language, with 170 million native speakers.  It is one of the six languages spoken in 

the United Nations. Bengali has been credited with the literary components of Dostoyevsky, 

Nabokov, Chekhov, Gogol, Tolstoy, and Pushkin.  Japanese, the ninth most spoken language of 

the world, has 130 million native speakers.  Japanese has two writing systems of hiragana and 

katakana (Kanji).  The population of speakers is in Japan, the United States, the Philippines, and 

Brazil.  Punjabi/Lahnda, the tenth most spoken language of the world, has 100 million native 

speakers.  This language is spoken in India and Pakistan using the Bollywood style of 50% of 

Punjabi music and songs.  German was close, making the top 10 spoken languages with 90 
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million native speakers.  It is spoken in Central Europe that includes Germany, Austria, 

Switzerland, Italy, Belgium, and Liechtenstein.  For a second language, about 15 million 

speakers speak German (Lane, 2016).  Figure 1  

According to Cenoz, Hufeisen, and Jessner (2001), the third language acquisition is 

connected with one of the other languages spoken.  The typical situation of attaining the new 

language is that children come from a community language, learn from the community language, 

and then discover other languages at school.  The trend is for children to learn at a very early 

age, primarily within their home communities.  Common multilingual communities in Africa, 

Asia, Canada, Europe, and South America have worked for many years and show growth with 

multiple intelligences.  Further research is needed to connect bilingualism and second language 

acquisition.  Some areas of research would inform the question of whether third language 

acquisition has the same characteristics as second language acquisition. 

The second factor of this research study’s significance is that students should have the 

opportunity to learn other languages (Hoffman, 2004).  The definition of Trilingual education in 

primary schools should be that students understand the linguistic characteristics between 

monolingual, bilingual, and trilingual; students learn the linguistic cross-over between the 

languages; and consecutive instruction of the three languages at school.  The European examples 

resulted in 46 types of Trilingual education methods of diversity in education when teaching 

three languages.  The learning of Language 3 (L3), in most studies, have been compared it to the 

learning of L2.  The researchers (e.g., Griessler, 2001) confirm that there are advantages to 

learning L3.  These advantages are that students develop learning strategies to learn a new 

language, acquire metalinguistic awareness, and have communication sensitivity.  Language 

learning strategies also occur when students learn a fourth language.  Researchers have 
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concluded that students often rely on the L2 to learn the L3 with the process of code-switching 

and code-mixing.  Schools with the contextual and linguistic characteristics of Trilingual 

education are set in place to provide third-language acquisition opportunities.  Again, in the area 

of pedagogical aspects, more research is needed.  Future research in pedagogical aspects could 

include classroom-based L3 acquisition, teaching techniques, individual students’ progress in 

learning one language, and Trilingual professional development.   

 Primavera (2017) also pointed out, “Americans need to learn foreign languages.” Fifty-

three percent of Europeans are Trilingual compared to 18% of Americans, which may be 

interpreted to reflect a lack of opportunity to learn foreign languages.  History tells us that 

foreign languages were offered to students in the United States before World War I, including 

German (Primavera, 2017).  As the war continued, many believed that foreign languages did not 

show support and pride in the United States.  Thus, language education was removed from 

elementary schools (Primavera, 2017).  Another factor (Primavera, 2017) pointed out are that 

students in the United States are introduced to another language later in their education when 

language education should be initiated in the elementary age.  Many schools offer foreign 

language classes as an elective even for repeated years, but students are unable to communicate 

in the language learned.  Students may not be interested in learning a new language because of 

limited options.  Language is taught as a class and not with immersion.  It is important to note 

that it would benefit American students to learn language skills in order to compete in the global 

community and economy.  Americans need to read, speak, and understand other languages to 

ensure future opportunities (Primavera, 2017).   

The third factor for this research study’s significance is the number of students who are 

English Language Learners.  The National Center for Education Statistics documented that as of 
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2014-2015, 9.4% of students in the United States were English Language Learners, a percentage 

that reflects about 6 million students.  The data is 9.4% of the 50.7 million students who attend 

public elementary and secondary schools in the United States.  This percentage will increase 

with growth, transition, immigration, and new development.  The United States will have many 

more languages that will be represented. 

The English Language Learner (ELL) student population is expected to grow to 40% of 

all school-aged children by the year 2030.  Eighty percent of these ELL students speak Spanish 

as their first language.  There is an enduring gap between ESL students’ reading performance 

and native English speakers on the national assessments in the United States.  Currently, the 

United States has language policies at the national level.   

 

Supporting English Learners in Texas 

The last factor for this research is that the State of Texas is currently supporting English 

Language Learners.  According to the Public Education Information Management System 

(PEIMS) data for the 2016-2017 school year from the Texas Education Agency (2019), the 

snapshot of English Language Learners in the State of Texas is the  1,010,756 students.  The 

bilingual program consists of 537,055 students, and the ESL program is 468,710 students.  There 

are over 120 languages represented in Texas schools, with 90.29% of ELLs being Spanish 

speakers – 911,680.  The list of prominent languages other than Spanish are:  16,262 Vietnamese 

(1.61%); 11,835 Arabic (1.17%); 5,130 Urdu (.51%); 4,735 Mandarin Chinese (.47%); 3,749 

Burmese (.37%).  English Language Learners represent about 18.86% of the total students.  

(Texas Education Agency, 2020). 
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History of Dual Language, Bi-lingual, ESL, and Trilingual Method Programs 

The history of the Dual Language, Bilingual, ESL, and Trilingual method programs is 

explained by the Texas Education Agency to support English Learners in Texas.  The website 

Texas English Language Learners Portal is sponsored by the Texas Education Agency. It is part 

of the Student Success Initiative (LEP-SSI), authorized by Senate Bill 1 and Texas Education 

Code 21.457.  The purpose of the Student Success Initiative is to provide programs of instruction 

for limited English LEP students.  The Student Success Initiative provides teacher training for 

instruction for LEP students.  Under the Bilingual/ESL Programs in Texas Icon, it lists the 

websites sponsored by TEA.  Programs for Bilingual/ESL, LPAC, Proficiency, Cross-curricular 

second language acquisition, and Teacher Certification Requirements are listed on the website.  

These programs provide information, training, resources, and strategies for Limited English 

Proficient (LEP) students.  This information gives parents, teachers, administrators, and students 

support for achievement (Texas Education Agency, 2018).   

The Texas Education Agency (TEA) and the Limited English Proficient Student Success 

Initiative (LEPSSI) Grant provides Bi-lingual/ESL programs in Texas.  Under the Texas 

Education Code (TEC) Sec.29.052, the English Learner is a student whose primary language is a 

language other than English.  Continued under Texas Education Code (TEC) Section 29.066, 

Bilingual Education is a language program in a school district that supports Bilingual education 

in curriculum, assessment, and instruction.  The State Board of Education funds the bilingual 

education accountability procedures to the Texas Education Agency.  (Texas Education Agency, 

2018).  
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The Goals of Bilingual Education 

According to Malarz (1996), the goals of Bilingual Education are to provide students 

cognitive skills for using languages and provide effective development strategies for languages 

rather than linguistic and cultural realms.  The goals are organized into four categories:  

cognitive development, affective development, linguistic growth, and cultural enrichment.  

Bilingual experts state that the program’s primary purpose is to teach English as soon as possible 

and integrate the student into the mainstream of education.  An emphasis is placed on cultural 

goals to maintain the native language as the student is learning English.  The strategies include 

teaching concepts and skills in the language they know and reinforcing the second language’s 

learned knowledge.   

Bilingual Program Goal - L2 and L3 

A Bilingual program goal is for the student to be a linguist who uses the native language 

and culture to acquire English and function in the regular school curriculum. (Malarz, 1996). 

Students are encouraged in most programs to continue to speak, read, and write in L1, but L2 is 

not supported in the curriculum, except as an elective class. 

For the Second Language (L2), bilingual education is supported by state and federal 

legislation.  The goal is for students to acquire language competency through interaction within 

the educational environment.  The variables include motivation, attitude, socio-economics status, 

environment, and culture.  Students need to interact with other students learning the L2.   

For the Third – Language (L3), Trilingual education is limited to a few schools.  Its goal 

is for students to be an active part of acquiring the third language. Students work to construct 

language acquisition in the third language (L3). The rate of learning a third language can vary 

from student to student. The third language can be determined by the student’s cognitive growth. 
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The environment, when learning a third language, should be meaningful and focused. The third 

language should be used interactive and continuous.  The third language skills are acquired 

through active, meaning oriented use. 

Cummins (2000) stated that immersion programs with dual language programs have 

problematic assumptions and, without qualifications, become dangerous if the instruction is not 

in oral or written or both models of the language. Creating a classroom that has cognate 

connections between the languages provides linguistic enrichment.  The discussion continues 

with the two languages of instruction being taught together; models should begin at an early age. 

The education in the two languages (50/50 model) should start with literacy and then across 

content for automatic responses.  

To help understand how the brain is receptive to learning a first language, second 

language, and third language, there are five stages in which the individual develops (Perez, 

2004).  Part of developing more than one language improves cognitive comprehension, 

pronunciation, and language intonation (Perez, 2004).  As students are learning the new 

language, each stage is built on second language acquisition.   
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The Five Stages of Learning L2 and L3 

Five stages exist to acquiring a new language for both L2 and L3.  Perez (2004) 

suggested that it is best to start learning the five stages is to start at a young age (1 to 3 years old) 

for L2 and L3.  The long-term academic achievement is most proficient for L1 at the age of 12.  

Students are encouraged to develop skills fully in L2 before learning L3.  Basic Interpersonal 

communication skills (BICS) are encouraged in public schools for two to three years to ensure 

complete speaking, listening, thinking, reading, and writing in the L1 and L2.  Cognitive 

Academic Language Proficiency (CALP) is for students (8 to 12 years old) to continue in the 

second language.    

Stage one is a new language and a new culture (Malarz, 1996).  The new language is 

complicated to master.  Some challenges are climate (home, location, culture), environment 

(home, school, community, culture), time (home, school, personal activities, personal interests), 

and student’s ability (cognitive abilities, background knowledge, culture).  Stage two is when the 

new language and new culture are being understood.  The new language is making sense to the 

individual with the process of cognitive development.  Stage three is when immersion, 

adaptation, and blending are taking place.  Literacy begins to develop L2 and L3 with multiple 

strategies.  Stage four is where all of the languages are being used.  Proficiency is almost 

achieved with communication in both written and spoken form.  Stage five is where the 

languages are learned with respect to the first language, tradition, and culture.  All languages are 

dominant and proficient, so communication is shared.   

To ensure that each goal of learning the new language is achieved, the learning 

environment must incorporate a genuine language atmosphere.  Learners may be reluctant to 

speak the new language and have a time of “silence” until the learner is comfortable with 
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communicating in their new language.  Some effective practices in which students are learning 

the new language include: (a) creating a non-threatening learning environment in which the 

learner can take chances; (b) using instruction in which the new language is demonstrated both 

linguistically and non-linguistically with no grammatically sequenced syllables, (c) giving 

learners tasks and activities of interest and encouraging the use of the new language; (d) 

repeating learning activities; and (e) encouraging communication throughout the day and not just 

during share time.  

Calderon, Slavin, and Sanchez (2011) contended that Bilingual education had been 

demonstrated to be effective when students maintain their first language in school. Students who 

use their primary language in school perform academically better than those in English-only 

programs.  Experimental and control studies have indicated when students learn to read and write 

using their primary language, scores in other subjects improve as well (Calderon et al., 2011).  

Teaching techniques should include cooperative learning with both languages.  The native 

language maintenance for both economic and scheduling reasons is on a limited and voluntary 

basis.  The community serves a vital role for students for native language proficiency to 

continue.  Opportunities for courses, tutoring before and after school, extra-curricular programs, 

and literature study groups in which the new language is studied while communicating in the 

native language are beneficial.   

In an ethnographic study, the contribution of Bilingualism to Trilingualism and the 

influence of learning two different orthographies on learning a third language was addressed 

(Abu-Rabi & Sanitsky, 2010).  Participants in this study were divided into two groups of Grade 6 

students. The first group was from Israeli schools who were studying English as a foreign 

(second or third) language. The second group was the control group of native Hebrew speakers.  
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The participants were administered cognitive and metacognitive linguistic tests:  IQ, reading 

strategies, syntactic judgment, orthographic choice, orthographic knowledge, and phonological 

awareness tests.  The language knowledge tests that were given included:  vocabulary, word 

reading, spelling, and reading comprehension.  The MANOVA procedures indicated stronger 

English skills among native Russian speakers than native Hebrew speakers.  Both groups 

demonstrated similar proficiency in Hebrew measures that supported orthographies enhances L1, 

L2, and L3 proficiency.  The code-switching, orthographic depth hypothesis, and the 

psycholinguistic theory were used in each group.   

Lixun and Kirkpatrick (2013) reviewed the “biliterate and trilingual” policy that Hong 

Kong has adopted.  The policy was designed to enable Hong Kong residents to become biliterate 

in Mandarin and English and trilingual in Cantonese, Mandarin, and spoken in English.  The 

mother tongue is Cantonese, which is the medium of instruction in primary schools.  The 

trilingual education curriculum models were investigated, reviewing the trilingual method of 

English, Putonghua, and Cantonese.  

Since the biliterate and trilingual policy in 1997, students in primary schools have 

become biliterate in Mandarin and English and trilingual in Cantonese, Mandarin, and spoken 

English.  The government policy encouraged the trilingual and trilingual education in prevalent 

now East and Southeast Asia.  There is a great demand from parents for English to be used as the 

medium of instruction, and changes are being made to language education (Lixun & Kirkpatrick, 

2013). 

The sample school from the primary trilingual research was a government-funded school 

where standard government criteria were used.  The school had a model of trilingual education in 

which students attend primary school for six years.  English was the language of instruction for 
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Physical Education and Visual Arts from primary 1 to 6.  Mandarin was taught for pronunciation 

and word forms from primary 1 to 6.  Mandarin literacy was used to teach primary 4 to 6, and 

Mandarin was taught in Math, general studies, music, technology, and literacy for primary 1 to 3.   

Lixun and Kirkpatrick (2013) established the results of different lessons taught in 

instruction methods with English, Mandarin, and Cantonese.  Each lesson was 35 minutes in 

which pre-stated research questions, analyzing turn-taking, and discussions were recorded (code-

switching, co-language, and student/teacher communication).  Interviews were also conducted 

with the staff, principal, teacher, and ten students’ parents.  A survey was conducted which asked 

about the students’ perceptions of trilingual education. Some of the questions were as follows:  

How is the trilingual education model structured in the school?  What is the role of Cantonese in 

classes in which English or Mandarin is used?  Is there any evidence of code-switching or co-

language?   

Lixun and Kirkpatrick (2013) determined that teacher instruction was up to 98% in 

English and 84% in the Chinese language (Mandarin).  With each method of instruction 

(Cantonese, Mandarin, and English), the language, the number of questions asked by the teacher, 

and the number of questions asked by students were recorded.  Code-switching did exist in each 

of the lessons.  The “trilingual and biliterate” model is widely accepted and competitive within 

Hong Kong for the interviews.  Some of the interviews’ questions were:  How is the trilingual 

education model structured in the school? What is the role of Cantonese in classes in which 

English or Mandarin is used as the Model of Instruction (MoI), and vice versa?  Is there any 

evidence of code-switching and co-language, and how is this used?  What languages are used to 

teach which subjects, when, and why?  How successful is the school in creating trilingual and 

biliterate children?  
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Lixun and Kirkpatrick (2013) determined it helped understand the processes of learning 

the language of Cantonese.  Cantonese is the dominant method of instruction when English was 

being incorporated into the learning environment.  Lixun and Kirkpatrick (2013) determined that 

the percentages with instruction methods, stakeholders’ viewpoints, and students’ perceptions of 

the trilingual education model were connected.  Some of the justifications for the trilingual 

education model recommended six areas of growth.  The first instruction method was that the 

three languages should be used as media of instruction (MoI). Still, the ratio of each should alter 

as students’ progress through primary with the emphasis on Cantonese in the early years.  

Second, Cantonese could be used as the MoI for the Chinese subject from primary 1 to 3.  Third, 

English could be used as the MoI for English and PE for primary 1.  For the other general 

classes, Cantonese would still be taught until the upper-grade levels, at which point English 

would then be introduced.  Fourth, all English teachers should work together more closely and 

develop cross-curricular activities.  Next, a multilingual pedagogy can be adopted in which the 

goal would be to enhance students’ trilingual development.  Last, the tests should be given at the 

end of the primary three and primary six to assess students’ proficiency in the three languages. 

(Lixun & Kirkpatrick, 2013). 

Sampling was recorded within the lessons with turn-taking patterns.  The recorded 

information included the subject, grade, MoI, number of turns by the teacher, number of turns by 

students, number of words spoken by the teacher, and number of words spoken by students.  The 

average teacher talks across the eight recorded lessons were at 88% with the primary 4 Visual 

Arts lesson in English.  Within the primary 5 Chinese lessons (Mandarin), the lowest percentage 

was 82%.  The English lesson had a significant impact on the interaction of patterns in the 

lesson.   
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The analysis was also conducted on the recorded lessons with questions.  It included the 

subject, MoI, number of questions asked by the teacher, and the number of questions asked by 

students.  The Chinese literacy lesson taught in Mandarin in primary 5 was 25% of teacher talk.  

Students were reluctant to code-switch from Cantonese.  Cantonese was continued, and when 

English and Mandarin were introduced, there was some hesitation. Based on Hong Kong public 

examination results, the students’ English levels were above the average when learning English 

as the third language.  Cantonese and Mandarin were average with growth.  By primary 6, 45% 

of students used Cantonese in subjects, 25% Mandarin and 32% English (Lixun & Kirkpatrick, 

2013). 

Another method for bilingualism currently being implemented in public schools and 

charter schools in the United States is the Sheltered Instruction Observation Protocol (SIOP) 

method.  According to Echevarria (2008), the model was designed from reviewing the literature 

and guidelines for English learners or SDAIE (Specially Designed Academic Instruction in 

English).  Through a research project at the Center for Research on Education, Diversity & 

Excellence (CREDE), the SIOPP method was created.  It included classroom observations, 

coaching, discussions, reflections, and educational experiences.  Under this method, English 

learners can grow academically with techniques that are provided with instructional strategies.  

Sheltered instruction is an approach for teaching content to English Learners in strategic ways to 

make the learning of English comprehensible.   

The SIOP method (Echevarria, 2008) prepares teachers to teach content effectively to 

English learners who are developing their language ability.  The method is an instrument for 

teachers to have concrete, effective strategies in place that start with literacy that includes the 

five components of (a) Phonemic awareness, (b) phonics, (c) fluency, (d) vocabulary, and (e) 
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Text comprehension.  The SIOP method gives English Language Learners opportunities to read 

and write in English and continue oral proficiency and literacy in students’ L1.  Last, the SIOP 

method understands that there are patterns in language use when the second language is 

developed, and academic literacy is transferred. Home/outside experiences contribute to English 

literacy.   

Other findings from Echevarria (2008) were that the process of the second language, L2, 

influences the variables of L1 such as literacy, socio-economic status, environment, and other 

daily events.  Another finding is that some of the L1 skills and abilities transfer to English 

literacy like phonemic awareness, comprehension, and language learning strategies (L1 and L2 

oral knowledge).  Next, oral language proficiency must develop when learning English and can 

develop simultaneously.  Again, native language or home language academic literacy determines 

the academic literacy in English. Last, English learners need explicit vocabulary development 

and high-quality instruction, and if needed, instructional accommodations and support with 

English skills.  Listed below are the features of the SIOPP method.  

 

SIOP – Sheltered Instruction Observation Protocol 

Under the Sheltered Instruction Observation Protocol (SIOP) Method (Echevarria, 2008), 

feature objectives are used for instruction.   The objectives are designed to provide an explicit 

model of sheltered instruction, use models to train teachers in effective sheltered strategies, and 

conduct field experiments and collect data to evaluate the effects of sheltered instruction, 

language development, and content knowledge.  These objectives are: 

1. Content Objectives are clearly defined, displayed, and reviewed with students in the 

classroom. 
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2. Language Objectives are clearly defined, displayed, and reviewed with students in the 

classroom. 

3. Content Concepts are used and are appropriate for a student’s age and educational 

background. 

4. Supplementary materials are used to a high degree. 

5. Content is adapted to all levels of student proficiency. 

6. Meaningful activities are integrated into the lesson concepts with language practice 

opportunities. 

7. Concepts are explicitly linked to students’ background experiences. 

8. Links are made expressly between past learning and new concepts. 

9. Key vocabulary is emphasized. 

10. Speech is appropriate for students’ proficiency levels. 

11. Academic tasks are clearly explained. 

12. A variety of techniques are used to make content concepts clear. 

13. Ample opportunities are provided for students to use learning strategies. 

14. Scaffolding techniques consistently used, assisting, and supporting student 

understanding. 

15. A variety of questions or tasks that promote higher-order thinking skills are used. 

16. Students are given frequent opportunities for interaction and discussions. 

17. Grouping configurations support the language and content objectives of the lesson. 

Students can participate in small groups, teacher table, pair-share, and independent 

activities.  

18. Sufficient wait time is encouraged for student responses.  
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19. Hands-on materials and manipulatives are used for student practice. 

20. Language activities for speaking, listening, and thinking are used. 

21. Language activities for multiple experiences are used. 

22. Content and Language Objectives are supported by the lesson delivery every day. 

23. Student Engagement is encouraged. 

24. The pacing of the lesson, instruction, and scaffolding of the lesson are used. 

25. Comprehension review with vocabulary and key content concepts are used in the 

classroom. 

26. Follow-up and feedback on student performance are used. 

27. Assessments before, during, and after the lesson are used.  Student portfolios are 

required.   

Lesson preparation is a critical foundation for delivering high-quality instruction, which 

includes: essential vocabulary, language functions, language skills, grammar/language structures, 

lesson tasks, and learning strategies.  Content and Language objectives are the state standards, 

explicitly address the content, and are essential for the lesson cycle.   

Students who are learning the second language are provided with language support, 

methods of practice, and techniques to make connections.  These sheltered instruction protocol 

features have now been implemented into trilingual instruction.  Students are given the same 

opportunities to perform in L2 and L3. Within the trilingual method, the content is designed for 

the scheduled time of day, whereas the L2 language is given opportunities throughout the day.   

When using the SIOP model, other vital factors are building blocks for learning 

(Echevarria, 2008), which are connections, background knowledge, and instructional activities.   

Connections are made from past education learning to the newly acquired learning.  Connections 
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help build a student’s background knowledge.  The building of a student’s background 

knowledge includes developing essential vocabulary (academic language), content words, words 

in L2 and L3, the process of the words, functions of the words, and combinations of words.  

Activities to develop vocabulary and help build students’ background knowledge are word sorts, 

contextualizing essential vocabulary, and word walls.  Other activities such as concept definition 

maps, journals, mind maps, vocabulary self-collection strategies, cloze sentences, and list group-

labels help to define functions of words.  Activities such as word generations, word study, 

vocabulary games, and self-assessment levels of word knowledge/rubrics are activities that are a 

part of helping the student increase language proficiency levels. Table 4. 

 

Goals for the Trilingual Method 

According to Clark (2012), the influence of explicit instruction is more effective and 

more efficient than partial guidance when learning a new language.  Students need to be taught 

with explicit instruction to learn.  When introducing new novices’ content and essential 

instruction, feedback, and practicing are means for the learned content to be retained.  Instruction 

can be provided through a variety of media, modeling, videos, computer-based presentation, and 

realistic demonstrations.   

Clark (2012) continued by stating that when an individual is problem-solving the new 

learning, the modeled learning process should occur. An example of this process would be when 

a teacher uses think-alouds to solve a math word problem.  When the lessons are modeled, 

practiced, and students are given time to reflect in small groups, students use discovery and 

problem-solving skills to find a solution.  Students use both long-term memory and working 

memory in conjunction with cognitive processes to create learning. When the working memory 
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is given time for practice, focused novel information, guided instruction, and content relevant to 

the learning, the long term memory interacts with the working memory. The cognitive structure 

is formed in the long-term memory.   The information received in long-term memory is stored 

with processing skills that can be used with a number of items, such as when learning new 

languages (Clark, Kirschner, & Swellern, 2012). 

The philosophy of explicit instruction is being used in current Trilingual programs as the 

third language’s goals.  Using explicit instructional techniques, the schools are enhancing the 

trilingual program’s varied strategies.  For example, the school schedules, continuous student 

observations, and uninterrupted classroom lessons are effective strategies.  The motto:  We start 

early.  We are more consistent.  We are more efficient. Parents and guardians are asked to work 

with their children and participate in learning as well.  Participation from parents or guardians 

with their child means practicing all three languages during daily conversations, family activities, 

and study/homework time.   

The pedagogical approach is also a goal with the Trilingual method.  According to 

Rosenshine (2012), there are ten research-based principles of instruction for classroom practice.  

The ten principles come from three pedagogical approaches:  cognitive science, mastery 

teaching, and cognitive supports/strategies.  Cognitive science offers insight into how students 

overcome limitations in working memory when learning new things.  Mastery teaching comes 

from highly qualified teachers.  Classroom practices are based on observations, 

formative/summative data, the lesson cycle, how new material is being taught, how student 

understanding is assessed, and other instructional practices such as grouping, small group 

instruction, and teacher table.  Cognitive supports and strategies are effective instructional 

procedures that are being used in the classroom.  These procedures include think-alouds, 
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scaffolding, modeling, RTI, tiering of students, and utilizing resources.  The highly qualified 

teacher ensures that their students , understand instructional strategies, practice instructional 

strategies, and connect new learning with background knowledge.  Teachers provide support 

with new content, by modeling strategies, by using guided student practice, encouraging review, 

and reteaching.  The classroom incorporates multiple intelligences with hands-on activities, 

visual, auditory, and other activities for learning.   

Rosenshine (2012) stated that the ten instructional principles from the pedagogical 

approach are listed with everyday practices and daily review practices.  Everyday practice begins 

with a lesson that includes a short review of previous learning.  During this time, the student may 

correct homework, read to self, or write.  The instructional leader (teacher) then presents new 

material in small steps with student practice after each step.  The daily review at this time is to 

review concepts and skills that were practiced as a part of the homework.  In Step three, the 

instructional leader asks a large number of questions and checks all students’ responses.  The 

responses should include asking students to point out where they had difficulties or made errors.  

Step four is for the instructional leader to provide models of instructions, again, reviewing 

material where mistakes were made.  Guided student practice is then given by including 

reviewing of material that needs overlearning.  Step six is to check for students’ understanding.  

The instructional leader encourages mastery with automaticity during this step.  The learning 

continues with the instructional leader to ensure a high success rate by asking students to explain 

what they have learned or even modeling the outcomes.   The instruction provides scaffolding for 

challenging tasks, requires and monitors independent practice, and engages students in weekly 

and monthly reviews.  Students are provided with models to work out problems, given more time 

to provide explanations, and are provided many examples and reteaching when necessary.  
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The pedagogical approach uses these instructional principles to adapt to student learning 

(Rosenback, 2014).  Each area of the instructional tenets incorporates practice within classroom 

instruction.  A part of the practice is to allow students to check homework, review problems that 

may have errors, practice concepts, and skills that need to be automatic.  Practice enables 

students to spend a precise time reviewing the content.  For the new learning to occur, the lesson 

is designed to be implemented in small increments.  The method of learning the lesson in small 

increments allows students to process the new information and not feel overwhelmed with the 

amount of information given.  The method includes teaching about 10 to 15 minutes and then 

practicing for 20 to 30 minutes.  The instructor continues to ask questions, demonstrate content 

and model working examples.  Think alouds verbalized by the instruction is a strategy used 

during the lesson to have active participation and increases student performance. (Rosenback, 

2014). 

For imaginative ways to encourage classroom participation, the pedagogical approach 

suggests seven different strategies (Seidlitz & Avila, 2010). First, students begin by telling the 

answer to a neighbor. Second, students summarize the main ideas in one or two sentences. Third, 

students write a summary on a piece of paper.  Fourth, students share with a neighbor.  Fifth, 

students repeat the activity with a neighbor.  Sixth, students write the answer to the question on a 

card, dry-erase board, or iPad.  Last, students then hold it up.  Other suggestions are having 

students give hand signals for options A, B, or C; raise their hands if they agree with the answer 

that someone else has given, or us an app to check knowledge.  Choral responses for fluency and 

vocabulary, sentence stems, mind maps, graphic organizers, and project-based learning are 

examples.   
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Another trilingual method goal is to continue English as the dominant language of 

communication and continue the process of linguistic assimilation.  With the growing immigrant 

populations migrating to the United States, the challenge has been to help those students learn 

through effective academic and instructional practices in English.  Students have backgrounds of 

many different traditions, cultures, and languages.  According to modern literature, Dual 

language, Bilingual education, and English as a second language that includes instruction in two 

languages are no longer sufficient and/or adequate to meet the needs of 

multilingual/multicultural communities (Griessler, 2001). The multifaceted bilingualism 

phenomenon has grown into a respected research specialty; the knowledge of more than one 

language is regarded as a valuable achievement. (Griessler, 2001).  The trend is to add a third or 

fourth language to bilingual competence as a way to teach additional languages in schools.  

Multilingualism is a growing field of research in which Trilingualism and the Third Language 

Acquisition is needed. 

In “Advantages of Bilinguals over Monolinguals in Learning a Third Language” Rabia & 

Ekaterina (2010) investigates bilingualism’s contribution to trilingual learning with the influence 

of the learning from two different orthographies to learning a third language. Participants were 

two groups of Grade 6 students from Israeli schools who were studying English as their L2 or L3 

language with the native language of Russian or Hebrew.  One group was Russian Israeli 

children for whom Russian was their native language, and Hebrew was their second language. 

The other group was a control group of native Hebrew speakers.  The participants were 

administered cognitive and metacognitive linguistic tests: IQ, reading strategies, syntactic 

judgment, orthographic choice, orthographic knowledge, and phonological awareness tests.  In 

addition, language knowledge tests were also given to assessing students’ that included 
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vocabulary, word reading, spelling, and reading comprehension.  Assessments used had the 

Raven test, Gardner test, and Woodcock reading assessment.   

Results were stronger with English skills among the native Russian speakers than the 

native Hebrew speakers on almost all measures.  Participants were in two groups. The first group 

was from Israeli schools who spoke Russian as their native language and Hebrew as their second 

language.  The second group was a control group of native Hebrew speakers.  However, both 

groups demonstrated similar proficiency in the Hebrew measures.  The findings supported the 

notion that knowledge of several different orthographies enhances rather than diminishes L1 and 

L2 proficiency.  The study’s results are discussed in light of across-language transfer, the 

orthographic depth hypothesis, and the psycholinguistic grain-size theory. 

Rabia and Ekaterina (2010) investigated whether bilingualism contributes to trilingualism 

using the three orthographies of Hebrew, Russian, and English.  Focused on in their study was 

mastering two orthographies before learning a third language with the advantage of having 

mastered one orthography.  Specifically addressed was the transfer of skills from L1 and L2 to 

the L3.  There was ample evidence that bilingualism provides an academic advantage over 

monolinguals.  Bilingualism contributes to trilingualism and the three different orthographies in 

Hebrew, Russian, and English.  The role of Hebrew as the L2 in learning the L3/FL as the 

mediator and between L1 and L3/FL focused on the skills and showed the orthographies’ 

mastering.   

Rabia and Ekaterina (2010) determined that across-language transfer with an 

orthographic depth hypothesis is based on the psycholinguistic grain size theory.  This research 

is significant because students with the native Russian language and Hebrew language 

recognized and understood the phoneme relations, word patterns, and relationships of words 
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when learning English.  The students with the native Hebrew language learned some 

orthographic skills similar to phonology (abstract code) and orthographic code (concrete code).   

The Rabia & Ekaterina (2010) study focused on 80 students in Grade 6.  Sampling was 

conducted from two primary schools in the Haifa suburbs in which one school teaches Hebrew 

and the other school teaches Hebrew and Russian.  Both schools were middle-class schools with 

similar educational budgets, extracurricular activities, enrichment, student population, teacher 

population, and tutoring.  All participants had to answer a background questionnaire.    

Students were placed into two groups of 40 (20 males, 20 females).  For the first group, 

called the experimental group, students had these prior characteristics.  Some students had 

emigrated from the former Soviet Union, were native Russian speakers, and had Hebrew as their 

L2.  The group also consisted of Russian immigrants who had been studying English as the L3 

for three years.  Each group had a set of criteria that they followed.  The Russian experimental 

group, L1 were:  Russian was their mother tongue, students were being exposed to Russian 

literacy, and currently studying Russian in school.  For the Hebrew experimental group, L2, both 

groups have had to be exposed to each language in school with instruction, extra-curricular 

activities, and/or immersion.   

The control group, which was group 2, consisted of 42 Hebrew speaking 6th graders.  

The students had been studying English for three years. Twenty-one of the group was male, and 

twenty-one were female. These students were all native Hebrew speakers. The questionnaire 

included information about student exposure to all three languages (Hebrew, Russian, and 

English) with literacy in their homes, school, and tutoring lessons. English was taught as the  

language of instruction at school, and students had to have current lessons with it. The Raven’s 

test (Raven, 1995) was given to all participants to assure normal cognitive function.  The test 
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contains nonverbal self-image matrices and a series of identifying principle shapes (5 sets).  The 

participants were also given the Gardner test (Gardner, 1996), which measures vocabulary in 

each language.  Students had to answer 94 items given in Hebrew, Russian, and English.  

The data were analyzed using the SPSS statistical.  Results demonstrated the contribution 

of linguistic knowledge of the native language, English language abilities as the L3, and the 

results of the language tests.  The language tests included: reading, strategies, vocabulary, 

orthographic knowledge, orthographic choice, morphological awareness, word reading, 

phonological decoding, phonological awareness, spelling, syntactic judgment, and 

comprehension (Rabia & Ekaterina, 2010). In this study, including the evaluation and 

conclusions were tables of the research design, descriptive statistics of both groups of measures, 

Pearson correlation between measures, regression analysis, and native speaker results.  Each area 

showed formulas, total variance, methods of the findings, and tables of the regression.      

Rabia and Ekaterina (2010) suggested further research to continue researching 

orthographic skills that directly differentiate between phonology and orthography.  The research 

would show how the phonology (abstract code) as the metalinguistic awareness and how it 

functions with specific reading, writing, and other linguistic activities.  The orthographic code 

(concrete code) is not abstract and how it functions and transfers with different orthographies.  

The orthographic code would include spelling, word reading, syntactic knowledge, morphology, 

and phonology in all three languages.   

Rabia and Ekaterina (2010) provided a helpful understanding of each language (Hebrew, 

Russian, and English).  Other areas or suggestions for further research suggested by Rabi and 

Ekaterina (2010) would be to continue researching orthographic skills that directly differentiate 
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between phonology and orthography with each language, language learning over time with the 

improvement of learning English, and findings with questions over each of the assessments.   

The article gave an understanding of each language (Hebrew, Russian, and English).  The 

questions’ data demonstrated the transfer of skills that occurs across three languages of three 

different orthographies.  Bilinguals, as well as trilingual, have a higher efficiency of skills in 

speaking, listening, reading, and writing (Rabia & Ekaterina, 2010). 

In conclusion, the primary goals of a successful Trilingual program includes the 

following elements (Tokuhama-Espinosa, 2008):  

1.   Multilingual programs provide ongoing assessments using multiple measures. 

2.   Multilingual programs integrate school environments where all language learners are  

      together learning. 

      3.   A multilingual program sets and maintains high expectations for everyone in the 

learning  

      environment (district, administration, teachers, staff, faculty, and students). 

4. Multilingual programs hold all languages to be of equal status.   

      Schools demonstrate value for all cultural heritages represented by their  

      student body. 

5.   Multilingual programs encourage parent involvement.   

6.   Multilingual program offers continuous staff development utilizing languages, 

      cultures, and modern pedagogical methods. 

7.   Languages are taught through academic content. 

8.   Multilingual programs ensure critical thinking across the language program. 

9.   Multilingual programs activate students’ prior knowledge linking new 
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      information to experiences, present learning, and future events. 

10.  Multilingual programs show respect for students’ home language and culture.   

11.  Multilingual programs utilize cooperative learning. 

12.  Multilingual programs encourage interactive and discovery learning. 

13.  Multilingual classrooms support intense and meaningful cognitive/academic  

       development.   

Based on this archival research study (Tokuhama-Espinosa, 2008), the research  

findings offer some critical insights supporting the benefits of trilingualism.  Within the 

cognitive area of multilingualism, these benefits encourage multilingual  

learning and education (Tokuhama-Espinosa, 2008).   

1. Deeper levels of abstraction form earlier in multilingual students 

            than in monolinguals. 

           2.         Multilingual students or individuals have flexible minds and learn  

            how to code-switch faster. 

3. Multilingual students learn how to inhibit previously known skill sets. 

4. Multilingual students have increased brain activity cognitively. 

5. Multilingual students display creativity in problem-solving, painting,  

            musical composition, and other areas.   

6. Multilingual students have transferable cognitive benefits. 

7. Multilingual students have a different perspective on cultural integration. 

8. Multilingual students or individuals have intellectual empathy 

Teaching Strategies 
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Current researchers such as Aparicio, Lavaur, and Jean (2016) have investigated how the 

Trilingual method is working and how the trilingual method influences each of the other 

languages.  The first language, L1, is a dominant home language or mother language.  The two 

other languages are learned with repeated tasks starting with the same word.  The L2 and L3 

were translated using the link of the vocabulary with a series of lexical decisions.  The paradigm 

primes the languages together with cross-language interactions between the two non-dominant 

languages.  As the students’ vocabulary words expand, the translation becomes faster with a 

multilingual lexicon.  

Some challenges with Second and Third Language Instruction and Acquisition start with 

the student feeling comfortable using the language, understanding the new language, and making 

connections with the newly acquired knowledge.  Classroom teachers help students by creating a 

supportive language environment, instructing with higher-level standards, and encouraging 

practice.  Consider an example of two students in second grade speaking both languages.  Each 

student is taking turns asking a question and responding with an answer.  This activity was 

utilized in small group instruction.  As students finished each of the anchor charts, the students 

would repeat using the third language.  Students were instructed to practice as many times as 

they could.  An anchor chart is completed in both Spanish and English and placed on the wall.  

After students completed their anchor charts, they were instructed to do a pair-share activity 

using leveled readers to read in both Spanish/English (Aparicio et al., 2016).   Table 5. 

For the purpose of examining the role of metalinguistic awareness (MLA), Woll (2018) 

described the positive transfer from second to a third language.  The focus was on levels of 

metalinguistic reflection in which think-aloud protocols (TAP) emerge.  An assessment, Test 

d’habilet’es metalinguistiques, was established to use MLA dimensions for reflection on 
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semantic and morphosyntactic aspects of the native language (French).  Verbal data were 

collected during the translation task and applied to the MLA.  Results were that unknown words 

in the target language German (L3), were successfully translated into the native language, 

French.  The results were based on positive influence from the L2 (English).  The MLA was the 

strongest predictor of positive transfer in the data and findings that were based on a language-

inherent characteristic of cross-linguistic influence.  

The focus continued to be placed on the positive interaction between non-native 

languages and the specific role of metalinguistic awareness (MLA) and the L3 learning process.  

The multilingualism research stresses the positive influence of the acquired languages in foreign 

language classrooms and the methodological challenge that is the effect of the cross-linguistic 

influence.  Results from this study demonstrated the challenge by using think-aloud protocols 

(TAP) to investigate positive lexical transfer from English (L2) to German (L3) by French-

speaking Canadians (Woll, 2018). 

The language transfer can be summarized by the influence resulting in similarities and 

differences between the target language and any other language that has been previously 

acquired.  The processes the comprehension (cognates) result in production errors.  Sometimes 

another acquired language provides cues that facilitate comprehension and production transfer.  

The transfer is mainly concerned with interference from the mother tongue or language one (L1) 

(Woll, 2018). 

The variables that affect positive transfer in the third or additional language learners are 

typological proximity and proficiency in the language source.  MLA’s linguistic factors suggest 

that focusing on a language as the learning object is more inclined to produce a positive transfer.  

When learners use various linguistic resources, the MLA predicts the great extent of L2 
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proficiency and exposes L3 learners’ awareness used to apply metalinguistic abilities when 

manipulating linguistic resources across languages (Woll, 2018). 

Used in the study were metalinguistic tasks commonly targeted to the level of 

understanding, such as grammaticality judgment or error corrections, or a combination of both.  

The focus on learners' L2 was followed by justification tasks implementing pedagogical 

grammar rules.  For example, students were asked to match grammatical categories to parts of 

speech and explain why.  Performance tasks were problematic to infer the metalinguistic 

knowledge.  The MLA measured the different levels’ classification on the Metalinguistic Ability 

Test (MAT) (Woll, 2018). 

A Trilingual Teaching Model for Developing Academic Literacy Skills in Classical 

Arabic (L1), Hebrew (L2), and English (FL) in Southern Israel, conducted by Hauptman, 

Mansur, and Tal (2008), was about trilingual literacy teaching models for 10-grade Bedouin 

students in the south of Israel. Students were placed in remedial classes that used student 

methods and extra teaching hours to succeed in three languages.  The model focused on 

academic literary skills to understand texts, different genres, and write short essays in all three 

languages.  The basis of the skills was taken from Cognitive Academic Linguistic Proficiency 

(CALP).  The pedagogical coordination between the three languages (Arabic, Hebrew, and 

English) used this reading comprehension academic skills with cross-linguistic teaching tools for 

the interventions.  Specific aspects of CALP, primarily genre conventions, reading, and writing 

strategies, were sematic in this study.   

Based on prior research of the trilingual learning environment, Hauptman et al. (2008) 

began with a multidimensional positive cognitive learning environment.  The learning of three 

languages is in three stages multilingual proficiency (multiple subsystems), graph phonemic 
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(subsystems), and syntactic (lexical, genre, textual).  When learning L1 to L2, the subsystems are 

used to learn L3, and it is essential to note that the learners’ progress in each language is just as 

crucial to learning all three languages simultaneously. 

Hauptman et al. (2008) emphasized that trilingual literacy’s theoretical background is the 

teaching model.  The three assumptions start with that adult students learning two or three 

languages can recognize a pattern from one language system and transfer to another.  Adult 

learners ages 14 and up have the metalinguistic ability to have academic skill that across 

languages.  The patterns and schemas learned from the mother tongue to the foreign language in 

stages result in metalinguistic awareness and create a positive linguistic interdependence.  The 

second assumption is the essence of academic literacy principles as the universal cross-linguistic 

principle.  The texts that students are reading and writing apply to any language.  Some examples 

are expository text, letter, fable, folktale, and other pieces of literature.  The language is 

transferable from one language to another language.  The third assumption is that the perception 

of a trilingual learning environment allows cross-linguistic interactions.  Many studies have been 

designed to promote English to L2 to FL.  The program accounts for 2.5% of scientific research 

in which English is taught first and is the center of the multilingual system surrounding the 

learner.   

The researchers provided a description of the trilingual teaching model and the dynamic 

interaction between three languages – Arabic (L1), Hebrew (L2), and English (FL).  Activities 

included literary and academic text genres, three parts of a book in three languages, reading 

comprehension exercises, text in questions, and writing exercises in texts (Hauptman et al., 

2008).  Students would repeat the activities in every language.  The second feature of the 

pedagogy model was for the curriculum to be implemented in stages as the learner learned each 
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language.  The teaching method would be where each language teacher (Arabic, Hebrew, 

English) worked together to decide the different genres in reading and writing activities.  The 

teaching method included the timing of linking the languages together and the process of the 

languages (Arabic- 1st, Hebrew-2nd, and English-3rd).  This teaching method created a learning 

model of effective transfers between languages and not an independent language model.  

Preplanned coordination between topics studied in all three languages created a reading response 

to writing that worked in all three languages.   

Limitations were present about the long-term effect on the language literacy program.  

Findings were that the intervention made improvements in composition in Arabic (26% content, 

21% structure, and 18% language style), in English only 4.7%, and Hebrew at 57% growth.  The 

scores remained low in English with only 4% for content, 1% for structure, and 3% for language 

and style.  The findings conclude that the three languages transition from the first exam to the 

second exam improved in Arabic 15.32% to 29.18%, Hebrew to 40.77%, and English at 3% 

(Hauptman et al., 2008). 

The trilingual literacy program had a timeframe of four months, was operational in 

classes, and did have an increase in overall achievements – 10-grade students in the Bedouin 

sector in the south of Israel (n=191) in three languages Arabic (L1), Hebrew (L2), and English 

(FL).  The teaching model CALP used cross-linguistic teaching tools for developing literacy 

skills.  The assumption that progress would be in all three languages with structure interaction 

between languages in a trilingual learning environment.  The first exam scores to the second 

exam demonstrated improvement in scores, but with little improvement in English in both 

reading and writing (Hauptman et al., 2008). 
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The study population included 249 students who were in Grade 10 and ranged in age 

from 15-16 years old.  The students were lower-level readers who did not meet grade-level 

reading requirements, had difficulty reading, and struggled with comprehension skills.  The 

Arabic (L1) and Hebrew (L2) languages were taught from primary school.  Students’ scores 

from the national exam in reading comprehension performed at a low level.  The experimental 

group of 191 students (89 boys and 102 girls, 58 control group, 27 boys and 31 girls) in Negev 

high schools was exclusively for Bedouin students.  The control group of the Grade 10 Bedouin 

class (ages 15-16) began Hebrew in Grade 3 and English in Grade 4.  Students were from low 

socio-economic backgrounds with parents of little education.  The schools were in Bedouin 

villages.   

Used in the study was the official state exam in linguistics knowledge and literacy in each 

language (Arabic, Hebrew, and English) (Hauptman et al., 2008).  The test in Arabic was used as 

the mother tongue and is the official language of the country.  The test in Hebrew was the 

first/second language and the first official language of the country.  A scoring rubric for Hebrew 

was included.  The test in English was in English.  Each part of the exams had the same 

structure: exercise to ascertain linguistic knowledge, reading comprehension, writing task, and a 

fixed official scoring rubric (Hauptman et al., 2008). 

Findings reflected the influence of the trilingual literacy program on students’ scores.  In 

the intervention program, the mother tongue was at 54.5%, with a gain of 15.32%, with only a 

.83% in the controlled group.  English was at 51.13%, with a gain of 10.36%.  The lowest scores 

were in Hebrew at 45.94%, with a gain of 6.95%.  The overall effect of the intervention program 

for all three languages was 39.65%.  The average test scores were 50.28%. The research 

continued with distributing students' test groups scores, the changes in scores in terms of specific 
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reading comprehension skills, and the difference in specific writing skills scores.  Tables contain 

the averages for students for three languages with each exam.  For example, the first exam 

students scored at 78%, and the second exam students scored at 59%.  Arabic improved for both 

groups at 60%.  Hebrew and English exams were at 60%, and the second exam (Hauptman et al., 

2008). 

This study’s specific hypothesis was to indicate that a trilingual learning environment in 

which each language can be given and receive support is multidimensional, complex, and 

dynamic.  The assumption included a teaching model that allowed multidirectional and dynamic 

interactions between the languages in reading comprehension, reading and writing strategies, the 

interaction between the languages, and that each language supports each other.  The trilingual 

literacy model would create a support system for Arabic, the mother tongue, through English and 

Hebrew learning.  For the comprehension scoring on state exams, there would be an increase 

from the first time taken until the second exam was given.   The findings would include 

pedagogy coordination between the languages from the trilingual literacy model.  The learner 

creates the language acquisition links between the languages and learns how to connect the 

distinctions between them (Hauptman et al., 2008). 

 

Current Teaching Strategies with the Trilingual Method 

Other current teaching strategies include using a dual lesson plan model with reading and 

math in which the teacher plans in two languages and reviews the process of effective practices.  

The teaching strategies include observations, individual student portfolios, reviewing on-going 

data, teacher table, small group instruction, guided reading, stations/centers, pre/post-
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assessments, and instructional practices.  These teaching strategies also work using the trilingual 

method.   

Woll (2018) used 42 concrete nouns in German, 28 of which were sound-meaning 

correspondences of their English translation equivalents.  Fourteen distractors (six of Latinate 

origin, eight items were not typologically related to languages), and items were presented on the 

computer screen in 30-second intervals.  Isolated items were shown with a sound sample, next a 

German sentence was displayed, and then both items and sentences were displayed.  Participants 

were asked to translate each item orally into their native language of French. Thus positive 

lexical transfer did occur.  The correct translations could be traced back to the association of 

English cognate.    

The Think-aloud protocols (TAP) were coded for awareness levels and differentiated 

between the same three levels of awareness.  The first being Cognitive change (CC) level of 

noticing, Meta-Awareness (MA) report of recognition of pattern, and Morphological rule (MR) 

metalinguistic awareness of the level of understanding. The results were the German-English 

cognates ranged from 5 to 26.  The maximum number of correct translations was 7.  (Min, Max, 

Mean, SD).  The corrective translation had an SD range of 1.75 to 4.57.  TAP statics was Min-

17, Max-74, Mean-44.41, and SD-12.68.  The verbalizations for English transfer was 30% (321 

instances).  The translations attempts were coded at Intuition (N=357), Noticing (N=119), and 

Meta-Awareness (N=148).  The analysis levels for both the TR and non-TR were illustrated to 

the connection of the English cognate (L2) (Woll, 2018). 

The results of the qualitative analysis TAP were the positive relationship metalinguistic 

was the mental activity that worked.  The Noticing transferred items were at 506 per level of 

transferred items.  Other Frisch, Feld, and Schiff (analysis assessment) levels varied from 0 to 60 
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with Frisch.  With these higher levels, participants who transferred a lot also tended to analyses 

word structure and sentence structure (Woll, 2018).  Sixty-six native French speakers aged 

between 17 and 24 were recruited from five different provinces of Quebec.  The participants had 

started learning English (L2) in their third year of primary school.  Participants were enrolled in 

an arts program with a language profile and had started learning German (L3).  The data 

collection, participants had received an average of 10 years of English instruction, and between 

20 to 24 hours of formal instruction in German.  Before that, participants had no previous 

exposure to German (Woll, 2018). 

The study’s goal was to examine the contribution of reflective data to gain insight into 

the metalinguistic reflection involving the languages’ transfer process.  The assumption was that 

MLA levels increased German (L3) when the meaning of unknown words in the target language 

was drawn from the background knowledge of L2 – English.  The reflexive type of awareness 

was evidence of the score obtained on the assessment.  TAP was coded for distinct levels of 

metalinguistic reflection. MLA used the applied dimension. The cognitive process used the 

vocabulary of L3 to contribute to the depth of understanding of the learner (Woll, 2018). 
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Another factor that Trilingual schools have implemented is the AAPPL (Assessment of 

Performance toward Proficiency in Languages) assessment.  The AAPPL is a proficiency and 

performance assessment that addresses the World Languages, including thirteen languages 

(Arabic, German, Chinese, Hindi, English (ESL), Italian, French, and Japanese).    It is a form of 

today’s communication media in which students work with virtual video chat to create wikis, 

emails, and other technology platforms to demonstrate language modes of communication.  The 

goal of AAPPL is interpersonal with listening/speaking, presentational writing, and interpretive 

reading and listening. (American Council on the Teaching of Foreign Languages, 2015). 

The assessment is given in three modes.  The first is interpretive listening (IL) and 

Reading (IR).  The second mode is interpersonal listening and speaking (ILS).  The third mode is 

presentational writing (PW).  The assessment is designed for Grades 5-12 and is approximately 

30 minutes per component.  The assessment is not timed.  The proficiency and performance 

scores range from advanced low to novice.  The test framework includes students demonstrating 

their listening, speaking, and reading ability through all three communication modes.  Students’ 

and teachers’ communication in real-life language performance gave opportunities by 

communicating via video chat that showed listening and speaking.  Communication would 

include questions in a different language and then prompts students to ask questions in that 

language.  Students are also asked to reflect on their learning, give their interpretation of the 

language, and provide interactive feedback over learning objectives and activities.  The modes 

have performance proficiency levels and are measured by student responses to tasks that are 

communicated through conversation.  The learner has multiple opportunities to demonstrate 

performance on texts, derive meaning from the texts, and respond to prompts from the text. The 
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goal is for the language and modes of communication to be utilized in the classroom. (American 

Council on the Teaching of Foreign Languages, 2015). 

 

Mathematics versus Reading – Acquiring New Languages 

Students learning new languages often learn math skills quickly to reading skills (Malarz, 

1996).  Teachers observe that the student’s associate language proficiency with mathematical 

knowledge.  Mathematical achievement is considered close to the relationship within each of the 

languages, where reading and literacy are different from linguistic skills, cognitive skills, and 

individual learning with language acquisition.  Math is often called “The Universal Language,” 

because it is syntactic, semantic, and pragmatic.   Some features with both math and reading 

affect how the new language is learned are listed in Table 6. 

Current researchers are using the ELPS in the math classroom to improve instruction for 

English Language Learners.  According to Seidlitz and Avila (2010), the ELPS (English 

Language Proficiency Standards) in the content areas are the district responsibilities, have cross-

curricular student expectations, and there are language proficiency level descriptors.  The goals 

are to provide English Language Learners content-area instruction that is accommodated to their 

need for comprehensible input, integrate the academic language into the content area of 

instruction, have high expectations in instruction, and provide a common framework for 

integrating the language and content instruction for the student.  School districts have 

responsibilities to provide social language proficiency, classroom instruction that incorporates 

second language acquisition, cross-curricular language acquisition skills, and proficiency levels.  

The levels of proficiency are beginning, intermediate, advanced, and advanced high.  The levels 

summarize each descriptor (listening, speaking, reading, and writing).  Teachers are asked to 
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take a self-assessment to rate the current status of implementation of the English Language 

Proficiency Standards.  The frameworks are divided into two, which are:  ELPS Framework 1 – 

Linguistically Accommodated Instruction and ELPS Framework 2 – Foundations of Second 

Language Acquisition Instruction for Beginning and Intermediate ELLS Grades 3-12.  Teachers 

must understand the curriculum for ELLS. What is it?  And what are some examples?  The 

district provides support, staff development, observations, coaching, reflections, follow-up, and 

feedback (Seidlitz & Avila, 2010).  

According to Seidlitz and Avila (2010), within the math lesson cycle for the ELPS, the 

lesson contains the content objective; language objective; vocabulary; visuals, materials, and 

texts; activities and review & check for understanding.  The lessons’ activities incorporate three 

key areas:  activating prior knowledge, building vocabulary and concept knowledge, and 

structured conversation and writing.  The activities have a system of processes, stems, and 

strategies (Seidlitz & Avila, 2010). 

For example, Think Pair, and Share have prior knowledge stems from expressing prior 

knowledge.  Share prior knowledge stems are used in several ways through multiple 

representations and descriptive language.  The stem could be expressed as: The five 

mathematical representations are ___, ____, ____, ____, and _____.  The stem could be 

expressed as:  Mathematical representations are useful for ___. Descriptive language stems 

might look like this:  The difference between a table and a graph is__. The stem could be 

expressed as: The attributes of linear functions are____ (Seidlitz & Avila 2010). 

Strategies for representing math are also used in the lesson cycle.  They may include:  

concrete/picture; equation/function rule; verbal and written description; table; and graph.  

Continuous linguistic accommodations by proficiency levels (beginners, intermediate, 
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advanced/advanced high) are reviewed using the descriptors.  Teachers can differentiate by the 

descriptors by increasing language levels.  We see this when teachers incorporate activities of 

verbal scaffolding, peer interaction, modeling, visuals, manipulatives, using native language, and 

adapted writing tasks (Seidlitz & Avila 2010). 

The Center for Advanced Research on Language Acquisition (CARLA, 2018) developed 

a professional observation checklist for teachers.  The Immersion Teaching Strategies 

Observation Checklist is used to review teaching practices through audio or video.  Coaching, 

peer teaching, and team teaching are encouraged to provide valuable feedback over the academic 

instructional practices.  The checklist includes seven areas for effective immersion instruction.   

 

Alignment of the Curriculum-Instructional Model 

The alignment of the curriculum (Serravadllo, 2015) for the Trilingual method is used for 

language literacy.  Students need a chance to explore different types of writing genres in 

Mandarin and Spanish.  Genres, which include:  Narrative, Informational, Opinion, Memoir, 

Fiction, and Poetry.  Students are encouraged to share their writings by performing plays, 

making films, commercials, newscasts, and musical productions using all three languages to 

increase literacy.  The curriculum and activities promote real-world settings, understand cultures, 

and increase student engagement and interactive immersion.  The curriculum is designed to 

incorporate these experiences.   

According to Westerberg and Davison (2016), the dual language instructional model has 

two instruction forms.  The first immersion model is 90/10, in which all students start learning in 

kindergarten and receive 90% of instruction time in the minority or target language and 10% of 

instruction in the majority language.  The 50/50 model provides equal instruction in both the 
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majority language and minority language. This model allows students to receive instruction 50% 

of the time in the minority language and 50% of the time in the majority language.  There is a 

wide range of how time and schedules are practiced in these models in the implementation.  

Some examples are alternate languages by subject, half days in English, half days in the minority 

language, alternate day by day, and/or alternate by weeks.   

Thomas and Collier (2012) cited investigations that support the 90/10 model as having 

the most benefit for second language acquisition.  The 50/50 model produces higher achievement 

levels for English learners (native Spanish speakers) in the English Dual language program.  

Each model has characteristics of instruction, benefits of dual language, and a collaborative 

teaching approach.   

Trilingual methods have incorporated a 30/70 model within teaching practices.  The 

30/70 model allows the instruction to grow for all three languages.  Designed to have students 

learn 30% of instruction time in the minority language and 70% of the instruction in the majority 

or target language; this model works well when campuses are being observed frequently.  

Depending on the student population, campuses use this model for continuous learning of the L3.  

These teaching practices are just another option for campuses moving into 90/10 or 50/50 models 

(Thomas and Collier, 2012). 

These instructional models are used dual language, bilingual, and trilingual teaching 

methods. State Academic Standards (TEKS for Texas) and the World Language standards drive 

Spanish language proficiency levels (Westerberg & Davison, 2016). The standards are defined 

by describing what students should know and able to do in stages in their school experience.  

Learning progressions have goals, common language, and outcomes for student learning.  The 

alignment of the curriculum incorporates the standards with teaching methods.  With the intent 
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of using the 50/50, 90/10, or 30/70 models, the guidelines create communication, collaboration, 

and critical thinking (Texas Education Agency, 2018). The other elements for the curriculum’s 

alignment that promote multilingualism through an inquiry-based are constructive platform; 

culture of literacy; heterogeneous groups, transdisciplinary time; consistency with schedules, and 

consistency with the program’s goals.  The program model for Dual Language, Bilingual, and 

Trilingual could transfer using these strategies’ implementation. For example, a student whose 

home language is French is learning another language, Mandarin, L2, and German L3.  The 

student works with other students (L2 and L3) in ability (homogenous) groups to practice 

literacy, language, writing and reading in integrated blocks of times for each new language.  The 

student has the opportunity to work in a 50/50 model where L2 and L3 are to increase academic 

achievement, give experiences for L2 and L3, and provided support by both teacher and other 

students (Westerberg & Davison, 2016).   
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From a Parents’ Perspective about the Trilingual Method 

Parents, caregivers, and/or guardians are encouraged to know about foreign language 

immersion programs.  Foreign language immersion programs have systems and processes in 

place for language learning.  These systems and processes include how the language immersion 

program works in the school systems, why the language immersion program is relevant for 

language learning, and how learning the second or third language increases academic 

development.  Many parents are fearful of different immersion programs and how the program 

will affect their child’s English language development.  Concerns include if the English language 

development will continue when learning another language or two (Eric, 2003). 

It is essential for administration and Trimultilingual teachers to trust the parents, 

guardians, and community of the Trimultilingual school and Trilingual method by taking the 

initiative to learn the historical influences and contextual factors that both challenge and enhance 

the implementation of the third language.  Included in the process of the Trilingual method are 

accountability requirements from the state as well as federal accountability.  It is essential to 

understand that daily decisions, administration, systems, and instructional practices make up the 

school culture and climate.   
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Eric (2003) contended that the United States foreign language immersion programs were 

designed to enrich students in all their academic subjects in a second language.  The goal is for 

students to be proficient in both languages by studying, hearing, and speaking the languages.  

The immersion program is designed for students to be taught in the language at least for half of 

the day (50/50) or by using the 90/10, 30/70 model.  It also begins with teaching literacy in 

English first and then literacy other than English, such as Arabic or Japanese.  Parents need to 

provide their children with experiences that will enhance their English language, literacy 

development, and other learning languages.  The immersion can be accomplished when parents 

read to their children, play different literacy games, learn new activities, and use verbal 

communication in all the languages being learned.   

In an immersion program, students can demonstrate fluency and comprehension in about 

two or more years.  Listening, reading, and speaking skills are comparable with native language 

speakers.  Some researchers have documented that the second language is still being developed 

with grammar, writing, and text comprehension.  The immersion program is a long-term process 

of understanding cross-over techniques, develops proficiency in other languages, and allows 

language learning environments.  Highly motivated students have high expectations, parental 

support, program leadership, and school/district commitments to learning the languages very 

well.  These programs are also open to all students, and students from every background (e.g., 

middle/upper class, socio-economic, ethnic, native speakers) are enrolling.  The immersion 

programs offer to learn more than one language, and researchers have determined that students 

are enjoying the learning of the new language (Eric, 2003). 

Parents, caretakers, and guardians are encouraged to volunteer to find out more about 

these programs.  By being an active role, parents can understand the development of the 
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languages, communicate with teachers on the process of learning the languages, and help their 

child’s experience.  Suppose this is a commitment that the student and parents are willing to 

work to attain. In that case, immersion education offers students many opportunities to reach 

high levels of academic achievement and acquire strong proficiency in different languages (Eric, 

2003).   

August and Shanahan (2008) continued with the effect of parent involvement.  The 

research relates that the relationship between home language use and children’s literacy 

outcomes tends to be language-specific.  Home experiences in the first and second languages are 

positively correlated with child literacy achievement in first and second languages.  Researchers 

have determined that family life influences the child’s experiences and self-concepts as readers 

and speakers.  

Davidiak conducted an example of parent involvement in language production for 

trilingualism.  Davidiak (2010) focused on two siblings’ language production in a bilingual 

family living in New York.  The researcher examined the phenomenon of code-switching, 

transitioning between three languages, and speaking in sentences.  The girls were native German 

and Spanish speakers and had English as their academic language with immersion in the 

community.  Switches in the languages were caused by vocabulary deficiencies in one language 

or transition from one language to another (Davidiak, 2010). 

Functions of speech, family conversations, and conversation interactions showed a 

distribution of code switches that included quantitative and qualitative changes throughout the 

study period.  The speaker would combine the elements of two or more languages using code-

switching to reflect on multiple social and pragmatic functions (Davidiak, 2010). 
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Collier and Thomas (2004) encouraged nurturing the concept of being internationally-

minded, and respecting multiple heritages and languages leads to friendships that cross language 

and social borders.  Student outcomes have elevated from participation in language programs.  

Parents in language programs feel valued and included and reminded that their first language is 

always available.  Collier and Thomas (2004) stated that when students receive schooling 

through their primary language and the second language within their first six years of education, 

they can reach grade level in L2 and stay literate in both languages.  With continued support, the 

primary language with the supporting languages higher grade-level achievement occurs.  When 

students enter college, the business world, or trade, they graduate bilingual/billiterate/bicultural, 

they are better prepared for a global 21st-century world (Collier & Thomas, 2004). 

In response to parental interest in the Tri-method for parents, Henn-Reinke (2012) 

outlined the advantages and a plan for becoming multilingual. The United States has an active 

and successful bilingual, dual language, and ESL process with standards developed at the state 

and national levels.  The standards provide clear developmental indicators of grade-level 

expectations in every subject area.  Educators have the option to adapt instructional practices 

following the standards to guide students’ progress.  The standards include listening, speaking, 

reading, writing, and thinking that articulate English language proficiency levels.  TESOL 

(Teachers of English to Speakers of Other Languages and WIDA (World-Class Instructional 

Design and Assessment) standards are used with ELL standards.  Teachers identify the students’ 

characteristics at each level and design instruction according to skills to prepare students for the 

next level.  Assessment systems such as TELEPAS are used to systematically measure student 

achievement as they progress to English proficiency (Henn-Reinke, 2012). 
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Other advantages include bilingual teacher training to develop content areas in two 

languages; create a bicultural environment with the classroom; and provide experiences into the 

curriculum to bridge the new languages with culture (Henn-Reinke, 2012). Teacher training for 

the trilingual educational setting develops advanced critical thinking (L3), integrates the content 

and language, develops high proficiency levels in reading/writing/listening/speaking/thinking, 

develops progression with cultural understanding, and sets high expectations with language 

proficiency. 

For parents considering Trilingual Education, Henn-Reinke (2012), a planning workbook 

is encouraged.  Trilingual (plurilingual) education establishes many opportunities and 

possibilities for students.  The planning workbook is designed to facilitate the process of 

conceptualizing and implementing a trilingual program.  It assists in most schools in a clear 

vision of the program and the goal to achieve. The sixteen suggested categories help to utilize the 

trilingual method for students (Henn-Reinke, 2012). 

The categories begin with determining who will be involved in the planning process 

(Who should be included in the planning process?).  Parents, community members, teachers, 

other staff members, experts in the field, bilingual/trilingual education experts, and 

administrators.  The committee will guide the development, implement, and refine the program.  

The open school/community forums will be held to share plans, process, and receive feedback on 

the program.  The second phase is to identify the process for adding a program in the 

school/district.  The planning would include the initiative and steps required to implement a new 

program application, proposal, presentation to the school board, and deadlines.  Each area has 

specific questions to address, such as proposals such as Who will write the proposal?  Who will 

have input into the proposal?  Who is the audience?  To whom is the final draft of the proposal to 
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be submitted? Within the proposal, content would include the implementation plan, costs 

(budget), personnel (both bilingual and trilingual teachers), curriculum, timeframe, expected 

outcomes, program marketing and preparation, and the impact of the school within the 

community of each of the languages taught (Henn-Reinke, 2012). 

Determining the trilingual program’s purpose addresses the challenges of inequality, 

marginalization, minority languages, and the recent population of the trilingual education 

offered.  This category explains why a trilingual program benefits the student, community, and 

school district.  The purpose would allow parents, organizations, and schools to influence 

language policies and practices in their children’s education.  The languages offered at the school 

would provide an opportunity to study an additional language, Multilingualism.  Students would 

have the chance to learn cognitive benefits, academic growth, expand cultural identity, and 

promote continuous language learning (Henn-Reinke, 2012).   

Language programs may be organized in different ways and focus on teaching the 

language as a subject.  Bilingual/trilingual educational programs focus on using each of the 

languages as the medium of instruction (Henn-Reinke, 2012).  The differences between these 

two language instruction practices include content instruction in languages, languages specific 

instructional strategies, and to keep with the goals of each of the process of languages.  

Trilingual language programs would mean meaningfully, equitably, and accepting diversity for 

second and third language learners.  Examples include:  offer additional language and content of 

the third language to ELL students, bilingual students, and ESL students; offer additional world 

language class to ELL students; offer ancestral language for all students; and offer language and 

content-area instruction in home language for all students. 
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The types of multilingual education programs are referenced into categories, and the 

language policy it represents (Henn-Reinke, 2012).  Subtractive, Additive, Recursive, and 

Dynamic are the four categories.  Subtractive is where the student uses L1 only until proficiency 

in L2 is gained (Subtractive Bilingualism = least recommended option).  Types of these 

programs are transitional bilingual education and have a policy for transition to a dominant or 

colonial language.   

The additive is where the student continues to be educated in and through L1 and adds 

education through L2 and L3.  Types of programs included maintenance, immersion, and 

developmental.  Maintenance (L1, add L2, and L3) policy favors the maintenance and 

enrichment of language minorities.  Language learning is accomplished with a percent of the day 

in each language taught; instruction in academic subjects (L1, L2, L3); the reflection of the 

community and cultural values; recognizes bicultural/multicultural identity; and knowing 

students ELLs and the same language backgrounds.   

Immersion (under Additive) policy favors the enrichment of language majorities.  For 

example, English immersion = not appropriate for language minority groups.  For each category, 

it lists the requirements as the early immersion (PreK-3) and late immersion (age 3 through 6 and 

on).  The requirements are that:  language majority children that enter are monolingual; one 

language is assigned per teacher; complete immersion in L2 is for first and second years and then 

added L2 and L3; and L1 is the center language of power while L2 is only in school and 

monoculture in cultural 1 (Henn-Reinke, 2012).   

Continued under the additive stage is the developmental language.  Developmental 

language is defined as the developmental language with the dominant language.  The policy is 

mostly for immigrant and refugee populations.  It continues in education in all languages and 
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grades.  The categories list language minorities and others; provides beyond maintenance of 

home language; develop L1, L2, and L3 with the reaffirming minority language; and have the 

academic functions in each language.  When the initial literacy in students’ L1 is learned, and 

there is a transfer to bilingualism to trilingualism to biculturalism to multiculturalism.  It 

produces high academic achievement in each of the languages (Henn-Reinke, 2012).   

Recursive is defined when the student receives a varied education in and through the 

ancestral language that builds on the target language’s individual and community use.  The type 

of program is immersion revitalization.  The policy favors indigenous groups, and its goal is to 

reduce language shift or loss of the immersion revitalization language.  The categories include:  

reclaiming the heritage language, incorporating the local knowledge in school curricula, and 

building language in minorities (Henn-Reinke, 2012).   
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         Dynamic defines the student engaged in plurlinguistic language practices to communicate 

with a variety of audiences for a variety of purposes.  The policy favors all students (Henn-

Reinke, 2012).  The types of programs are poly-directional in which translanguaging among 

students to best an accomplished task and a comparative analysis of language structure and two-

way (dual language, bilingual immersion, two-way immersion – 50 percent of students speak L1, 

and 50 percent L2; added with L3).   

One-way bilingual programs are students who are dominant in L1 and then add L2 and 

L3.  Multiple and multilingual programs include the 33/33/33 students in which they are learning 

L1, L2, and L3.  The goals for these programs are for students to be proficient in three languages.  

Students will be able to achieve academically in and through three languages. Teachers use the 

three languages as a medium of instruction. There is an appreciation for languages and cultures 

of instruction.  Separation and integration of languages are presented.  The last goal is that the 

program develops trilingual and contrastive analysis skills (Henn-Reinke, 2012).   

The trilingual program’s outline continues: with language use of the community, 

language policy, students’ background, teacher qualifications, and trilingual curriculum and 

scheduling.    The use of community incorporates several questions to gain background 

information.   The questions are:  Which languages are spoken most frequently in the 

community? What is the general literacy level for each language in the community? How is each 

language used in the community? What opportunities are available for language use outside of 

the school setting? What is the level of prestige of each language under consideration? (Standard 

language usage, translanguage/code-switching); How closely related are the languages to one 

another linguistically? And What is the prevailing attitude of the community toward language 
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learning?  These questions reflect communities that may or may not have the opportunity for the 

third language.   

For language policy, the program must meet guidelines for social justice and social 

practice.  Social justice means that the program is non-threatening to the student identity, and it 

is equitable.  Equitable meaning that gives equal opportunity to participate provides various ways 

to participate and has options to build linguistic identities.  For social practice, the student is 

empowered by developing cognitive and linguistic abilities and language tolerance.  Language 

tolerance is consistent.   It has a purposeful pedagogy. All languages are represented in the 

curriculum and classroom with language tolerance.  Students have access to all curricula and 

programs with language tolerance.   There are meaningful interactions and involvement activities 

provided.  It builds students’ experiences through collaboration, bridging languages, and cultures 

to link language and identity.   

The two main areas and last on the outline are the teacher qualifications and the trilingual 

curriculum with scheduling.  Teacher qualifications and credentials are to ensure the trilingual 

program for proficiency in the target languages are addressed.  The qualifications include: 

teachers are fluent speakers of the target language(s) they will use for instruction; they are 

trained in second and subsequent language acquisition; teachers are trained in 

bilingual/multilingual education; teachers have a strong understanding of the language cultures, 

and teachers have a strong teaching record.  Parents are encouraged to ask questions.  Questions 

that could be asked are about sufficient numbers of teachers who are fluent speakers of the target 

languages in the community; or where the teachers were recruited from; and whether teachers 

can speak and use languages in fluency.   Other questions could include:  about credentials for 
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teaching a multilingual curriculum; who is involved in the screening process; and how will 

proficient in the target language be assessed (Henn-Reinke, 2012). 

 

Research-Based Methods 

According to Genesse, Lindholm-Leary, Saunders, and Christian (2006), students who 

had received Bilingual instruction performed at grade level, usually by the fifth grade.  They 

scored at least comparable to if not higher than that of their English-speaking peers or their ELL 

peers who were mainstream English classes with no specialized instruction.  In reading and 

literacy, only a few students performed poorly than English monolingual comparison students. 

Students were equivalent and, in some cases, outperformed students with one language.  In math, 

Bilingual students score the same or higher than the other students with one language.   

Genesse et al. (2006) provided strong evidence that ELL students who had sustained 

instruction through the student’s first language successfully learned the second language.  ELL 

students who began in the early years in programs (ESL, Dual Language) performed equivalent 

to their comparison peers over time.  Late exit, two-way programs, and Bilingual programs also 

had comparable results.   

According to August and Shanahan (2008), literacy achievement is understood by a 

multifactorial approach of textual, contextual, and instructional development with reading 

comprehension.  Each student has individual growth and backgrounds that contribute to first 

language influence to second language influence.   

The general principles of language acquisition current from recent research and theory 

about the nature of language, language learning, human development, and pedagogy also play a 

big part in the ESL standards, content objective, language objectives, and cultural objectives.  



100 

 

 

The eight principles define the SIOP Model and analyze the learning of second and third 

language acquisition (Center for Applied Linguistics, 2020).  Principle one is that language is 

functional, which is essential for learners to function in home language while learning other 

languages effectively.  Principle two is that language varies with oral, written, purpose, 

situations, cultural, social, society, and systems.  Language varies with regional, social class, and 

ethnic group differences.  Principle three is that language learning is cultural.  Patterns of 

language usage across cultures may differ with values, norms, beliefs, and sociocultural 

competence.  Principle four is language acquisition is a long-term process, and individual 

learners move throughout the states.  Multiple factors can contribute to the individual’s learning, 

such as sociocultural, language background, learning style, cognitive style, motivation, and 

personality. Principle five is language acquisition occurs through meaningful use and interaction 

(Center for Applied Linguistics, 2020). 

Language is learned when it is used in significant and meaningful situations to 

accomplish purposes.  Learners need multiple opportunities to use home language, interact with 

others as they study meaningful and intellectually challenging content, and receive feedback on 

their language usage.  Principle six language is a process of developing interdependently.  The 

process of reading, listening, writing, thinking, and speaking are traditional practices.  Language 

is authentic and occurs simultaneously and interdependently rather than sequentially.  The 

learner learns with opportunities to activate environments, technologies, and engaging activities 

such as computers, music, film, and video. Principal seven is native language proficiency 

contributes to second language acquisition.  Students who know and use at least one other 

language have acquired an intuitive understanding of the language’s general structure and 

functional characteristics (Center for Applied Linguistics, 2020).  Literacy in the native language 
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correlates positively with language acquisition and construct meaning for academic teaching and 

learning.  Principal eight is bilingualism is an individual and societal asset.  Having the 

acquisition of two or more languages simultaneously gives cognitive and linguistic advantages 

for an individual.  Bilingual and Trilingual proficiency enhance employment possibilities in the 

international marketplace and are a competitive strength of the U.S industry and business 

worldwide.  The individual will benefit from the national interest, promote learning and 

retention, and share the development of using multiple languages (Center for Applied 

Linguistics, 2020).   

Code-switching is a common strategy for bilinguals and trilinguals to use with the 

number of possible combinations.  With bilinguals and trilinguals’ possible language 

combinations, languages are sometimes mixed, spoken in two languages, or three languages.  

Code-switching encourages the production of two-language phonological functions and three 

language mixes as a context.  Haim (2018) investigated academic proficiency performance in the 

second and third languages. In this study, the school-related variables’ role explained that 

academic proficiency performance in Hebrew (L2) and English (L3) in immigrant youth.  

Variables were: school background; academic linguistic and social-psychological support; 

professional staff and school resources; and the variation in L2 and L3 performance.  The sample 

included 267 Russian (L1) speaking students from 18 Israeli high schools.  Student proficiency 

performance (AP) level was assessed with tests in both L2 and L3.  Data also included 

interviews with school principals, multivariate analysis of covariance, controlling for 

socioeconomic status, arrival age and gender (indicated by students), and the function of school-

related variables through AP scores in L2 and L3.  Other factors contributed to higher test scores, 

such as upper socioeconomic status, social-psychological support, teacher training, parental 
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involvement, and resources.  These provisions were associated with higher grades, as well.  The 

result highlighted a particular learning environment and context as a source of variation in L2 

and L3 performance Haim, (2018). 

Summary 

Trilingual studies (ACTFL, 2015) have been conducted in the past regarding bilingual 

and trilingual students’ views on Reading and Language Learning; Trilingual literacy for Ethnic 

Groups in China; Trilingual Education and Mongolian Ethnicity; The Effects of Bilingualism 

and Trilingualism in L2 Production; and Trilingual Education in Hong Kong Primary Schools.  

Addressed in this chapter were the methods used, connections, and results; to point out variables 

and current practices on Trilingual education used in Texas with the dual language program and 

Trilingual programs. 

Chapter II (Literature) presented the review of the literature included theory and 

historical background, the current status of the trilingual programs, the trends in the literature, 

the variables between bilingual dual language, biliteracy, and/or ESL program and trilingual, the 

constructs of the research, the procedures for attaining the data, and then analyzing data.     
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CHAPTER III 

METHODOLOGY 

Compared in this study were reading scores of students and school systems that are using 

the Trilingual process (public charter district) to students and school systems using the Dual 

Language, Bilingual, and ESL process (public school district). Participants were low socio-

economic status Grade 3 Hispanic/Latinx students. Focused upon in this research study were data 

points for low socio-economic status Grade 3 Hispanic/Latinx students in the area of reading 

within Texas schools.  During this research, the limited Trilingualism, or Tri-method, was 

generally defined to compare effective instructional practices. The reading scores included end 

of year reading data from the State of Texas Assessments of Academic Readiness (STAAR) 

Reading test (Texas Education Agency, 2020).  Compared herein was a summary based on the 

state curriculum standards, which are the Texas Essential Knowledge and Skills (TEKS). The 

research findings gave a description of the scores between two school systems, one using the 

Dual language program, Bilingual program, and ESL program and one using the Trilingual 

program. This study used an archival case study method to compare participants’ Reading 

STAAR scores. Also, addressed were the instructional methods of the Dual Language program, 

the Bilingual program, and the Trilingual program (Meyers et al., 2017). 

 

Context and Setting 

   The Bilingual District studied in this research is a public school district.  For this 

archival study, this district is referred to as the Bilingual District.  The Bilingual District studied 

is the public school district that sits in the North Texas limits and serves three Garland, Rowlett, 

and Sachse communities.  The Bilingual District studied has 75 schools, serves 56,459 students, 
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and is the thirteenth largest Texas district.  There are 3,773 teachers and 3334 staff under the 

superintendent’s direction and serve students Pre-K through Grade 12.  Demographics include: 

40.7% Hispanic, 32.5% White, 18.7% African American, 7.6% Asian/Pacific Islander, and 0.5% 

Native American.  Teachers with ten years of experience account for the majority of the staff 

with 75% with a bachelor, 24% with master’s degrees, and less than 1% of doctoral.  First-time 

teachers make up about 12% of the teachers in the district. 

The one-way language program in the Bilingual District supports Spanish content in Pre-

K through Grade 1 in language arts, social studies, and science.  English content is used in 

Mathematics for Pre-K through Grade 1.  For Grades 2 through 5, Spanish content is in language 

arts, social studies, and science.  English content for these grades is in language arts and 

mathematics.  The district has one elementary school that supports Mandarin Chinese Language 

& Leadership.  This program is a dual language immersion program designed to develop 

linguistic and academic English proficiency and Mandarin Chinese. 

 

Trilingual District 

On November 16, 2012, the State Board of Education approved the Trilingual District 

referred to in this study as a public charter district.  For this archival study, the Trilingual District 

is the term used to refer to this district. The Trilingual District opened with two campuses in 

Garland and Arlington, with 2,500 students.  It is the largest charter school in Texas and, in 

2014, was approved as a Student Exchange Visitor program to host international students on F-1 

visas.  Students began living on-campus in Garland that year.  In 2015, the Trilingual District 

was approved to receive $111,000,000 in non-rated bonds to purchase four campuses and 

received a perfect score on the State’s rating.  In 2016, the state of Texas exchange visitor 
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program department allowed the issuance of J-1 visas for language instructors.  In May of 2017, 

the district serves 49,000 students throughout North, South, and Central Texas.  The district’s 

mission is to prepare students for exceptional leadership roles in the international community by 

emphasizing servant leadership, mastering English, Spanish, and Chinese languages, and 

strengthening the mind, body, and character.  The motto, “Others before Self,” is displayed 

throughout each facility. 

Students are introduced to the 45-45-10 model at the elementary level.  The instruction is 

received with 10% of Chinese, 45% in English, and Spanish, as students will participate in the 

50/50 Dual Language Immersion model.  Students in Grades 6 through 8 receive daily language 

development instruction in Spanish and Chinese within the academic instructional schedule 

referenced as Languages other than English (LOTE).  Students receive Mandarin and Spanish as 

a class.  

Participants 

Participants for this study were purposefully selected from the populations of grade 3 

Hispanic/Latinx students currently enrolled in the Bilingual District and Trilingual District.  

Participant information was obtained through the Texas Education Agency (STAAR).  The 

Bilingual District has 47 elementary schools that offer the bilingual transitional early/late exit 

mode, one-way Dual Language immersion, Vietnamese Cultural Heritage Program, and English 

as a Second Language.  Each school has a Dual Language and Biliteracy program.  In the 

Languages other than English (LOTE) program with Bilingual District, French, German, Latin, 

Mandarin Chinese, and Spanish are offered.  Other current systems in place for Bilingual, Dual 

Language, and ESL programs. 
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Trilingual District has 13 schools divided into Grades K-8 and six high schools divided 

into Grades 9 through 12.  The Trilingual district offers the Trilingual method, where students 

are learning English, Spanish, and Mandarin.  The student population is approximately 16,000 

and has long term goals for students to succeed in the Trilingual method (Trilingual District, 

2020). For the study, participants were grade 3 Hispanic/Latinx students who attend either the 

Bilingual district or the Trilingual district.   

 

Instrumentation 

In this study, the researcher used an archival case study method by analyzing the Texas 

Academic Performance Reports of Reading STAAR scores (Texas Education Agency, 2020).  

The investigation conducted evaluated STAAR Reading Scores.  The research included 

educational instruction methods in the Dual Language program, the Bilingual program, and the 

Trilingual program.   

The research questions that were answered are:  To what extent does the Bilingual and 

Trilingual program model affect students’ achievement? and How do Grade 3 STAAR Reading 

scores differ between Bilingual programs and Trilingual programs for Hispanic/Latinx students? 

Analyzing the reading scores of STAAR, three main reports were used: Texas Performance 

Reporting System STAAR Performance for 2016-2017, 2017-2018, and 2018-2019; 2016-2017, 

2017-2018, and 2018-2019 Texas Academic Performance Report (TAPR) Student Groups 

Bilingual District/Trilingual District– Grade 3 (Hispanic/Latinx) – Reading and Texas 

Performance Reporting System STAAR Performance; and  2016-2017,  2017-2018, and 2018-

2019 English Language Learners and Dual Language for Bilingual district/Trilingual district – 

Grade 3 (Hispanic/Latinx) Reading. 
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The comparisons examined the Accountability reports (STAAR- Figure 5) from the 

Texas Education Agency for Grade 3 Hispanic/Latinx students in reading.  The percentages 

showed student performance (summative data) for each organization.  The reading percentages 

were listed for each district, and then data trends will be outlined.   

 

Data Collection 

In this study, the researcher compared STAAR Reading test scores.  The investigation 

conducted utilized Texas Academic Performance Reports (TAPR) of STAAR (Texas Education 

Agency, 2020).  The research also considered instructional methods in the Dual Language 

program, the Bilingual program, and the Trilingual program.  

In this research study,  the archival case study methodology of data collection and data 

analysis was addressed. The data analysis included Texas Academic Performance Reports 

(TAPR) of STAAR (Texas Education Agency, 2020).  The data was analyzed by the statistical 

breakdown of student performance on each assessment.  Reports compare the means for the 

subject’s independent performance (Reading) for Grade 3 Hispanic/Latinx students.  Descriptive 

tables included student achievement variables in reading, correlations between the school 

districts, and the reports’ analysis.   

 

Researcher Bias 

This research study was conducted with a Bilingual District and a Trilingual District due 

to convenience sampling.  The researcher worked for the Bilingual District for five years as a 

district instructional leader and at the Trilingual District for three years as a district instructional 

leader.  Both districts provided opportunities for professional learning communities, staff 
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development, and continuous support.  The researcher had the opportunity to observe, team 

teach, facilitate Professional Learning Community, provide staff development, and participate in 

many activities and events. At the time of the study being implemented, the researcher was a 

consultant for the Trilingual District.    

The researcher’s background with Reading First is another factor to consider for 

purposeful sampling.  The researcher has had training with the components of reading, scientific 

research-based instruction and strategies, and dual-language, bilingual programs, and ESL 

programs.  The researcher has had opportunities to instruct students in dual language, bilingual 

methods, ESL methods, and trilingual methods.   

 

Data Analysis 

The reading data from  2016-2017, 2017-2018, and 2018-2019 Texas Academic 

Performance Reports (TAPR) of STAAR (Texas Education Agency, 2020),  in the Bilingual 

District and the Trilingual District demonstrate a purposeful sampling of Hispanic/Latinx grade 3 

students used in this archival case research study.  Focused upon in this comparison will be 

Texas Academic Performance Reports of STAAR Reading data (Texas Education Agency, 

2020).  For the STAAR, the data consisted of percentages from the district profile.  Each district 

had reading scores for the past three years for Grade 3 Hispanic/Latinx students.   

 

Summary 

In this chapter, the researcher presented a specific methodology for the study.  The Texas 

Academic Performance Reports of STAAR data were selected to compare current Bilingual 

participants with Trilingual participants.     



109 

 

 

  



110 

 

 

CHAPTER IV 

RESULTS 

 

Introduction/Purpose 

Discussed in Chapter IV are the study’s results from students and school systems’ data 

points using the Trilingual process (public, charter district) to students and school systems using 

the Dual Language, Bilingual, and ESL (public, school district).  Participants were low socio-

economic status Grade 3 Hispanic/Latinx students. Focused in this research study were data 

points for low socio-economic status Grade 3 Hispanic/Latinx students in reading within Texas 

schools.  During this research, the limited Trilingualism, or Tri-method, was defined to compare 

effective instructional practices. The end of year reading data included reading data from the 

State of Texas Assessments of Academic Readiness (STAAR) Reading test (Texas Education 

Agency, 2020).  The summary is based on the state curriculum standards, which are the Texas 

Essential Knowledge and Skills (TEKS). The research data described the scores between two 

school systems; the Bilingual District using the Dual language program, Bilingual program, and 

ESL program and the Trilingual District using the Trilingual program. In this study, the 

researcher used an archival case study method to compare participants’ STAAR Reading scores. 

Also, addressed were the instructional methods of the Dual Language program, the Bilingual 

program, and the Trilingual program (Meyers et al., 2017). 

Two main reports were used over a 3-year timeframe.  The reports are:   

1). Texas Academic Performance Report (TAPR) Student Groups Bilingual 

District/Trilingual District– grade 3 (Hispanic/Latinx) – Reading (2016-2017,2017-2018, and 

2018- 2019); and  
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2).  English Language Learners and Dual Language for Bilingual District/Trilingual 

District – Grade 3 (Hispanic/Latinx) Reading (2016-2017, 2017-2018, 2018-2019).   

Student performance on the STAAR is reported into four categories: Did Not Meet Grade 

Level (not passing); Approaches Grade Level (passing); Meets Grade Level (passing); and 

Masters Grade Level (passing).  The passing standard for the STAAR Reading measure is the 

Approaches Grade Level.  For this archival case study, Approaches Grade Level (passing), 

Meets Grade Level (passing), and Masters Grade Level (passing) were reviewed and analyzed 

(Texas Education Agency, 2020).   

The STAAR performance standards are consistent with the STAAR assessment. A scaled 

score is used on STAAR to determine performance standards and subject mastery.  The scale 

score allows every test to have precisely the same passing standard or level of performance 

required.  The scale score reflects each test question’s difficulty level and indicates a student’s 

mastery of test content and standards.   An example of a STAAR report for a student is listed in 

Figure 2.  For this archival case study, percentages (scale score) were taken from the Texas 

Performance Reporting System low socio-economic status Grade 3 Reading for Hispanic/Latinx 

students at the state and district levels (Texas Education Agency, 2020).   

Data for this research study started with a description of Approaches Grade Level 

(passing) for the Bilingual District for school years 2016-2019 (a bar chart reflects the data after 

the description – an example: Appendix B.  Table 4.1).  The research study continued with a 

description of Meets Grade Level or Above (passing) for the Bilingual District for the 2016-2019 

school years.  The research study then continued with Masters Grade Level and Above (passing) 

for the Bilingual District for the 2016-2019 school years.  A summary of the research questions 

is followed by the data analysis for the Bilingual District.   
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Data for this research study continued with a description of  Approaches Grade Level 

(passing) for the Trilingual District for the 2016-2019 school years (a bar chart reflects the data 

after the description in Appendix B).   The research study described data indicated results with 

Meets Grade Level or Above for the Trilingual District for the 2016-2019 school years.   The 

research study continued with Masters Grade Level and Above for the Trilingual District for the 

2016-2019 school years.  A summary of the research questions is followed by the data analysis 

for the Trilingual District.    

 

Research Question One 

Question 1:  To what extent does the Bilingual and Trilingual program model affect 

students’ achievement?  The first research question showed results for the Bilingual District and 

Trilingual District with the description of Approaches Grade Level or Above (Texas Education 

Agency, 2020).  A bar graph represents the state percentage, district percentage, and the 

Hispanic/Latinx percentage and is listed in Appendix B.  Table 4.1 STAAR Student Performance 

Data Percentage, 2016-2017 is listed below for the Bilingual District.  Table 4.2 STAAR Student 

Performance Data Percentage, 2016-2017 is listed below for the Trilingual District.  For purpose 

of understanding data, a table for Meeting Grade Level or Above and Masters Grade Level table 

for Bilingual District and Trilingual District are listed.  All data tables are listed in Appendix B.   
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Table 4.1 STAAR Student Performance Data Percentage, 2016-2017 

 

 

According to the 2016-2017 Texas Performance Reporting System, STAAR Performance 

Results (AEIS), TAPR Student Groups for the Bilingual District for Grade 3 Reading 

(Hispanic/Latinx) increased by one percent from 71% to 72% in Reading (Texas Education 

Agency, 2018).  The state percent stayed the same for both years at 73% in Reading.  The 

Bilingual District percent decreased from 75% to 74% in Reading (Hispanic/Latinx) (Texas 

Education Agency, 2018).  Table 4.1 STAAR Student Performance Data Percentage, 2016-2017 

is listed in Appendix B.   
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Table 4.2 STAAR Student Performance Data Percentage, 2016-2017 

 

 

According to the 2016-2017 Texas Performance Reporting System, STAAR Performance 

Results (AEIS), TAPR student groups for the Trilingual District for Grade 3 (Hispanic/Latinx) in 

Reading increased from 61% to 64%. The state Reading remained the same at 73%. The 

Trilingual District decreased from 74% to 72% in Reading (Hispanic/Latinx) (Texas Education 

Agency, 2018). Table 4.2 STAAR Student Performance Data Percentage, 2016-2017 is listed in 

Appendix B.   

The continued data listed below corresponds with each research question and consists of 

providing a descriptive measure of data from the Texas Academic Performance Report (TAPR) 

Student Groups Bilingual District/Trilingual District– grade 3 (Hispanic/Latinx) – Reading 

(2016-2017,2017-2018, and 2018- 2019); and English Language Learners and Dual Language 

for Bilingual District/Trilingual District – Grade 3 (Hispanic/Latinx) Reading (2016-2017, 2017-

2018, 2018-2019).  The results of the data are organized by each year and by district.  The 
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outcomes of data either increased or decreased by percentage at the district, state, or Grade 3rd  

Hispanic/Latinx reading.   

 

STAAR Student Performance Data Percentage, 2016-2017 

 The 2016-2017 Texas Performance Reporting System, STAAR Performance Results 

(AEIS), English Language Learners (ELL) for the Bilingual District for Grade 3 Reading, ELL 

increased by two percent.  The state percent stayed the same at 73% for both years for ELL 

Reading.  Bilingual District percent decreased one percent from 75% to 74% in Reading (Texas 

Education Agency, 2018).  Table 4.3 STAAR Student Performance Data Percentage, 2016-2017 

is listed in Appendix B.   

The 2016-2017 Texas Performance Reporting System STAAR Performance Results 

(AEIS), English Language Learners (ELL) for Trilingual District for Grade 3 increased by three 

percent from 56% to 59% in Reading.  The state Reading remained the same at 73%.  The 

Trilingual District percent increased from 72% to 74% (Texas Education Agency, 2018).  Table 

4.4 STAAR Student Performance Data Percentage, 2016-2017 is listed in Appendix B.   

 

STAAR Student Performance Data Percentage, 2017-2018 

    The 2017-2018 Texas Performance Reporting System, STAAR Performance Results 

(AEIS) at Approaches Grade Level or above for TAPR Bilingual District, Grade 3 

Hispanic/Latinx students in Reading increased from 71% to 75%.  The state percent increased 

from 73% to 77%.  The Bilingual District percent in Reading increased from 74% to 77% (Texas 

Education Agency, 2018).  Table 4.5 STAAR Student Performance Data Percentage, 2017-2018 

is listed in Appendix B.   
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The 2017-2018 Texas Performance Reporting System, STAAR Performance Results 

(AEIS), the Trilingual District Grade 3 Hispanic/Latinx decreased in Reading from 69% to 67%.  

The state increased from 73% to 77%.  The Trilingual District decreased in Reading from 72% to 

70% (Texas Education Agency, 2018).  Table 4.6 STAAR Student Performance Data 

Percentage, 2017-2018 is listed in Appendix B.   

 

STAAR Student Performance Data Percentage, 2018-2019 

The 2018-2019 Texas Performance Reporting System, STAAR Performance Results 

(AEIS) for TAPR Bilingual District, Grade 3 Hispanic/Latinx students in Reading increased 

from 75% to 76%.  The state percent decreased from 77% to 76%.  The Bilingual District 

percent in Reading increased from 75% to 76% (Texas Education Agency, 2019). 

Table 4.7 STAAR Student Performance Data Percentage, 2018-2019 is listed in Appendix B.   

 

Summary of Approaches Grade Level Results for Bilingual District 

The summary of results for research question one for the Bilingual District in the area of 

Approaches Grade Level or Above showed that Grade 3 Reading continues higher growth from 

year to year (2% to 5%).  The consistent percentages showed predictable growth with Grade 3 

Hispanic/Latinx students.   

When interpreting the Bilingual District, results (Approaches Grade Level or Above), 

percentages were relevant increases in Reading (TEKS standards) in Grade 3 Hispanic/Latinx 

students for three years (2016-2019).  The percentages also showed growth in the district cluster 

exponential data incline.  The state cluster showed an inconsistent increase that was not 
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predictable.  Overall, evidence was present to indicate that the Bilingual District increased in 

Reading for their Grade 3 Hispanic/Latinx students.   

 

STAAR Student Performance Data Percentage, 2018-2019 

The 2018-2019 Texas Performance Reporting System, STAAR Performance Results 

(AEIS), the Trilingual District Grade 3 Hispanic/Latinx increased in Reading from 67%  

to 68%. The state percentages decreased in Reading from 77% to 76%.  The Trilingual District 

decreased in Reading from 70% to 69% (Texas Education Agency, 2019).  Table 4.8 STAAR 

Student Performance Data Percentage, 2018-2019 is listed in Appendix B.   

 

Summary of Approaches Grade Level Results for the Trilingual District 

The summary of results for research question one for the Trilingual District in the area of 

Approaches Grade Level or Above showed that Grade 3 Reading fluctuated from year to year.  

The consistent percentages showed the same amount, an increase, and a decrease with Grade 3 

Hispanic/Latinx students.   

When interpreting the Trilingual District, the results (Approaches Grade Level or Above) 

showed a relevant range of 60% in Reading that was significant in Grade 3 Hispanic/Latinx 

students for three years (2016-2019).  The range was 70% in the Trilingual District cluster and 

state cluster.  Overall, evidence was present to indicate that the Trilingual District remained in 

the range of 60% in Reading with Grade 3 Hispanic/Latinx students. 
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Meets Grade Level or Above 

For the next data analysis, the 2016-2017 school year is only included at Meets Grade 

Level or Above.  English Language Learner data were used solely for the 2016-2017 school 

year.  The next data findings will include at Meets Grade Level or Above for the 2017-2018 and 

2018-2019 school years (Texas Education Agency, 2020).  The bar graph represents the state 

percentage, district percentage, and the Hispanic/Latinx percentage. 

Table 4.9 STAAR Student Performance Data Percentage, 2017-2018 

 

According to the 2017-2018 Texas Performance Reporting System, STAAR Performance 

Results (AEIS), for the Bilingual District for Grade 3 Reading, Hispanic/Latinx at Meets Grade 

Level or Above in Reading decreased from 44% to 42%. The state percent in 2017 was 45% and 

43% in 2018 in Reading.  The Bilingual District percent decreased four percent from 49% to 

45% in Reading (Texas Education Agency, 2018).  Table 4.9 STAAR Student Performance Data 

Percentage, 2017-2018 is listed in Appendix B.   
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Table 4.10 STAAR Student Performance Data Percentage, 2017-2018 

 

According to the 2017-2018 Texas Performance Reporting System, STAAR Performance 

Results (AEIS), for the Trilingual District for Grade 3 Reading, Hispanic/Latinx decreased from 

37% to 30%.  The state percent in 2017 was 45% and 43% in 2018 in Reading.  The Trilingual 

District percent decreased by 10% from 45% to 35% in Reading (Texas Education Agency, 

2018).  Table 4.10 STAAR Student Performance Data Percentage, 2017-2018 is listed in 

Appendix B.   

 

STAAR Student Performance Data Percentage, 2018-2019 

The 2018-2019 Texas Performance Reporting System, STAAR Performance Results 

(AEIS), for the Bilingual District for Grade 3 Reading, Hispanic/Latinx at Meets Grade Level or 
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Above in Reading increased from 42 45%.  The state percent in 2018 was 43% and 45% in 2019 

in Reading.  The Bilingual District percent increased three percent from 45% to 48% in Reading 

(Texas Education Agency, 2019).  Table 4.11 STAAR Student Performance Data Percentage, 

2018-2019 is listed in Appendix B.   

 

Summary of Meets Grade Level or Above Results for Bilingual District 

The summary of results for research question one for the Bilingual District in Meets 

Grade Level or Above indicated that Grade 3 Reading fluctuated from year to year.  The 

consistent percentages showed the same amount, an increase, and a decrease with Grade 3 

Hispanic/Latinx students.   

When interpreting the Bilingual District, the results (Meets Grade Level or Above) 

showed a relevant range in reading that was significant in Grade 3 Hispanic/Latinx students for 

two years (2017-2019).  The range was 40% in the district cluster and within the state cluster.  

Overall, evidence was present to indicate that the Bilingual District remained in the 40% range in 

reading with Grade 3 Hispanic/Latinx students.   

 

STAAR Student Performance Data Percentage, 2018-2019 

 The 2018-2019 Texas Performance Reporting System, STAAR Performance Results 

(AEIS), for the Trilingual District for Grade 3 Reading, Hispanic/Latinx increased from 30% to 

36%.  The state percent in 2018 was 43% and 45% in 2019 in Reading.  The Trilingual District 

percent increased four percent from 35% to 39% in Reading (Texas Education Agency, 2019).  

Table 4.12 STAAR Student Performance Data Percentage, 2018-2019 is listed in Appendix B.   
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Summary of Meets Grade Level or Above Results for the Trilingual District 

The summary of results for research question one for the Trilingual District in the area of 

Meets Grade Level or Above showed data findings for Grade 3 Reading fluctuated from year to 

year.  The consistent percentages showed the same amount, an increase, and a decrease with 

Grade 3 Hispanic/Latinx students.  When interpreting the Trilingual district, the results (Meets 

Grade Level or Above) showed a relevant range of 30% in reading significantly in Grade 3 

Hispanic/Latinx students for three years (2016-2019).  The range was 30% to 40% in the district 

cluster and state cluster.  Overall, evidence was interpreted to mean that the Trilingual District 

remained in the range of 30% in reading with Grade 3 Hispanic/Latinx students.    

At Masters Grade Level or Above 

For the next data analysis, the 2016-2017 school year only included At Masters Grade 

Level or Above.  English Language Learner data were used solely for the 2016-2017 school 

year.  The next data findings will include the Masters Grade Level or Above for the 2017-2018 

and 2018-2019 school years (Texas Education Agency, 2020).  The bar graph represents the state 

percentage, district percentage, and the Hispanic/Latinx percentage.   
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Table 4.13 STAAR Student Performance Data Percentage, 2017-2018 

 

According to the 2017-2018 Texas Performance Reporting System, STAAR Performance 

Results (AEIS), for the Bilingual District for Grade 3 Reading, Hispanic/Latinx decreased from 

27% to 21%.  The state percent in 2017 was 29% and 25% in 2018 in Reading.  The Bilingual 

District percent decreased seven percent from 32% to 25% in Reading (Texas Education Agency, 

2018).  Table 4.13 STAAR Student Performance Data Percentage, 2017-2018 is listed in 

Appendix B.   

 

0

5

10

15

20

25

30

35

State District Hispanic/Latinx

STAAR Student Performance Data

3rd Grade Reading

Bilingual District 

Masters Grade Level or Above

2017 2018



123 

 

 

Table 4.14 STAAR Student Performance Data Percentage, 2017-2018 

 

 

According to the 2017-2018 Texas Performance Reporting System, STAAR Performance 

Results (AEIS), for the Trilingual District for Grade 3 Reading, Hispanic/Latinx at Masters 

Grade Level or Above in Reading increased from 23% to 24%.  The state percent in 2017 was 

29% and 25% in 2018 in Reading.  The Trilingual District percent decreased by  11% from 30% 

to 19% in Reading (Texas Education Agency, 2018).  Table 4.14 STAAR Student Performance 

Data Percentage, 2017-2018 is listed in Appendix B.   

 

STAAR Student Performance Data Percentage, 2017-2018 

The 2018-2019 Texas Performance Reporting System, STAAR Performance Results 

(AEIS), for the Bilingual District for Grade 3 Reading, Hispanic/Latinx increased from 14% to 

20%. The state percent increased from 25% in 2018 to 27% in 2019 in Reading.  The Bilingual 

District percent increased five percent from 19% to 24% in Reading (Texas Education Agency, 
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2019).  Table 4.15 STAAR Student Performance Data Percentage, 2018-2019 is listed in 

Appendix B.  

 

Summary of Masters Grade Level for the Bilingual District 

The summary of results for research question one for the Bilingual District in the area of 

Masters Grade Level or Above showed data findings reflected that Grade 3 Reading scores 

fluctuated from year to year.  The consistent percentages showed the same amount, an increase, 

and a decrease with Grade 3 Hispanic/Latinx students.   

When interpreting the Bilingual District, the results (Masters Grade Level or Above) 

showed a relevant range in reading that was significant in Grade 3 Hispanic/Latinx students for 

two years (2017-2019).  The range was 20% in the district cluster and within the state cluster.  

Overall, evidence was interpreted to mean that the Bilingual District remained in the 20% range 

in Reading with Grade 3 Hispanic/Latinx students.   

 

STAAR Student Performance Data Percentage, 2018-2019 

The 2018-2019 Texas Performance Reporting System, STAAR Performance Results 

(AEIS), for the Trilingual District for Grade 3 Reading, Hispanic/Latinx increase from 25% to 

27%.  The state percent decreased from 29% in 2018 to 25% in 2019 in Reading.  The Bilingual 

District percent increased five percent from 19% to 24% in Reading (Texas Education Agency, 

2019).  Table 4.16 STAAR Student Performance Data Percentage, 2018-2019 is listed in 

Appendix B.   
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Summary of Masters Grade Level or Above for Trilingual District 

The summary of results for research question one for the Trilingual District in the area of 

Masters Grade Level or Above showed data findings for Grade 3 Reading increased from year to 

year.  The percentages showed a maintaining amount and an increase with Grade 3 

Hispanic/Latinx students.   

When interpreting the Trilingual District, the results (Masters Grade Level or Above) 

showed a relevant range of 30% in reading significantly in Grade 3 Hispanic/Latinx students for 

three years (2017-2019).  The range was 20% in the district cluster and state cluster.  Overall, 

evidence was present to indicate that the Trilingual District remained in the range of 20% in 

reading with grade 3 Hispanic/Latinx students.   

 

Summary of Findings for Research Question One 

During the data analysis, student data from the Bilingual, Dual Language, or Trilingual 

programs were examined.  The first research question showed results for the Bilingual District 

and Trilingual District with the description of Approaches Grade Level or Above (Texas 

Education Agency, 2020). In summary, the Bilingual District in reading overall had consistent 

percentages of growth from year to year, decreased percentages by fewer than 5%, and were 

comparable to the state percentages.  The Trilingual District in reading overall had consistent 

percentages of growth from year to year, had decreased percentages by fewer than 10%, and 

were comparable both to the state and the Bilingual District.   
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Research Question Two 

Question 2:  How do Grade 3 STAAR Reading scores differ between bilingual programs 

and trilingual programs for Hispanic/Latinx students? The second research question showed a 

comparison of data results for the Bilingual District and Trilingual District with the description 

of Approaches Grade Level or Above (Texas Education Agency, 2020).  A bar graph compares 

the Bilingual District and the Trilingual District with the percentage of Grade 3 Hispanic/Latinx 

students in Reading is listed below and listed in Appendix B.   Table 4.17 STAAR Student 

Performance Data Percentage, 2016-2017 is listed below. Table 4.18 STAAR Student 

Performance Data Percentage, 2016-2017 is listed.  For purpose of understanding data, a table 

for Meeting Grade Level or Above and Masters Grade Level table for comparison of the 

Bilingual District and Trilingual District are listed.  All data tables are listed in Appendix B.  

 

Table 4.17 STAAR Student Performance Data Percentage, 2016-2017 
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The 2016-2017 Texas Performance Reporting System, STAAR Performance Results 

(AEIS) for Bilingual District for Grade 3 Hispanic/Latinx in Reading was 71% in 2016 and 72% 

in 2017.  For the Trilingual District for Grade 3 Hispanic/Latinx (Approaches Grade or Above) 

in Reading, the data were 61% in 2016 and 64% in 2017.  The Bilingual District percentages 

compared to the Trilingual district were higher by 10% in 2016 and 8% in 2017.  Trilingual 

District had a higher percentage of growth of 3% (Texas Education Agency, 2018).  Table 4.17 

STAAR Student Performance Data Percentage, 2016-2017 is listed in Appendix B.   

 

STAAR Student Performance Data Percentage, 2016-2019 

The 2016-2017 Texas Performance Reporting System, STAAR Performance Results 

(AEIS) for Bilingual District for Grade 3 ELL in Reading was 70% in 2016 and 72% in 2017.  

For the Trilingual District for Grade 3 ELL in Reading, the data was 56% in 2016 and 59% in 

2017.  The Bilingual District percentages were higher by 14% in 2016 and 13% in 2017.  The 

Trilingual District had a higher percentage growth of 3% (Texas Education Agency, 2018).  

Table 4.18 STAAR Student Performance Data Percentage, 2016-2017 is listed in Appendix B. 

The 2017-2018 Texas Performance Reporting System, STAAR Performance Results 

(AEIS), for Bilingual District for grade 3 Hispanic/Latinx (Approaches Grade Level or Above) 

in Reading, was 71% in 2017 and 77% in 2018.  For the Trilingual District for Grade 3 

Hispanic/Latinx (Approaches Grade Level or Above) in Reading, the data was 69% in 2017 and 

67% in 2018.  The Bilingual District percentages compared to the Trilingual District were higher 

by 2% in 2017 and 10% in 2018.  The Trilingual District decreased by 2% (Texas Education 

Agency, 2018).  Table 4.19 STAAR Student Performance Data Percentage, 2017-2018 is listed 

in Appendix B.   
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The 2018-2019 Texas Performance Reporting System, STAAR  Performance Results 

(AEIS) for Bilingual District for Grade 3 Hispanic/Latinx (Approaches Grade Level or Above) 

in Reading was 77% in 2018 and 76% in 2019.  For the Trilingual District for Grade 3 

Hispanic/Latinx (Approaches Grade Level or Above) in Reading, the data was 67% in 2018 and 

68% in 2019.  The Bilingual District percentages compared to the Trilingual District were higher 

by 8% in 2017 and 8% in 2018 (Texas Education Agency, 2020).   

Table 4.20 STAAR Student Performance Data Percentage, 2018-2019 is listed in Appendix B. 

Data findings continued with the comparison of the Bilingual District and Trilingual 

District with a description of the At Meets Grade Level or Above (Texas Education Agency, 

2020).  The bar graph represents the comparison of the Bilingual District and the Trilingual 

District Grade 3 Hispanic/Latinx Students percentage in Reading.   

 

Table 4.21 STAAR Student Performance Data Percentage, 2017-2018 
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The 2017-2018 Texas Performance Reporting System, STAAR  Performance Results 

(AEIS) for Bilingual District for Grade 3 Hispanic/Latinx (Meets Grade Level or Above)  in 

Reading was 44% in 2017 and 42% in 2018.  For the Trilingual District for Grade 3 

Hispanic/Latinx (Meets Grade Level or Above) in Reading, the data was 37% in 2017 and 30% 

in 2018.  The Bilingual District percentages were higher compared to Trilingual District by 7% 

in 2017 and 12% in 2018.  The Trilingual District decreased by 7% (Texas Education Agency, 

2018).  Table 4.21 STAAR Student Performance Data Percentage, 2017-2018 is listed in 

Appendix B.   

The 2018-2019 Texas Performance Reporting System, STAAR  Performance Results 

(AEIS) for Bilingual District for Grade 3 Hispanic/Latinx (Meets Grade Level or Above)  in 

Reading was 42% in 2017 and 45% in 2018.  For the Trilingual District for grade 3 

Hispanic/Latinx (Meets Grade Level or Above) in Reading, the data was 35% in 2018 and 39% 

in 2019.  The Bilingual District percentages were higher compared to Trilingual District by 7% 

in 2018 and 6% in 2019.  The Trilingual District increased by 4% (Texas Education Agency, 

2018).  Table 4.22 STAAR Student Performance Data Percentage, 2018-2019 is listed in 

Appendix B.   

 

At Masters Grade Level or Above 

Data results continued with the comparison of the Bilingual District and the Trilingual 

District with a description of the At Masters Grade Level or Above (Texas Education Agency, 

2020).  The bar graph represents the comparison of the Bilingual District and Trilingual District 

Grade 3 Hispanic/Latinx Students percentage in Reading.    
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Table 4.23 STAAR Student Performance Data Percentage, 2017-2018 
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Results (AEIS) for Bilingual District for Grade 3 Hispanic/Latinx (Masters Grade Level or 

Above) in Reading was 27% in 2017 and 21% in 2018.  For the Trilingual District for Grade 3 

Hispanic/Latinx (Masters Grade Level or Above) in Reading, the data was 23% in 2017 and 14% 

in 2018.  The Bilingual District percentages were higher compared to the Trilingual District by 

4% in 2017 and 7% in 2018.  The Trilingual District decreased by 9% (Texas Education Agency, 

2018).  Table 4.23 STAAR Student Performance Data Percentage, 2017-2018 is listed in 

Appendix B.   
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Reading was 14% in 2018 and 20% in 2019.  For the Trilingual district for grade 3 

Hispanic/Latinx (Masters Grade Level or Above) in Reading, the data was 25% in 2018 and 27% 

in 2019.  The Bilingual district percentages were lower compared to the Trilingual District by 

4% in 2018 and 7% in 2019.  The Trilingual District increased by 9% (Texas Education Agency, 

2020).  Table 4.24 STAAR Student Performance Data Percentage, 2018-2019 is listed in 

Appendix B.   

 

Summary of Findings for Research Question Two 

During the data analysis, student data from the Bilingual, Dual Language, or Trilingual 

programs were examined.  In summary, the Bilingual District in reading had a 10% higher 

percentage in the 2016-2017 school year with Approaches Grade Level or Above. The Trilingual 

District had a higher percentage of growth of 3% in 2016-2017.  The Bilingual District in 

reading had a 14% higher rate in the 2016-2017 school year with ELL.  The Trilingual District 

decreased by 2% in 2016-2017.  The Bilingual District had a 10% higher percentage in 2017-

2018 with Approaches Grade Level or Above.  The Trilingual District was higher by 8% in 2017 

and 8% in 2018.  The Bilingual District percentages were higher compared to the Trilingual 

District by 7% in 2017 and 12% in 2018 (Approaches Grade Level or Above).  The Trilingual 

District decreased by 7% in 2017-2018.   

The Bilingual District percentages were higher compared to Trilingual District by 7% in 

2017 and 12% in 2018 with Meets Grade Level or Above.  The Trilingual District decreased by 

7% (Meets Grade Level or Above).  The Bilingual District percentages were higher than the 

Trilingual district by 4% in 2017 and 7% in 2018 (Masters Grade Level or Above).  The 

Trilingual District increase in 2018-2019 by 9% with Masters Grade Level or Above. Grade 3 
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Hispanic/Latinx students in programs focused on learning one or two languages had higher 

growth percentages than Grade 3 Hispanic/Latinx students learning two or more languages.   

The results of the study provided evidence of Trilingualism effectiveness of instructional 

methods.  Findings were that students immersed in the Trilingual program used the experience of 

learning the new language as an opportunity for growth compared to those students who did only 

learn one language.    
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CHAPTER V 

DISCUSSION 

Presented in Chapter V are the study’s summary, discussion of the findings, implications 

for practice, recommendations for further research, and conclusions.  This section aims to expand 

the concepts of the study for further research in regards to Trilingualism.  The archival case 

research study confirmed that the instructional methods of Trilingualism and the STAAR 

assessment results provided evidence of student growth.  Findings included additional research 

in regards to Trilingual and the method of Trilingualism.   

 

Summary of the Study 

Based on the past three years’ data to current practices, the results demonstrated language 

improvements of Hispanic/Latinx Grade 3 students. The comparison was focused on Texas 

Academic Performance Reports of STAAR Reading data (Texas Education Agency, 2020).  For 

the STAAR, the data consisted of percentages from each district profile for three years, which 

reflected state standards (TEKS).  Each district receives reading scores from the Texas Education 

Agency yearly for their Grade 3 Hispanic/Latinx students.   
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The data analyses revealed students in the Bilingual, Dual Language, or ESL programs 

performed consistently from year to year for three years.  The Bilingual District data results for 

Grade 3 Hispanic/Latinx students were consistent in growth for reading, decreased data 

percentages were in reading, and data remained in the higher percentage range in reading.  The 

Bilingual District data results were compared to both district and state results. Therefore, systems 

in place for Bilingual, Dual Language, and ESL programs that were based on the state 

curriculum standards, the Texas Essential Knowledge and Skills (TEKS), revealed effective 

practices.   

            The data analyses revealed students in the Trilingual District programs performed 

consistently in their percentage growth for three different years.  The Trilingual District data 

results were consistent in growth in reading, decreased data percentages were in reading, and 

decreased data percentages were higher in 2017-2018 in reading.  The Trilingual District data 

results were compared to both district and state results. Therefore, it was concluded that systems 

for Trilingual methods based on the state curriculum standards, the Texas Essential Knowledge 

and Skills (TEKS), showed that Trilingualism models are significant.  For the school year 2017-

2018, the results showed inconsistent growth with Approaches, Meets, and Masters.  A common 

factor with the uneven development of data with Approaches, Meets, and Masters was the 

expanded construction of three new school buildings within the Trilingual District.  Based on the 

uneven development of data for the school year 2017-2018, it was concluded that the expanded 

construction had an effect on student’s data.   
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            When interpreting the Bilingual District’s comparison with the Trilingual District, the 

data reflected that Grade 3 Hispanic/Latinx students were comparable to each other, 

demonstrated growth, and reflected state standards’ implementation.  The comparison for 2016-

2017 for Approaches Grade Level or Above, reflected the Bilingual District percentages 

compared to the Trilingual district were higher by 10%  in 2016 and 8% in 2017.  The Trilingual 

District had a higher percentage of growth of 3%.  For 2016-2017, ELL data, the Bilingual 

District percentages were higher by 14% in 2016 and 13% in 2017.  The Trilingual District had a 

higher percentage growth of 3%.  This data again reflected growth in the Trilingual District.  For 

the school year 2017-2018 (Approaches), the Bilingual District percentages were higher by 2% 

in 2017 and 10% in 2018.  The Trilingual District decreased by 2 %.  In the comparison for 

2018-2019 (Approaches), the Bilingual District percentages were higher by 8% for both years to 

the Trilingual District.  The comparison for 2018-2019 (Meets) shows that the Bilingual District 

percentages were higher by 7% in 2018 and 6% in 2019.  The Trilingual District increased by 

4%.  For 2017-2018 (Masters), the Bilingual District percentages were higher again by 4% in 

2017 and 7% in 2018.  The Trilingual District decrease by 9%.  For the 2018-2019 (Masters), the 

Bilingual District percentages were lower compared to the Trilingual District by 4% in 2018 and 

7% in 2019.  The Trilingual District increased by 9%.   

           The comparison showed that the Trilingual District performed alongside the Bilingual 

District.  This significant analysis could result from the Trilingual Method and the 

implementation of Trilingualism in the Trilingual District.  As discussed in the Literature review, 

the Trilingual Method incorporates language acquisition, multilingualism, and metalinguistic 

knowledge.  Therefore, the processes, systems, and structural design are all a part of the Tri-

Method.   
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Discussion of the Findings 

The Trilingual program model provides students opportunities to acquire multiple 

languages, be immersed in a new culture/environment, or learn another language.  According to 

Grade 3 Hispanic/Latinx STAAR scores, the results reflect the year of end standards (student 

performance).  The STAAR standards (TEKS), Trilingual learning environment, and 

instructional practices reveal student learning progression.  Results showed that, students adapted 

to the learning environment that promoted cultural enrichment, language equity, and linguistic 

interactions were successful.  The five instruction areas using basic language skills (listening, 

speaking, reading, thinking, and writing) used enriched Trilingual methods.   The Trilingual 

methods follow these language skills and learning systems.  The learning systems are to 

coordinate instruction in three languages, model the Trilingual method, and teach with inclusion 

using thematic instruction.  The thematic instruction communicated and articulated clear cultural 

objectives; and promoted peer interaction and peer modeling.  These methods are a reflection of 

the SIOP immersion model (CAL, 2018).  The cultural objectives help students make 

connections to the new learning by using schema and language acquisition from their 

background experiences.  The cultural purposes were linked to both academic and language 

development.  For example, tiered vocabulary in reading, writing, listening, and speaking guided 

students to meet language objectives.  Lessons and activities in other subjects such as science, 

social studies, art, and music developed linguistic, content, and cross-curricula techniques for 

students to use. For example, when students attend the Chinese Class, a lesson taught was about 

the rock cycle.  Students would repeat vocabulary words that the teacher would present – rock, 

sediment, metamorphic, intrusive, and extrusive. When students heard the vocabulary, they 
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would join in and complete the journal writing of the Chinese Character signs in their journals 

throughout the lesson.     

According to Okal (2014), multilingualism practices are a benefit achievement in 

education.  Practices include creating and appreciating cultural awareness, academic and 

educational communication, creativity, and adjustment to appreciate all languages learned and 

being learned.  Multilingualism is used interchangeably with bilingualism, indicating the ability 

to speak two languages with proficiency and trilingualism to speak three languages.  Practices in 

multilingualism rely on text analysis, written materials, and designed frameworks with standards.  

The development of multilingualism depends on intense language contact.  Language contact is 

done with continuous language use, such as daily communication, environment, and instructional 

methods, including technology platforms.  As a result, speakers tend to involve code-switching 

during verbal communication.  Linguistic communication strategies, such as code-switching and 

code-mixing, are used in the learning environment and the home environment.  Countries like 

India witness code-switching with English, Hindu/Urdu, Bengali, and Tamil or in Africa with 

English, French, and Portuguese (Man, L., Bui, G., & Teng, M., 2018). 

Effective practices of multilingualism have demonstrated multimodal communication 

benefits language acquisition and language development.  Multilingualism (trilingualism) is a 

resource for an individual to synthesize knowledge and express knowledge.  Multilingualism 

entrenches orthography and enables the individual to move from one stage of communication to 

another.  Other findings from the Center for Applied Linguistics (CAL, 2020) reflect four 

multilingualism results.  The first finding is that multilingual (trilingual) students can use 

intellectual flexibility when studying different subjects.  Language learning gives the individual 

lateral thinking.  The second finding is that multilingualism enhances an intuitive understanding 
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of cultural values.  A third finding is that multilingualism people display greater social 

adaptability.  Lastly, multilingualism gives opportunities for human capital and improved earned 

income.   

Some formal and informal practices implemented in strengthening multilingualism 

(trilingualism) are standard practices and legal acts. Standard acts include the: Bilingual 

Education Act of 1968, the Official Languages Act of 1969, and the Bilingual-Bicultural 

Education Act of 1976.  Informal methods and practices include primary and secondary levels of 

language education (Bilingual, Dual Language, and ESL programs), application of 

communicative language teaching on linguistics, sociolinguistic, socio-cultural, and strategic 

competencies.  Competences with grammar-translation, direct method (target language), reading 

method, audio-lingual, audiovisual approaches, and continuous teaching in a trilingual 

environment show results in student performance.  Both foreign and indigenous language 

teachers are instrumental in helping to achieve the multilingual (trilingual) practices.  Linguistic 

experts (Center for Applied Linguistics, CAL, 2020) agree that in the translation of the languages 

(indigenous and foreign) are communicative competence.  The translation of languages enhances 

the knowledge of speaking, listening, thinking, writing, and reading.   

Findings from this archival research study focused on a comparison of bilingual methods 

and trilingual methods.  The STAAR data points (End of Year) summarize the state curriculum 

and state standards.  The research findings described scores that reflected systems using the Dual 

Language program, Bilingual program, ESL program, and Trilingual program.  Each program 

uses instructional methods to address Dual Language, Bilingual, ESL, and Trilingual 

effectiveness.   
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As stated in the literature review, the primary concept of successful multilingual program 

designs included the following elements; (Tokuhama-Espinosa, 2008).  The research findings 

reflected,  the Bilingual District and Trilingual District had multilingual programs that provided 

ongoing assessments using multiple measures.  The Bilingual District and Trilingual District had 

multilingual programs that integrated school environments where all language learners were 

together learning.  Both districts had high expectations for everyone in the learning environment 

(district, administration, teachers, staff, faculty, and students).  The multilingual programs in the 

Bilingual District and Trilingual District hold all languages to be of equal status.  The findings 

continued with schools in the Bilingual District and Trilingual District demonstrated value for all 

cultural heritages represented by their student body.  The Bilingual District and Trilingual 

District have multilingual programs that encouraged parent involvement.  The multilingual 

programs in both districts offered continuous staff development utilizing  

languages, cultures, and modern pedagogical methods.  The languages that are being  

taught in both districts are using academic content.  The multilingual programs in both  

districts encouraged critical thinking across the language program. The multilingual  

programs in both districts activated students’ prior knowledge linking new information to  

experiences, present learning, and future events.  The multilingual programs in both  

districts showed respect for students’ home language and culture.  The multilingual  

programs in both districts utilized cooperative learning.  The multilingual programs in the  

Bilingual and Trilingual District encouraged interactive and discovery learning.  Lastly,  

the multilingual classrooms in both districts supported intense and meaningful  

cognitive/academic development.   
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Based on both this archival research study and the findings of Tokuhama-Espinosa, 2008; 

the research findings offer some critical insights supporting the benefits of trilingualism.  Within 

the cognitive area of multilingualism, these benefits encourage multilingual learning and 

education (Tokuhama-Espinosa, 2008), as stated in the literature review.  The Bilingual District 

and Trilingual District 3rd Grade Hispanic/Latinx students, when observed, displayed 

multilingualism’s cognitive area, had deeper abstraction levels and could code-switch much 

faster-using multilingualism. 

 

Implications for Practice 

In this study, STAAR Reading scores from two different school districts were compared.  

The Bilingual district and the Trilingual district had similar language learning systems, had 

similar language acquisition programs, and had identical speaking, listening, thinking, and 

writing standards in place.  In these areas of practice, this affected the research study.   

The importance of this research study revealed instructional practices, curriculum design, 

and program implementation had a direct impact on 3rd Grade Hispanic/Latinx student 

achievement with regards to Trilingualism.  This archival case study indicated that Trilingualism 

or Tri-method directly accounted for student growth using the TEKS (standards), current 

language linguistic implementation, and background knowledge of the Dual language model.  

The systems in place (Curriculum Design, Instructional Practices, and Program Implementation) 

for the Trilingual or Tri-method indicated effective practices have been implemented and have 

continued to grow.  This research was meaningful and helpful in understanding the Bilingual, 

Dual language, and ESL programs STAAR data results in reading compared to the Trilingualism 

STAAR data results in reading.  Findings provided 3rd Grade Hispanic/Latinx student 
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achievement in reading and 3rd Grade Hispanic/Latinx student achievement growth over three 

years in reading.  Furthermore, this research gave a structural foundation for future research in 

Trilingualism.   

Delimitation: 

The delimitation boundary set by the researcher in this study is stated as follows.  The 

delimitation is that the Trilingual method does exist in other states. The researcher chose Texas 

with the one Trilingual School District.  The delimitation included the state of Texas school 

systems that are governed by the Texas Education Agency.  Under the Texas Education Agency, 

school districts are required to assess students using the end of year STAAR assessment.   The 

STAAR assessment is a conceptual assessment measuring the TEKS standards with testing 

protocols (Texas Education Agency, 2018). 

 Limitations: 

The first limitation of the research study was that a limited number of schools utilize the 

Trilingual method in the state of Texas and the United States. Trilingual schools may be private 

schools, public schools, or charter schools. The location of the Trilingual schools such as rural, 

urban, private school, and state/public was also a limitation.   The Trilingual District researched 

has campuses in Dallas, Ft. Worth, and Houston.    

The second limitation of the research study were variables outside the control of the 

researcher.  The variables were:   a.) student achievement, b.) availability of various resources, 

c.) current Dual-language programs, d.) the quality of the instructional program (lesson plans), 

e.) parental involvement in the district, f.) current school systems – schedules, administration, 

and teacher instruction, g.)  AEIS reports (Academic Excellence Indicator System), h.), and the 

fact that STAAR assessments (AEIS reports) may be given in Spanish to students.   
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The third limitation of the research study that was considered was that different amounts 

of instructional time are devoted to one language over the other in Trilingual schools.  

Elementary schools consider using three different languages for instruction or learning activities 

in the Trilingual methods.  This instruction practice is done in one primary language and then 

given time for instruction using the other two languages.  The amount of instructional time may 

vary from each teacher devoted to the different languages.  Middle school and High schools use 

all three languages actively and throughout the day in Trilingual schools.   

Another limitation that is considered is having the qualities of teachers in all three target 

languages.  Teachers are needed that have multilingual didactics, meta-linguistic awareness, 

language command, and fluency.  Teachers that understand the development and implementation 

of teaching methods in all three languages are a needed requirement.   

  The student’s age is also a limitation.   Students may have started to learn one language, 

two languages, or three languages at a given period or a different age.  Some questions to keep in 

mind about student’s age are: did the student begin in primary school learning the trilingual 

method?;  or what is the student’s home language (English, Spanish, and Mandarin)?   

The ease of transferring knowledge from one language to another language to another 

language may vary is another limitation.  Students develop skills in each language with literacy, 

language acquisition, linguistic interdependence, and these skills may vary.  Students must 

understand the differences and similarities between each language (vocabulary, grammar, and 

syntax) and, therefore, may be at different levels of knowledge.   

Variations of students or personal backgrounds is another limitation.  Variations of 

student’s experiences may also include students who are native English speakers with adequate 

preparation and support; students who are the second or third generation of English speakers; 
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students who are native English speakers with third cultural backgrounds; and students who are 

native speakers of other languages. 

Last, students with differences from background exposure to language input is a 

limitation.  Students may have parents that are bilingual or trilingual 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 to collect observation data from Dual 

Language and bilingual programs, observation data from the Trilingual program, and to compare 

observation data in the Dual Language, Bilingual, and Trilingual programs in Texas. Observation 

data should be obtained from classrooms, small group instruction, and pair share activities.  

Observation data could include systems embedded in the Dual language and bilingual programs 

that effectively operate with native Spanish speakers in Texas.  With the current language 

linguistic data, other ELL programs’ languages have lower scores than Spanish speakers (CAL, 

2020). The observation data obtained would give insight in establishing best instructional 

practices.    

Future research could also include looking at each of the percentages of instruction 

language in Dual language and Bilingual programs.  For example, percentages of instruction that 

classrooms are implementing  (30/70, 10/90, or 50/50).  Future research could also include 

comparing instructional strategies used in a language.  For example, what instructional strategies 

are being used in Spanish in the classroom.  

Other research could include the accountability rating from the Texas Education Agency 

(Texas Academic Performance Report).  The accountability rating could be adjusted to include 
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the name of languages such as French, Spanish, or German.  This information could be compared 

and understood with how many students that are learning (L2) and learning (L3).   

Further research would consist of having students who have a foundation of a language 

and are learning (L2) and learning (L3).  Each language proficiency could be identified to show 

where the student is progressing with (L2) and (L3).  The data would include student’s age and 

could be classified into age groups.  The language proficiency could also include student’s 

language background information.  For example:  when did the student starting learning (L2) and 

(L3) or what environment did the student learn each language.  This information could be used in 

comparing an understanding of language-minority to other linguistic populations.     

Additional studies are needed for minority students with multiple languages in middle 

and high school.  Studies for minority students could include Hispanic/Latinx, Chinese, or 

Arabic. The recommendations would include second-language oral proficiency, phonological 

processing in older students, instructional/assessment practices, and how the Trilingual method 

works with students with learning difficulties.  The majority of the research investigations on 

minority students with multiple languages using the Trilingual method have been conducted with 

primary and elementary grades.  Research investigations and studies for middle and secondary 

schools would reveal language progression, linguistic proficiency, reading fluency, and written 

composition.  Research studies would include the components for reading comprehension, 

literary practice, assessment data, and instructional strategies (August, D., & Shanahan, T., 

2010). 

Within the State of Texas, public schools are making transitions to include a campus 

utilizing Trilingual methods.  For example some districts have one campus teaching English, 

Chinese, Spanish, and French.  The campus is learning a one language program using Trilingual 
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methods.  Another example is a district is using a Bilingual elementary school that has a French 

Dual Language Immersion program.  Last, many districts that have Bilingual programs have set 

up Mandarin Chinese Language classes for students.  Some district’s Bilingual programs include 

leadership classes with languages for teachers and staff.  The district’s Dual Language programs 

are also reviewed to ensure that the Dual Language programs are reliable.  Efforts are being 

made to provide opportunities for students to acquire multiple languages.   

 

Conclusion 

As the culture moves to global competence, it is essential to remember that the school’s 

culture impacts student achievement.  Culture is defined as having a shared vision of values, 

beliefs, assumptions, expectations, and behaviors (Westerberg & Davison, 2016).  Cultural 

awareness encourages intellectual achievement, meaningful cohesion, powerful mindsets, 

establishing relationships, and community involvement.  Dual language, Bilingual, and 

Trilingual programs have the potential to enable students to acquire one or more languages and 

improve overall student achievement through cultural awareness.  With multilingual knowledge 

and cultural awareness, students can achieve global competence through the curriculum, 

planning, coaching, fostering relationships, service learning, and involvement in an inclusive 

environment.   

According to Boix and Jackson (2011), four essential competencies are present for 

globally competent students for the future. The four competencies reveal that students who are 

Bilingual or Trilingual have a favorable future.  The first basic competency is investigating the 

world beyond their immediate environment, framing significant problems, and conducting well-

crafted and age-appropriate research.  The second competency is to recognize, articulate, and 
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explain various perspectives.  The third competency is communicating ideas effectively with 

diverse audiences, bridging geographic, linguistic, ideological, and cultural barriers.  The fourth 

competency is to improve students’ conditions, viewing themselves as a part of the team using 

collaboration and reflections.  For students that are Bilingual and Trilingual, each competency 

can reflect an individual’s experiences, language development, and language communication that 

enhances global competency. 

With effective communication as a primary tool for global competency, students are 

taking action by learning and communicating with one or more languages. This communication 

allows students to invest in their own culture and language while acquiring new languages.  By 

embracing the benefits of learning world languages in Dual Language, Bilingual, and Trilingual 

programs, students can gain a cross-cultural understanding of languages, develop an appreciation 

of languages, and experience diverse learning perspectives.   
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Figure 1:  This is a chart that describes the “Number of languages and their total Speaker 

population by region of origin.  (https://en.bab.la/). (Bab.la, 2018) 
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Figure 2:  State of Texas Assessments of Academic Readiness – STAAR example: 

http://texasassessment.gov/ 
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APPENDIX A 

Table 1: Significance of the Study for Tri-lingualism 

Significance of the Study for Trilingualism 
Current Schools Using Trilingualism 

International Schools Public Schools – United 
States 

Charter Schools/Private– 
United States 

The Ministry of Education in 
Sri Lanka- Sinhala, Tamil, and 
English 

Dual Language, Bi-literacy, 
and/or ESL Programs only 
English – Home Language 
Method 

Charter School - International 
Leadership of Texas K-12 

Hong Kong Primary Schools- 
Cantonese, English, and 
Putonghua 

Example: Houston ISD – 59 
Dual languages campuses; 
Los Angeles ISD -64 dual 
language programs; and 
Utah -100 dual-language 
schools (current 2017- 1,442 
schools with Dual Language 
programs and growing.) 

Private School -Atlanta 
Trilingual Academy – Smyma, 
GA. K-8 

Franco Provencal Schools – 
Acosta Valley – French, 
Italian, German 

 Private School/Home school-
Oasis Trilingual Community in 
Temple City, CA.  K-8 

Carinthia – the Republic of 
Austria – German, Slovenian, 
English 

 The Awty International School 
Houston, Tx – Private K-8 

Ladin of Dolomite Area, Italy 
– German, Italian, and Ladin 

 Baltimore International 
Academy Elementary/Middle 
School – Baltimore, MD – 
charter – K-8 – Bilingual 
Program only – charter school 

Grand Duchy of Luxembourg, 
France – French, German, 
Luxembourgish 

  

North Frisia, Germany – 
Danish, Frisian, and German 

  

Valencian Community, Spain 
– Castilian, Valencian, English 
or French 
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Table 2:  Teaching Vocabulary with English Language Learners 

Teaching Vocabulary with English Language Learners 

Vocabulary is taught in an explicit, systematic 
way 

Vocabulary is chosen according to the 
student’s level of instruction.  Vocabulary 
words are tiered, repeated to ensure mastery, 
and definitions are encouraged in other 
content areas.   

Vocabulary is taught thematically. Themes are organized by reading content, 
and vocabulary is reinforced in context.   

Vocabulary is taught using cognates.   Vocabulary words are connected with words 
in English and home language.   

Vocabulary is reviewed.   Before reading, vocabulary is introduced by 
previewing the context.  Questions are asked, 
like, “What do you think this word means in 
the text?”  “Why is this important?”   

Vocabulary is taught using root words and 
affixes.   

Words are shown in smaller pieces such as 
roots, prefixes, and suffixes to make words 
more comprehensible.   

Vocabulary is taught to build academic 
knowledge.   

Vocabulary is encouraged to be used K-12, all 
subjects, and with all content.  Students are 
encouraged to use previous, current, and 
future vocabulary in reading and writing.   

Vocabulary is taught by content.   Subjects have vocabulary according to 
content.  Such as Science – ex:  
photosynthesis or Math – ex: decimal, 
percent, or fraction. 

The process teaches vocabulary.   Students learn vocabulary words by process 
of 1.  Define the word 
2.  Know when to use the word 
3.  Know the Word’s multiple meanings 
4.  Can decode and spell the word 

Vocabulary is taught using context clues.   Vocabulary words are understood with 
meaning when using surrounding sentences 
or paragraphs.   

Vocabulary is used multiple times by 
students.  

Students use the vocabulary words in their 
primary language to make associations, use 
cognates, and practice speaking, in reading, in 
writing, in artwork, in all content, and with 
the kinetic movement for memory (physical 
response – TPR).   

Vocabulary is found in the text known and 
unknown.   

Students underline, highlight, list words, use 
sticky notes, make notes in journals, form 
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connections with vocabulary words, and use 
vocabulary to foster comprehension. 

Vocabulary is taught by using signal words 
and/or directional words.   

For signal words, students recognize them as 
transition words.  For example:  cause/effect, 
therefore/because, despite/while, 
then/before.  For directional words, students 
understand them to be performing words 
such as explain, compare, inform, contrast, 
persuade, and justify.   

 

Table 3:  Current Instructional Practices Comparing Dual Language with Trilingual 

Education 

Current Instructional Practices Comparing Dual Language with Trilingual 

Education 

Dual Language, Biliteracy, ESL Programs Trilingual Method 

SIOP Model  SIOP Model 

Balanced Literacy – Daily Message, 
Interactive Read Aloud, Shared Reading, 
Word Work, Guided Reading, Writer’s 
Workshop, Independent Reading 

Balanced Literacy- Daily Message, Interactive 
Read Aloud, Shared Reading, Word Work, 
Guided Reading, Writer’s Workshop, 
Independent Reading 

Guided Reading – Literacy Stations – 
Accuracy, Expression, and Rate 

Guided Reading-Literacy Stations-Accuracy, 
Expression, and Rate 

Mind Maps, Concept Maps Mind Maps, Concept Maps 

Small Groups, Pair Share Small Groups, Pair Share 

Teacher table Teacher Table 

Writing across the content – Reading as 
Writing, Writer’s Workshop, Writing Process 

Writing across the content-Reading as 
Writing, Writer’s Workshop, Writing Process 

Project-Based Learning Project-Based Learning 

Vocabulary – Word Origin, Building 
Background, Tiered List, Word Sorts (in two 
languages) 

Vocabulary – Word Origin, Building 
Background, Tiered List, Word Sorts (in all 
three languages) 

Vocabulary – Word Wall – both languages Vocabulary – Word Wall – three languages 

Scaffold Instruction – Paraphrasing, Think 
Alouds, Contextual definitions, Pronunciation 
– two languages 

Scaffold Instruction-Paraphrasing, Think 
Alouds, Contextual definitions, Pronunciation 
– three languages 

Stem-Science – Strategies using the Scientific 
Process 

Stem-Science – Strategies using the Scientific 
Process 

Math – 2 to 3 step problem solving/open-
ended questions 

Math- 2 to 3 step problem solving/open-
ended questions 

Shared Writing Shared Writing 

Pre/Post Assessments within the lesson cycle Pre/Post Assessments within the lesson cycle 

Essential Questions Essential Questions 

Content Objective/Language Objective Content Objective/Language Objective 

RTI – Response to Intervention -Tiers RTI – Response to Intervention -Tiers 
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Translation – Multiple Resources Translation – Multiple Resources 

Differentiated Instruction Differentiated Instruction 

Elective Classes for Spanish and French Only; 
for Grades 6-12 

Elective Classes for 3rd language – multiple 
choices – K-12 

Centers/Stations/Daily Reflection Centers/Stations/Daily Reflection 

Technology Applications – Apps, Programs, 
Assessment Tools (both English/Spanish), 
Google Classroom, Ipads, Chromebooks, 
Virtual Reality  

Technology Applications – Apps, Programs, 
Assessment Tools (both English/Spanish), 
Google Classroom, Ipads, Chromebooks, 
Virtual Reality 

Thematic Units – Social Studies Thematic Units – Social Studies 

None Elective Classes that are taught in one 
language (Ex:  Spanish) such as Personal 
Finance, Music Production, Culinary arts – 
Grades 9-12 

Blocked Scheduling for one language- Grades 
6-12 

Blocked Scheduling for multiple languages – 
Grades 6-12 

Professional Development – multiple 
strategies with instruction 

Professional Development – multiple 
strategies with instruction in that language 
such as Spanish, Chinese, or French 

SAMR Model – Substitution, Augmentation, 
Modification, and Redefinition 

SAMR Model – Substitution, Augmentation, 
Modification, and Redefinition 

Learning Continuum – All subjects Learning Continuum – all subjects 

Literacy Continuum – K-8 Reading Literacy Continuum – K-8 Reading 

VIDA Education – K-12 VIDA Education – K-12 

AVID – K-12 AVID – K-12 

Instructional Coaching/Mentoring Instructional Coaching/Mentoring 

Story Telling, Retelling, Thinking for English 
Language and Literacy Acquisition – STELLA – 
K-2 

Story Telling, Retelling, Thinking for English 
Language and Literacy Acquisition – STELLA – 
K-2 

Formative and Summative Data- assessment 
– BOY, MOY, and EOY 

Formative and Summative Data – 
assessments – BOY, MOY, and EOY 

Curriculum-Based Assessments – Unit 
Assessments, Benchmarks, and Semester 
Exams 

Curriculum-Based Assessments – Unit 
Assessments, Benchmarks, and Semester 
Exams 

 

Table 4:  SIOP Features 

Preparation Scaffolding Grouping 
Options 

Integration 
of Process 

Application Assessment 

Adaptation of 
Content 

Modeling Whole-Class Reading Hands-on Individual 

Links to 
Background 

Guided practice Small 
Groups 

Writing Meaningful Group 
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Links to Past 
Learning 

Independent 
Practice 

Partners Speaking Linked to 
objectives 

Written 

Strategies 
incorporated 

Comprehensible 
input 

Independent Listening Promotes 
Engagement 

Oral/Observation 

List/Group/Label Feedback Teacher 
Table 

Thinking Collaborative Curriculum-
Based 

Lesson Sequence and Reflections are included at the bottom of the lesson plan.   

Table 5:  Second and Third Language Instruction/Acquisition Implications/Challenges vs. 

Effective Practices 

Previous Experiences with oral and 
written language.  Some experiences 
may be replaced or forgotten.   

Previous Experiences with oral and 
written language are developed through 
literacy.  School culture recognitions 
cultural identities, knowledge, and 
experiences by using instructional 
practices.   

Socializing learning is not quickly learned.  
Instructional practices are adjusted to 
meet different levels of the language.   

Balanced instruction, interaction, peer 
teaching, small group instruction, guided 
reading, project-based learning, and 
extracurricular activities are provided.   

The current Academic level is below 
grade level.   

Cognitive and academic growth continues 
with language integrated within the 
content and subject areas.  Instruction is 
given in thematic units, RTI, small groups, 
pair-share, elective classes, and peer 
teaching.   

Instruction is given in multiple media 
such as drawing, writing, conversations, 
social media, and limited personal 
interaction.   

Students are given time to share out 
findings with research, organize 
events/activities, and assign tasks to use 
the new language such as group leaders.   

Parent Involvement is limited.   Language achievement and social growth 
are highly encouraged for parental 
participation.  Volunteers, visitors, and 
other guest speakers are encouraged to 
come to the learning environment and 
share experiences.   

Resources are limited.   Schools provide dictionaries, 
encyclopedias, books, schedules, 
technology, google classrooms, apps, 
devices (chrome books, iPad), and other 
available resources.   
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Limited Teacher with the same 
languages, culture, and experiences.   

Schools provide highly qualified teachers 
in second and third languages.  Teachers 
use their languages as a teaching tool.   

 

Trilingual Method – This study shows that are patterns between the bilingual method and trilingual 

methods.  Patterns with code-switching, patterns of language combinations, ways of learning strategies, 

and combinations of students’ language structure, social, and cultural backgrounds.   

Table 6 - Mathematics vs. Reading -Acquiring New Languages 

Math Reading - Literacy 

Comparative – Greater than, less than, 
addition, subtraction 

5 Components of Reading – Phonemic 
Awareness, Phonics, Vocabulary 
development, Reading Fluency, and Reading 
Comprehension Strategies 

Preposition- Divided into, multiplication Phonemic Awareness – 41 phonemes are 
combined to form syllables and words 

Passive – X and Y Phonemic Awareness – Other than English – 
may not be represented in the native 
language; words and sounds may be 
different; language sounds may be 
categorized in the first language, and 
research-based activities effectively learn a 
new language.   

Logical Connect – if x is ___, y is ____ Phonics – Relationship between the 
phonemes, which is a systematic relationship 
between letters and sounds.   

Reversal – a + b= a+b Phonics – Other than English- Language may 
not have a written form of concepts and 
function of sounds; letters correspond 
differently to sounds in both written and 
spoken form.  Letters may look the same as 
English but have different sounds, such as in 
Spanish.   

Sematic Features – Vocabulary – example:  
add, plus, combine, more than, and increase; 
example:  subtraction, minus, differences, 
less than, and decrease 

Vocabulary development is a word-sense of 
understanding a word and its meaning.  
Vocabulary is the building block to reading 
comprehension.  Some vocabulary words are 
multiple–meaning words.   

Symbols of Mathematical Notations- number, 
equal, square root, addition, subtraction, 
multiplication, and division 

Vocabulary development other than English – 
students may read phonetically, and no 
comprehension is made.  Vocabulary 
development occurs through conversations, 
listening, and reading to self.  Instruction is 
implemented explicitly with before text, 
during text, word meanings, and context 
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clues.  Communication is spoken in a new 
language, with academic content a challenge.   

Problem Solving – multiple steps  Reading Fluency – Words are read accurately 
with prosody, speed, and proper expression.  
Students are encouraged to read out loud, 
silently on their own, outside the classroom, 
and continually.   

 Reading Fluency – other than English – 
Students are encouraged to read in the first 
language, listen to books, shared reading, 
read aloud, and listen to books read aloud.   

 Reading Comprehension – incorporates all 
reading components with thinking, listening, 
speaking, and thoughtful interaction.   

 Reading Comprehension – other than English 
– continuous discussions of meaning, 
comprehension, and understanding of the 
language are encouraged.  Translation 
concepts and techniques are used.  Students 
are given authentic texts, essential questions, 
modeled summarization and challenged to 
think critically.   

 

Table 7- Reading ELPS Learning Strategies, Math ELPS Learning Strategies 

Seidlitz & Avila (2010) give examples for reading and math with the cross-curricular integration 

for a language-rich interactive classroom.   

Reading ELPS Learning Strategies 

1A:  Use what they know about ____ to 
predict the meaning of……. 

1D:  Use strategies such as ____ to discuss…. 

1B:  Check how well they can say….. 1E:  Use and reuse the words/phrases 
_____in discussion/writing about….. 

1C:  Use ____ to learn new vocabulary 
about…. 

1F:  Use the phrase_____ to learn the 
meaning of 

Listening Speaking 

2A:  Recognize the correct pronunciation 
of….. 

3A:  Pronounce the words______ correctly. 

2B:  Recognize sounds used in words…… 3B:  Use new vocabulary about ___ in stories, 
pictures, descriptions, and communication. 

Reading Writing 

4A:  Identify relationships between sounds 
and letters by….. 

5A:  Learn relationships between sounds and 
letters when writing 
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4B:  Recognize the directionality of English 
text. 

5B:  Write using newly acquired vocabulary 
about… 

 

Math ELPS Learning Strategies 

Content Objective Language Objective 

1.1B We will use base ten blocks to order 
whole numbers. 

2C We will identify sounds in words ones and 
tens heard in a discussion about place value.   

5.3E The learner will add fractions with 
common denominators by using fraction 
bars.   

5G The learner will explain in writing how to 
add fractions with common denominators by 
using the words fraction bar, common 
denominator, and add.   

7.11A I will select a line graph, bar graph, and 
circle graph to display collected data.   

3G I will express opinions about which graph 
to select by using the sentence stem, “I think 
the best choice is ____ because….” 

A.6D (High School) The student will write 
equations of lines given a point and a slope, 
two points, or a slope and y-intercept.   

2H The student will identify implicit ideas and 
information heard in a discussion by 
participating in a Carousel Sharing Activity.   

P.3A We will investigate trigonometric 
functions. 

5B We will write using newly acquired 
vocabulary about trigonometric functions.   

 

Table 8 - Immersion Teaching Strategies Observation Checklist 

The immersion teacher aims to: Examples: 

1. Integrate language, content, and 

culture 

Content/Language Objectives; Evaluates 
language, content, and culture learning 

2. Attend to continuous language 

growth and improve accuracy 

Accountable/Uses a variety of useful 
feedback techniques/Differentiates feedback 
& meaning 

3.  Make input comprehensible Comprehensive checks, routines, and pre-
reading/pre-writing 

4.  Create an L2-rich learning 
environment 

Extends students’ language repertoires 

5.  Use teacher talk effectively Articulates and enunciates clearly 

6.  Promote extended student output Communicates and consistently reinforces 
clear expectations about language 
use/employs questioning techniques 

7.  Attend to diverse learner needs Uses cooperative group learning 
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                                       APPENDIX B 

Table 4.1 STAAR Student Performance Data Percentage, 2016-2017 

 

Table 4.2 STAAR Student Performance Data Percentage, 2016-2017 
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Table 4.3 STAAR Student Performance Data Percentage, 2016-2017 

 

 

Table 4.4 STAAR Student Performance Data Percentage, 2016-2017 
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Table 4.5 STAAR Student Performance Data Percentage, 2017-2018 

 

Table 4.6 STAAR Student Performance Data Percentage, 2017-2018 
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Table 4.7 STAAR Student Performance Data Percentage, 2018-2019 

 

Table 4.8 STAAR Student Performance Data Percentage, 2018-2019 
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Table 4.9 STAAR Student Performance Data Percentage, 2017-2018 

 

Table 4.10 STAAR Student Performance Data Percentage, 2017-2018 
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Table 4.11 STAAR Student Performance Data Percentage, 2018-2019 

 

Table 4.12 STAAR Student Performance Data Percentage, 2018-2019 
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Table 4.14 STAAR Student Performance Data Percentage, 2017-2018 

 

Table 4.13 STAAR Student Performance Data Percentage, 2017-2018 
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Table 4.15 STAAR Student Performance Data Percentage, 2018-2019 

 

Table 4.16 STAAR Student Performance Data Percentage, 2018-2019 
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Table 4.17 STAAR Student Performance Data Percentage, 2016-2017 
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Table 4.18 STAAR Student Performance Data Percentage, 2016-2017 

 

Table 4.19 STAAR Student Performance Data Percentage, 2017-2018 
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Table 4.20 STAAR Student Performance Data Percentage, 2018-2019 

 

 

Table 4.21 STAAR Student Performance Data Percentage, 2017-2018 
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Table 4.22 STAAR Student Performance Data Percentage, 2018-2019 

 

 

Table 4.23 STAAR Student Performance Data Percentage, 2017-2018 
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