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ABSTRACT 

Student, Juan SuarezOrtiz., A Case Study of Personalized Learning in the Elementary 

Bilingual Classroom. Doctor of Education (EdD in Executive Education Leadership), 

Houston Baptist University, Houston, Texas, May of 2022. 

The purpose of this study was to measure the effect of instruction delivered in both 

English and Spanish using the Preview-View-Review (PVR) strategy on the language 

development of English Learners (ELs) newcomer students in Title I elementary school 

(matriculated in a large, urban southern school district). For this study, the researcher 

used quantitative archival study from a selected elementary school in a large urban 

southern school district. The researcher used archival data points to compare participant´s 

STAAR assessments results. 

Findings 

In this case study, the instructional approaches implemented throughout the four years are 

evident based on the student performance data of STAAR in grades third through fifth. 

Data findings demonstrated that the most significant results were seen in math and 

science, the the strategy of Preview-View-Review was implemented in those grade 

levels, as well as the bilingual strategies of Bridge and Translanguaging. 

Conclusions 

The Preview-View-Review bilingual strategy provides English Learner Newcomer 

students with opportunities to learn academic concepts using cross-linguistic connections 

to transfer different aspects of language and at the same time allow students to pair-share 

in their home language to summarize key concepts. In addition, data findings from this 

case study demonstrates that when bilingual and ESL teachers personalized instruction 



 

for English Learner Newcomer students have the opportunity to prioritize their own 

goals, learn at their own pace, and be the owner to their learning. 
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CHAPTER I 

 For decades, our education system has been a rigid structure. The education 

system’s structure has traditionally been a one-size fits all in which children have not 

been the center of their own learning. The current and future generations of students need 

a paradigm shift in their education. The paradigm shift would consist of students learning 

at their own pace, developing their own strengths, learning from their mistakes and 

having the right experiences that will help them flourish to be prepared for the jobs that 

have not been created yet. The educational system needs a new framework that helps 

transform the learning scopes and enables a learning environment that is vibrant for 

learners.  

Pane et al. (2017), explains that Personalized Learning (PL) prioritizes a clear 

understanding of the needs and goals of each student helps address the needs for each 

goal. This approach allows students to learn at their own pace and be the owners of their 

learning by allowing them to set ambitious goals. When students are engaged in their 

learning and give good use to their talents, the achievement gaps may be reduced because 

students are at the center of their learning.  

Research by Ballantyne et al., (2008) shows that English Learners (ELs) in the 

nation’s K-12 student population increased 57 percent in 10 years. The newcomer 

students are English learners who did not attain reading proficiency by the end of third 

grade. For this reason, the Newcomer students are at risk of academic failure through 

high school and the importance of creating opportunities for success for this population. 
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Background of the Study 

According to Kena et al. (2015), English Learners (ELs) make up almost ten 

percent of the total student population in public schools, with 5.3 million enrolled in K-12 

schools in 2013. This demographic reality also required a paradigm shift, in which 

teachers needed to personalize their instructional approaches for second language 

development. Soltero (2016) explained that “while many teaching strategies are indeed 

effective with all students, including ELs, teachers should understand that learning in a 

second language requires specialized instructional approaches and pedagogical tools that 

take into account student’s language proficiency levels as well as language acquisition 

processes” (p.94). The result of the instructional approaches help students learn the target 

language, maintain their home language, and then become bilingual and biliterate. 

According to the U.S. Census data from 2000, about one in five children ages 5-7 in this 

country are from immigrant families, which means 10.8 million children. The population 

of children from immigrant families is growing faster than any other group of children in 

the nation (Hernandez, Denton, & McCartney, 2008). 

On the other hand, the number of ELs in Texas keeps increasing and the need for 

personalized bilingual instruction is becoming more important in both the short and long 

term. By implementing the personalized approach in bilingual classrooms, teachers will 

give opportunities to newcomer students to engage in meaningful learning experiences 

that will enable them to become bilingual and biliterate. 
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Research shows that the national high school dropout rate for Hispanics is 14%, 

compared to 7 percent for African Americans and 5 percent for whites (Aud et al., 2013). 

It is imperative that teachers utilize the best instructional approaches to support 

newcomer EL students. 

Pane et al (2017) demonstrated that by creating learner profiles, teachers have the 

opportunity to see student data and provide instant feedback to students. By doing this, 

the teachers can create individualized student goals that fit the needs of each student. This 

is an excellent resource for both teachers and students because it can help create an 

academic progress tracker where students can have ownership over their learning. In 

addition, the student feels responsible for his/her learning and allows the teacher to keep 

engaging the students in their learning journey. 

  An important element that newcomer English learners need in their academic life 

is to see personal progress and feel ownership over the learning. In the personalized 

bilingual classroom, students have ownership over the growth and see the relevance of 

keeping close attention to their data. Genesee, Echevarria & Goldenberg (1999) 

explained the importance of Program Alternatives for English Learners because these 

programs open new opportunities for learning to English learners. These students can 

work on creating their own language goals with the support of the teacher or instructional 

coordinator and decide which are the best learning paths that can help them achieve 

higher levels of language proficiency.  
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Genesee, Echevarria & Goldenberg (1999) explained that there are seven Program 

Alternatives for the bilingual program. These programs include: 1) Two-Way Immersion, 

2) Developmental Bilingual, 3) Transitional Bilingual, 4) Newcomer, 5) English as a 

Second Language (ESL), 6) Structured English Immersion, and 7) Sheltered Instruction. 

 The Two-Way Immersion program integrates students into mainstream American 

culture and maintains the ELs home culture. The main goal of this program is 

bilingualism. The language of instruction for ELs is English and for those native speakers 

of English is to learn Spanish, so both ELs and native speakers, receive academic 

instruction, half-day in English and the other half of the day in Spanish. Usually, the 

grade levels served are K-12. The typical length of student participants of this program is 

5-12 years. To make this program successful it is imperative to have a good balance 

between the native speakers of English and non-native speakers. 

 The Developmental Bilingual program is another alternative program for ELs, in 

which the main goal is bilingualism, and the student cultural goal is that students are fully 

integrated into mainstream American culture while maintaining their home language. The 

language of instruction is the home language of ELs and English non-native speakers of 

English with the same home language (L1). The grades that will benefit from this 

program are primarily elementary, and the typical length of student participants of this 

program is 5-12 years. 



 

 

18 

 

 The transitional bilingual alternative program’s language goal is English 

proficiency, and it looks to integrate students into mainstream American culture. The 

language of instruction for students is L1 of ELs and English non-native speakers of 

English with the same L1; students may come from various backgrounds. The typical 

length of student participation in the program is two to four years and primarily 

elementary grade levels should be served under this program. 

 The newcomer alternative program looks to integrate students into mainstream 

American culture and the main language goal is English proficiency. The language of 

instruction for students is English (some programs use home language). Students who are 

enrolled in this program usually participate for at least one semester. In addition, this 

program is available for children in grades K-12. 

 The English as a Second Language alternative program serves grades K-12, and 

the typical length of student participation is one to three years. The language goal of the 

program is English proficiency, and the cultural goal is to integrate students into 

mainstream American culture. The language of instruction is English, and the students 

are non-native speakers with various levels of English proficiency. 

 Structured English Immersion is another alternative program in which the main 

language goal is English proficiency. The cultural goal is to integrate students into 

mainstream American culture. The language of instruction is English.  The typical length 

of student participation in the program is one year for grades K-5.  
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 The last program for ELs is Sheltered Instruction in which the main language goal 

is proficiency in academic English. The cultural goal is to integrate students into 

mainstream American culture. The language of instruction is English, and the students 

are non-native speakers of English. 

 

Statement of the Problem 

 There is a lack of differentiation in the instructional approaches for newcomer 

students who are English learners (ELs) and participate in a Title I elementary school 

(matriculated in the large, urban southern school district).  Exploring personalized 

learning in the elementary bilingual classroom may provide valuable information for the 

educational community. Personalized learning helps create a precedent for future 

generations of teachers and students. who participate in bilingual programs and need 

effective programs that can help close the achievement gap.  According to Bigelow 

(2010), newcomer programs in some districts were failing students who had limited 

formal education. In many cases, this situation is due to the lack of resources and lack of 

policies that are in place to support the recent immigrants that registered in public schools 

every year.  

 In one large, urban southern school district, 89.6 percent of the student population 

is Hispanic, 92.6 percent are economically disadvantaged, and 59.5 percent are ELs, the 

mobility rate is 24.6 percent. Class size average by grade level is 17.2 in grades K-5th. 

The lowest scores in reading indicate that there is a problem in the English language 

instructional approaches based on STAAR performance. The low achievement scores and 

the demographics of the school in the high school feeder pattern indicate that there is a 
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problem with English language instructional approaches, particularly in reading. In the 

last two years, the number of newcomer students has increased, from 38 newcomers’ 

students K-5th in the academic year of 2017-2018, to 86 in the 2018-2019 academic year. 

Extensive research has been conducted on bilingualism (Collier & Thomas, 2017; 

Genesee et al. 2006; Soltero, 2016) and second language acquisition (Goldenberg & 

Coleman, 2010; Garcia, 2009; Howard & Sugarman, 2007; Lindholm-Leary & Howard, 

2008; Lindholm-Leary & Hernandez, 2011; Lindoholm-Leary & Borsato, 2006).  

 According to Collier & Thomas (2014), there is extensive research that supports 

the many benefits that come from achieving bi-literate and multilingual proficiencies. 

These benefits extend beyond students to make positive changes for families, 

communities, and society. One of the goals of personalized learning in the bilingual 

elementary classroom is to implement a solid program in which there is an extended 

benefit beyond the classroom that positively affects the school community, the families 

and other stakeholders. By participating in bilingual language programs, students can 

acquire knowledge about second language acquisition, second language acquisition (L2) 

instructional practices, and cross-cultural understandings from their bilingual teacher 

partners (Soltero, 2016).  

Newcomers ELs who are enrolled in a personalized bilingual classroom have the 

opportunity to create their path for learning, depending on the English proficiency level 

that they have acquired through the academic year. In order to support the Newcomer EL 

student the teacher of record has to create a pathway for the student and decide the goals 

in the short and long term.  
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Statement of the Purpose and Significance of the Study 

 The purpose of this study was to measure the effect of instruction delivered both 

in English and Spanish using the Preview-View-Review (PVR) strategy on the language 

development of English Learners (ELs) newcomer students in Title I elementary school 

(matriculated in a large, urban southern school district). Some of the English language 

strategies will include Bridge, Preview-View-Review (PVR), and Translanguaging. 

According to Soltero (2016), PVR is a bilingual strategy that “provides 

comprehensible input through a brief preview of the lesson in the language one (L1) 

before the content is presented in the language two (L2) and is then followed by a review 

in the L1.” This strategy permits the students to make a connection with academic 

content through prior knowledge in their first language. It allows ELs to participate in 

classroom activities without the feeling of isolation due to the lack of language. In a 

bilingual classroom, the preview can be in Spanish, the view in English, and the review in 

Spanish.  This instructional strategy introduces the lesson in the student’s native 

language, then teaches the lesson in English, and closes the lesson in the student’s native 

language or English depending on the students’ academic situation. 

The demographic realities of today’s public schools have changed dramatically in 

the last fifteen years. According to Kena et al., (2015), the percentage of public-school 

students in the United States who were ELs in 2000 was 3.8 million compared to 4.8 

million students as of 2015. Factors contributing to the lack of improvement in reading 

test scores of ELs may include lack of teacher preparedness, lack of effective teaching 

strategies specific to ELs, lack of adequate professional development in how to support 

newcomer students. 
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 The purpose of this case study was: (a) to measure the effectiveness of instruction 

delivered in the bilingual classroom in both English and Spanish using the preview-view-

review strategy on the language development of EL newcomers (b) to measure the 

effectiveness of instruction delivered in mainstream classrooms that do not use the 

preview-view-review strategy on the language development of English learners.  

The present case study measured the effect of personalized learning instruction in 

bilingual and ESL classrooms that use the preview-view-review strategy and analyze data 

based on STAAR results of ELs newcomers, bilingual students (non-newcomers), and 

ESL students. 

Research Questions 

Three essential questions arise when thinking about personalized learning in the 

elementary bilingual classroom. The specific research questions that will be answered by 

this study are: 

1. Are the current instructional language approaches helping English Learner 

Newcomer students be successful in the classroom? 

2. Are bilingual teachers differentiating instruction for their English Learner 

Newcomer students? 

3. Are ESL teachers differentiating instruction for the English Learner students? 
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Definition of Terms 

 This quantitative archival case study provided definitions and delineations to 

minimize confusion for the readers. The researcher used the following acronyms and 

terms in contextual definitions that will be essential for this collective case study. The 

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

Constitutive Definition – (Acronyms referred to in this study) 

Bilingual Learner – BL 

English Learner – EL 

Dual Language Program – DLP 

English Language Proficiency Standards – ELPS 

English as a Second Language – ESL 

English Language Development – ELD 

First Language/Home Language/Native Language – L1 

Language Other than English – LOTE 

Language Proficiency Assessment Committee – LPAC 

Limited English Proficient - LEP 

One-Way-Dual Language - OWDL 

Second Language/Target Language – L2 

State of Texas Assessment of Academic Readiness – STAAR 

Texas English Language Proficiency Assessment System – TELPAS 

Texas Essential Knowledge and Skills - TEKS 

Two-Way-Dual Language - TWDL 
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Operational Definitions – definition of the terms 

Additive bilingualism 

 Adding one whole language to an existing whole language (Garcia et al., 2017). 

Balanced Bilingual 

 A balanced bilingual is someone who is equally competent in two languages. This 

means that students should develop the ability to speak, read, and write both English and 

Spanish equally in both languages (Freeman, Freeman & Mercuri, 2018). 

Bilingual Education 

 Using two languages for instructional purposes (Garcia et al., 2017). 

Bilingual Learner 

 A term used to refer to students who are bilingual or becoming bilingual. Includes 

English learners and native English speakers (Soltero, 2016). 

Code-Switching 

 Switching back and forth between language codes that are regarded as separate 

and autonomous (Garcia et al., 2017) 

Differentiated Instruction 

 Refers to instruction that is designed to accommodate the learning needs of 

students based on their learning styles, abilities, and methods, of processing information 

(Tomlinson & Moon, 2013). 

Dual Language Bilingual Education 

 A type of bilingual education is when the objective for students is to become 

bilingual and biliterate to achieve academic success (Garcia et al., 2017). 
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Emergent Bilinguals 

 Students who are becoming bilingual during their schooling. In dual-language 

programs, all students in the early grades are emergent bilinguals (Garcia, 2009). 

English Learner (EL)  

 It refers to instruction to the group of students who are learning English as a 

second language (ESL) and have difficulty listening, speaking, reading, and writing in 

English (Roy-Campbell, 2013). 

English as a Second Language (ESL) 

 The teaching of English to speakers of other languages who live in a country 

where English is an official or important language (Cambridge Dictionary, 2018). 

Limited English Proficiency (LEP) 

 Refers to students who are 3 through 21 years of age; are enrolled in an 

elementary or secondary school; were not born in the United States or speak a language 

other than English as a first language; and have difficulty speaking, listening, reading, 

and writing in English (No Child Left Behind, 2001). 

Newcomer 

 Any foreign-born students and their families who have recently arrived in the 

United States (Department of Education. Newcomers Toolkit, 2016).  

Personalized Learning 

 Personalized learning means tailoring learning for each learner’s interests, 

strengths, and needs (Patrick, Kennedy, and Powell, 2013). 
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Theoretical Framework 

 Research by Kena et al., (2015) estimates that by 2020 half of all public-school 

students will come from non-English-speaking backgrounds. English Learners in Texas 

enrolled in public schools (2016-2017) represent 20% of the nation’s EL population, one 

in five students in Texas. According to the Texas Education Agency (TEA), there was an 

increase of 4% in EL population, which means 39,880 students in addition to the 

1,055,172 EL students in Texas (2017-2018 school year). In addition, according to TEA, 

28% of PK-3 students in Texas are ELs. 

The language diversity in Texas includes more than 130 different languages 

spoken, including Spanish, which is the most spoken language, by EL students with 

938,413 students (89.9%) according to PEIMS (Spring 2019). The second language 

spoken by ELs is Vietnamese with 16,482 EL students (1.6%), and the third language 

spoken is Arabic with 12,857 EL students (1.2%). 

 One of the elements of this case study will be to identify instructional approaches 

for English language development to support English learners through personalized 

learning. Three theories of instructional approaches for second language development 

have been identified to support this investigation: Collier & Thomas (2017) research on 

the effectiveness of dual language education; Soltero (2016) research on good design, 

effective and sustainable dual language programs; Mercuri (2015) research on planning 

and implementation of Preview-View-Review (PVR) as a language development tool for 

teaching and learning in the bilingual classroom.  

According to the Texas Education Agency (TEA), there are six State-Approved 

program models for ELs: 1) ESL Pull-Out, 2) ESL Content-Based, 3) Transitional Early 
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Exit, 4) Transitional Late Exit, 5) Dual Language Immersion One-Way, and 6) Dual 

Language Immersion Two-Way. The six State-Approved Program Models for ELs are 

divided into two categories: English as a Second Language (ESL) program models and 

Bilingual Education (BE) program models. 

Bilingual teachers are currently lacking classroom resources that enable them to 

personalize instruction for newcomer ELs. Factors contributing to the lack of 

improvement of newcomers who are ELs may include lack of teacher preparedness, lack 

of effective teaching strategies specific to ELs, and lack of adequate professional 

development in how to support newcomers who are ELs. 

 For this case study, the researcher focused on two State-Approved programs: ESL 

Content-Based and Dual Language Immersion One-Way. The two models will be 

implemented at an elementary school. Research by Collier & Thomas (2017) has 

demonstrated that English-only programs, in addition to transitional bilingual programs 

of short duration only close about half of the achievement gap between English learners 

and native speakers, while high quality long-term bilingual programs close all the gaps 

after five to six years of schooling through two languages.   

In the personalized bilingual classroom, PVR enables teachers to implement a 

pedagogical structure that uses a student’s native language to build academic content 

knowledge, which in the case of English Learner Newcomer students is a great tool to 

help children in elementary grade levels to make an easier transfer of language through 

content. The use of preview is a first step to support students to be introduced to new 

concepts, and vocabulary. It also helps students to make connections with prior 

background knowledge and to have a better understanding of what is coming in the 
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lesson. During the view, the teacher instructs students in English using the academic 

content. The final step, which is the review, is the time in which students may seek 

clarification from the teacher and at the same time, the opportunity for teachers to clarify 

and ask questions about what was covered during the view. 

 Garcia & Wei (2014) explained Translanguaging “as the process in which 

bilingual students make meaning and draw on their full linguistic repertoire to 

communicate in different situations.” In the bilingual dual language classroom, the 

teacher must take advantage of the language background of the students and bring them 

to the class to help give validity to the home language of the students. 

When the teacher uses this kind of approach, it helps students to be engaged in the 

classroom and start building a cooperative learning group in which the students feel safe 

to participate and see their thoughts and ideas as appreciated by the community. 

Garcia et al., (2017), explained that Translanguaging has been used by bilingual 

students when they share their experiences with the teacher and other students. This helps 

them understand and have better access to the academic content in school and to make 

sense of the elements that surround them. This linguistic strategy allows the use of 

multiple languages during speaking, listening, reading, and writing. In addition, it enables 

the use of fluid and creative language in order to communicate, to think, and create 

diverse critical thinking opportunities.   

 

Limitations 

According to Lunenburg & Irby (2008), limitations are those factors which will 

be beyond the researcher’s control. They may derive from methodology, data, or the 
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method of analysis. Furthermore, certain possible interpretations of the findings or the 

generalization of the results may be negatively affected by one or several of the 

limitations. The researcher was aware of the following possible limitations: 

1. This quantitative archival study was conducted at a single elementary school in a 

large, urban, southern school district. Therefore, the findings may not be fully 

generalized as being representative of other elementary schools.  

2. The study was implemented in one school district and will be done in third 

through fifth grade only. 

3. The fact that the researcher was a teacher at the same school may have a potential 

bias of responses and may affect the data collection process. 

 

Delimitations 

 Lunenburg and Irby (2008) defined delimitations as the researcher’s choice of 

boundaries to be imposed on the case study’s purpose and scope. The delimitations of the 

collective case study follow. 

1. The first delimitations used by the researcher in this study was the use of only one 

school district.  

2. The second delimitation that was used by the researcher was the selection of only 

one elementary school.  

3. The researcher focused instructional practices to support English Learner 

Newcomer students in the bilingual classroom, which will lead to the academic 

success of this population.  

 



 

 

30 

 

Assumptions 

According to Lunenburg & Irby (2008), assumptions are “postulated, premises, and 

propositions which include the nature, analysis, and interpretation of the data” (p. 135). 

Assumptions are those factors or statements that are accepted by the researcher as fact 

and somewhat out of the researcher’s control (Simon & Goes, 2013). In this quantitative 

archival study, some assumptions made by the researcher included: 

1. The archival data used in this study was valid for the purpose intended. 

2. Interpretation of the data collected reflected the archival data from STAAR data. 

3. The researcher’s interpretation of data collected accurately reflected the 

quantitative archival data. 

 

Organization of the Study 

 This case study was organized into five chapters. Chapter I included an overview 

of the background of the study, a statement of the problem, the purpose of the study, the 

significance of the study, and a definition of terms. The chapter concluded with the 

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

assumptions of the study. 

 Chapter II presented a review of the literature, which included theoretical and 

historical background, the current status of the bilingual instructional strategies, the 

background of Personalized Learning, the background assessment, and the use of 

technology in the bilingual classroom.  

Chapter III described the methodology used for this research study. In this 

chapter, selection of participants, instrumentation, data collection, data analysis, and 
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summary. Chapter IV presented the research questions, including demographic 

information, testing the research questions, and results of the data analyses for the three 

research questions. 

 Chapter V presented a summary, discussion, and conclusion of this investigation, 

including a discussion of the findings, implications of the findings for theory and 

practice, recommendations for further research, and conclusions.  
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CHAPTER II 

REVIEW OF LITERATURE 

Introduction 

This chapter explains the reasons why it is imperative to personalize instruction in 

the bilingual classroom to support English Learner Newcomer studentss with the correct 

strategies and tools to support academic success. Everyday hundreds of recent immigrant 

children come into the United States public education system lacking schooling and 

dealing with severe social-emotional stress due to the current socio-political situation in 

their countries of origin. In many of the cases, these students walked for many days and 

nights throughout Central America going through enormous amounts of stress until they 

get to the border. Many of these children do not have any previous education in their 

countries and lack social skills. Current events in the geopolitical scenario make the 

crossing of the border a tough journey that in many cases end up with deportations and in 

the worst cases with death.  

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

includes the theoretical and historical background of the topic, the current status of the 

bilingual instructional strategies, the background of personalized learning, a background 

assessment, and the use of technology in the bilingual classroom. 

Public school districts are trying to figure out how to help and support the English 

Learner Newcomer studentss who are entering into the school system and lack in many 

academic and social-emotional areas. It is in the public’s best interest to find out ways to 

support English Learner Newcomer students and to help them be successful.  
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The purpose of this case study was to measure the effect of instruction delivered 

both in English and Spanish using the Preview-View-Review (PVR) strategy on the 

language development of English Learners (ELs) newcomer students in a Title I 

elementary school. The current chapter presents the literature related to newcomer 

students, bilingual education, and analyzes the need for the efficacy of instructional 

approaches for newcomer and ESL students who are English learners (ELs).  At the same 

time, this chapter explores personalized learning in the bilingual classroom and the steps 

to follow to implement a rigorous program that supports English Learner Newcomer 

students. This chapter will explain how to differentiate instruction for ELs depending on 

the learning stages of language acquisition.  

To personalize learning for bilingual students it is important to assess students at 

different stages and levels of their learning, and for this reason, this chapter explains 

some of the tools to assess EL’s language acquisition progress, including the Texas 

Language Proficiency Assessment System (TELPAS) and State of Texas Assessments of 

Academic Readiness (STAAR) results in reading. These assessments provide information 

related to the academic and language performance of each student and recommend areas 

of strengths and opportunities at the same time it gives the teacher a better idea of which 

resources to assign each student depending on each student’s individual academic and 

language skills. Finally, this chapter examines the benefits of small groups and bilingual 

pairs and the benefits of implementing each of them in a personalized bilingual 

elementary classroom. 
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Theoretical and Historical Background 

History of Bilingualism in the United States 

 The history of bilingualism in the United States dates back to the Native 

Americans of this nation and the new settlers who came from Europe. According to 

Crawford (2004), the Cherokees used bilingual materials and had a high English literacy. 

This example is just one among the many cases in which bilingualism has been connected 

to the roots of this nation. During this time, there was no resentment for one group to 

speak a language or a political debate of which should be the language for the new 

nation, bilingualism was a tool to make day-to-day life easier and to communicate among 

the members of a community. 

Most of the new settlers who came to the United States spoke German, Dutch, 

French, with German being the language most spoken. Research by Gandara & Escamilla 

(2017) explained how by the 1800s German bilingual schools were flourishing in 

different parts of the country, many of them in the Midwest.  

Throughout the 1800s there was support for bilingualism and positive sentiment 

towards bilingual people. German language programs were booming due to the business 

and commerce between the two countries. According to Gandara & Escamilla (2017), 

after World War-I, an era of repression and bad sentiment against foreign languages 

started. This situation created in many states the need to pass policies against 

bilingualism and required English-only instruction in private and public schools. 

During the years following War World II, there was not only a resentment against 

people speaking other languages but there was also a perception that those who did not 

speak English had a problem or were handicapped. Ruiz (1984) explained how during the 
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1950s and 1960s, educators saw ELLs as students who had problems and the goal was to 

teach them English as soon as possible so that the problem could be solved. As a result of 

this idea, the creation of ESL and transitional bilingual programs was created to “solve” 

the problem of students not knowing the English language.  

 The English-only instruction was supported in many states, until 1960 when the 

Civil Rights movement included in their petition that students who did not speak English, 

should have the same educational opportunities that those who did speak English. 

According to Freeman, Freeman & Mercuri (2018) because of the Civil Rights 

movement, bilingual teachers demanded the same rights for bilingual students. A big case 

for educational policy came in 1974 when the Supreme Court case of Lau v. Nichols 

required schools to identify students with English limited proficiency and provide 

services for these students. In this case, Chinese-speaking students in San Francisco were 

denied an equal education because the instruction was in English, and they were not able 

to understand. The school did not provide any accommodations to support their language 

gap which hindered the academic and performance development.  

 In 1981, another important civil rights case provided new criteria for programs 

that were serving English learners, this was Castaneda v. Pickard (Fifth Circuit). This 

case positively impacted the bilingual programs because it established three criteria for 

any bilingual program. According to Freeman, Freeman & Mercuri (2018), the criteria is 

that “the program must be based on a sound educational theory; it must be implemented 

effectively with adequate resources and personnel; and after a trial period, must be 

evaluated as effective.”   
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 The beginning of the bilingualism journey began with Native Americans, then 

passed to the new settlers who came from different European countries and spoke the 

diverse language and continues until this day in which different policy and community 

activists fight for the benefit of students.  

Benefits of Bilingualism 

 In the current context of our society, we can see the benefits of bilingualism from 

a different lens, since every day more and more families and students see the benefits of 

learning more than one language. The job market is offering more jobs and opportunities 

for those who are bilingual. Freeman, Freeman & Mercuri (2018) explained that 

bilingualism has cognitive advantages as well as economic advantages. For this reason, 

many families are supporting their children to participate in dual language programs, 

after-school language programs, and summer exchange programs to provide children 

with better tools to compete in the future labor market that will pay more to those who 

speak more than one language. 

Freeman, Freeman & Mercuri (2018) stated that bilingual dual programs benefit 

the community and increase the cross-cultural understanding of those who participate in 

the programs. The participation and school engagement of families who have their 

children participating in dual language programs is creating a collaborative environment 

that helps improve the culture of participation of other communities within the school 

system and make those families feel a sense of belonging. 

Bilingual Programs 

 According to Gandara & Escamilla (2017), most bilingual education programs in 

the United States are transitional bilingual education (TBE). These programs can serve 
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students who are non-English speakers, and, in most cases, these programs serve 

Spanish-speaking students.  There are two types of transitional programs, the transitional 

early exit, and the transitional-late exit. 

The goal of the transitional early exit program is that students attain English proficiency 

in one to three school years, while the transitional-late exit supports a more gradual 

transition between four to five years (Crawford, 2004). There has been extensive research 

demonstrating the benefits of both early and late-exit programs. And at the same time, 

they both have been criticized for being subtractive, which means that their ultimate goal 

is not to develop bilingualism and biliteracy. 

 The other type of bilingual education is Dual Language which is flourishing and 

becoming more popular among school districts. This program is beneficial for students 

who speak languages other than English and students who are native English speakers. 

Soltero (2016) defined dual language education as “a long-term additive bilingual and 

cross-cultural program model that consistently uses two languages for content instruction, 

learning, and communication, where students develop high levels of bilingual, bi-literate, 

academic, and cross-cultural competencies.” 

 One of the main goals of dual language programs is to use two languages for 

content and literacy instruction for students to achieve bilingualism and biliteracy, while 

the student is achieving higher academic proficiency. Within the dual language, we find 

two models, the One-Way Dual Language (OWDL) and the Two-Way Dual Language 

(TWDL). In the One-Way dual language program, the students who are English learners 

received instruction in both English and another language. In the Two-Way dual 
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language program, the students who are identified as English learners participate in the 

same class with students who are proficient in English.  

 Students who participate in a One-Way dual language can learn math and science 

in one language for instance in English (depending on the grade level) and reading and 

writing in Spanish. The time and language allocation are decided by the administration of 

each school district. This is a typical structure in most of the elementary schools that 

followed this program. During the English language development block the student 

should strengthen and reinforce English language acquisition. The idea is to engage 

students in listening, speaking, reading, and writing in the language they are learning. 

 Students who participate in a Two-Way dual language can learn half of the day in 

English and the other half of the day in the home language of the students. This program 

usually requires two teachers, one who is fluent in English and the other teacher who is 

fluent in the home language of the students. One of the goals is to use literature 

integration of other contents using academic language. In both programs, OWDL and 

TWDL, students should be engaged with reading, writing, phonics, grammar, and syntax 

activities. 

Language of Instruction in Bilingual Programs 

 The language of instruction in both the Transitional bilingual program and Dual 

language program depends on the needs of students who participate in the program and 

the requirements for English language development of each school district. 

Gandara & Escamilla (2017) recognized that across the USA there has been a debate 

around the language of instruction for many years. In some cases, there are bilingual 

programs that use the language of instruction for a day, or as they call it, “language of the 
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day”. Other programs use the language of the week if it is a One-Way dual language 

program (OWDL). In the case of the Two-Way dual language program (TWDL), the 

language of instruction is half the day in the home language and the other half of the day 

is in the target language, which is English.  

 According to Freeman, Freeman & Mercuri (2018), the two most common models 

are 50/50 and 90/10. In the 90/10 model, the students learn in the target language 

(English) 10% of the instructional day and 90% in the Language other than English 

(LOTE). Each percentage changes depending on the grade level, for instance in 

kindergarten the language of instruction is 90/10. In first grade the percentage changes to 

80/20, which means that 20% of instruction is in the target language (English), and 80% 

in LOTE. This model gradually adds subjects in English to support students in writing 

and grammar, the goal of this model is that fifth-grade students are bi-literate in both 

English and the LOTE. 

 The second model 50/50 is more common in the One-Way dual-language 

program, and it is where students are instructed in each language for 50% of the 

instructional day. Freeman, Freeman & Mercuri (2018), explained that the time for the 

two languages in this model may be divided in different ways depending on the way that 

teachers plan for curriculum based on units of study. For instance, the 50/50 can be 

divided into half-day and half-day, or the school may decide to alternate the days for 

language instruction, or in some cases, the school can alternate the days.  

Depending on the situation of the school, based on teacher capacity and availability, in a 

50/50 model, one teacher can teach science in English and Social Studies in a language 

other than English. At the same time, the partner teacher can teach reading and writing 



 

 

40 

 

only in English and support students in Spanish, only during small groups, during the 

language arts block.  

 According to Freeman, Freeman & Mercuri (2018), many factors influence how a 

program is designed and implemented, one variation can be the number of faculty 

members who are bilingual certified. Another element that may affect the program is the 

resources and materials available. Sometimes money can be a constraint. The other 

important factor is the population and support of the community. To build a successful 

OWDL or TWDL program you need the support of the community, and it is the job of 

the administration to bring together all stakeholders to make these programs successful 

for the benefit of the student and the community in general.  

English Language Development 

 English Language Development (ELD) has been at the core of the bilingual 

programs as one of the programs that support English learners (ELs) to be successful 

academically in the classroom. Soltero (2016) explained that that “while the main focus 

of ELD instruction is on language, sheltered instruction focuses on students’ access 

content.” For this reason, it is important to provide bilingual teachers with the necessary 

instructional strategies that they need to support English language learners in the 

classroom.  

There are a couple of strategies that teachers can use in the classroom to support 

EL students such as read-aloud, vocabulary connections, choral readings, skill activities, 

cooperative learning, and instructional conversations. When doing read-aloud, it is 

important that the teacher reads for pleasure and reads the text for comprehension and 

enjoyment. This is a good time for predicting what the book is about and discussing 



 

 

41 

 

important words in the text. If appropriate for the grade level, students can write down 

key vocabulary, using sentence stems (teacher modeling). Teachers should use lots of 

visuals and pictures.  

 According to Freeman, Freeman & Mercuri (2018), in order “to acquire some 

aspect of language, like word or phrase, students need to encounter it several times in 

meaningful context.” The second strategy that teachers can utilize in the classroom for 

English language development is using vocabulary connections, which focus on 

determining the definition of words based on context clues. When using academic 

content, teachers use pictures that help students visualize those words and then make 

connections to other subjects. It is easier for students to point out those words if they see 

them on a word wall. For this reason, it is important that students encounter those words 

throughout the day in different and meaningful contexts, so those academic words can be 

easily acquired. 

 Choral reading is another strategy that bilingual teachers can use with English 

learners to support and model how to effectively read using visual clues. By using choral 

reading, the teacher can point out and emphasize areas such as the concept of print and 

reading directionality, voice, intonation, capitalization, high-frequency words, syllables, 

sounds, punctuation rules, etc.   

Skill activities, such as crosslinguistic connections, help students transfer the 

knowledge they have in one language to the other. Beeman & Urow (2012) recognized 

that students bring to the classroom their background knowledge and experiences and 

then they can make the transfer of those skills between their two languages.  



 

 

42 

 

 Another strategy that supports English language development is Cooperative 

Learning. Research by Soltero (2016) showed that students who work in cooperative 

groups and complete learning tasks “improve their understanding of concepts at deeper 

levels.” Teachers can provide materials for students to work in small groups, using 

sentence stems to collaborate in learning activities such as jigsaw, think-pair-share, and 

finding the main idea in a book. 

 The last strategy that teachers may use to support English Language Development 

is Instructional Conversations. Soltero (2016) described how instructional conversations 

provide students opportunities to make sense when learning new information and 

connecting those new ideas to students’ previous experiences. This particular strategy 

requires the teacher to provide meaningful opportunities for the students to engage in 

academic conversations, which means that it is recommended for the teacher to initiate 

the conversation and make sure that students are engaged and continue those 

conversations by using sentence stems that support students to produce new ideas and 

generate new thinking. 

Dual Language Classroom  

 The classroom environment is one of the most important components in helping 

English learners, it needs to be a place that is interactive and provides opportunities for 

the students to work and reflect in both languages. Freeman, Freeman & Mercuri (2018) 

explained that “one way to help students understand and be willing to take risks is to 

create an inviting classroom.” In a dual-language classroom, students must be constantly 

challenged to participate in academic conversations. The teacher needs to create a 

classroom environment where there is student agency, cooperative learning, and visuals.  
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Another important element of the dual language classroom is the word wall. Teachers 

need to include visuals and content vocabulary in both languages with students created 

projects where it is easy to identify the use of academic vocabulary created by students. 

Word walls in English should focus on high-frequency words and in Spanish should 

focus on difficult words, high-frequency words, and words that need accents.  

 Soltero (2016) explained that visual scaffolding “facilitates understanding of L2 

by connecting unfamiliar words and phrases to images or objects.” This is a beneficial 

strategy that teachers may use in the bilingual classroom because it provides the students' 

illustrations, photos, videos, visual apps that help the English learner build their 

background knowledge and vocabulary. Students may use Venn diagrams, flow charts, 

concept maps, webs, and other advanced organizers as part of their visual scaffolds. 

Other examples of visual scaffolds are videos, photos, illustrations, and graphic novels. 

 The physical space of the dual language classroom needs to promote interactive 

learning and reflect the character of the program. It should also represent the cultures of 

the families who attend the school. It is recommended to promote cooperative learning, 

instructional conversations, and interaction among students. Hamayan et al. (2013) 

explained that the “classrooms in the school should reflect the unique bilingual and 

bicultural features of the DL program.” It is recommended that teachers plan how the 

classroom is going to be arranged by creating spaces where students have opportunities to 

interact and talk with one another using instructional conversations.  

Planning for Instruction in the Dual Language Program 

 Planning for instruction in the dual language program is a priority and requires 

time, preparation, resources, and collaboration. Hamayan et al. (2013) recognized that 
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“the main goal of unit and lesson planning is to identify objectives for teaching and 

student learning.” In the case of dual-language programs, the teachers need to plan for 

both languages, L1 and L2, in some cases like the Two-Way dual language program the 

teacher may need to plan for two or more classes. According to Hamayan et al. (2013), 

the content objective is based on state, district, or school standards that are required for 

students to learn. The language objective includes the oral language skills that students 

need to learn the content objective. The content and language objective enhance learner 

performance in areas like reading and math. 

 It is recommended for the teacher to plan for content integration by using 

planning guides. It is also important to consider the language proficiency levels of each 

student in the classroom. Selected activities need to engage the students and create 

multiple opportunities for cooperative learning, instructional conversations, and writing 

activities across the curriculum.  

 Hamayan et al. (2013) recommend planning instruction in the dual language 

program that uses thematic concepts or thematic units that help teachers connect different 

concepts from other subjects to promote the development of both languages. This 

approach allows teachers to plan and manage time by integrating the curriculum and 

permitting those students to learn in both languages.  

 Grouping in Dual Language classrooms 

 Grouping facilitates how students interact with one another and increases the 

opportunities for students to communicate orally. Freeman, Freeman & Mercuri (2018), 

explained that “group work” facilitates oral language development. This is a critical area 

that teachers need to focus on and create opportunities for emergent bilinguals.  The more 
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conversations and oral participation of students using academic language, the more their 

academic achievement increases.  

 In the One-Way dual language, it is recommended that the teacher pair a student 

who is proficient in English with another student who needs more support with the target 

language (English). By creating these opportunities, the teacher is recognizing the 

importance of student agency and self-responsibility, which leads to the creation of 

bilingual pair which will be discussed in more depth later in this chapter.  

Hamayan et al. (2013) recommend that teachers “vary grouping arrangement to 

maximize learning.” Teachers can create small groups based on English proficiency and 

create homogenous groups that can participate at their level of achievement. Sometimes, 

teachers can create heterogeneous groups to provide more challenging settings for 

students, based on their English proficiency levels. Partner-grouping allows students to 

work with each other and promotes oral opportunities which lead to learning. 

Dual Language Students 

Soltero (2016) recognized that “English learners are the most common student 

population in one-way programs.” Students in this type of program learn an academic 

language in their native language (L1) and learn English as a second language. 

Aside from grouping and planning, teachers need to get to know their students well, 

because this helps personalize the instruction for each student. 

 Since most of the students who attend dual-language programs have different 

backgrounds, the teacher must learn the strengths and the areas of improvement of each 

student. Hamayan et al. (2013) explained that it is important to understand the individual 
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differences of students participating in dual language programs because of the differences 

in the backgrounds.  

 The two areas where students have the most difficulty are learning to read and 

learning to speak the language (Hamayan et al., 2013). It is very common to find students 

in bilingual programs who have reading difficulties in their home language and do not 

speak English yet. This makes the task even more difficult for teachers because they 

might have to teach them two or three levels below the grade-level reading. Becoming 

biliterate requires using written language to express ideas and thoughts, as well as using 

different types of text to learn about connections with the world, and finally using written 

language and speech to be able to communicate with others our ideas and points of view. 

English Language Learner Newcomer Students 

 Our country faces a new challenge in education due to a wide range of English 

learners in the U.S. public school system. Among these English learners are those 

students who arrived in the United States and do not speak English. Research by Capps et 

al., (2005) found that 44 percent of English learners in middle and high school were 

foreign-born. 

For this study, students who recently immigrated to the U.S. and were 

matriculated in a public school are identified as English Learner Newcomer students. 

According to the U.S. Census (2000), there are about one in five children ages 5-7 

(approximately 10.8 million children) that come from immigrant families. 

Most of these immigrant families continue to be concentrated in large urban areas of the 

United States. States like California, Texas, New York, Florida, Illinois, and New Jersey 

continue to be the states with the most immigrant number of students (Capps et al., 2005). 
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When enrolled in the public school system, English Learner Newcomer students must 

have to participate in rigorous classes, standard-based curricula, and high-stakes 

assessments before they have the opportunity to master the language of instruction (Short 

& Boyson, 2004). 

 Research by Short & Boyson (2004), explained that newcomer students are 

divided into four categories: literate on level, literate partially schooled, students with 

interrupted education, and late-entrant immigrant. Newcomer students who are literate on 

the level are those students with an educational background who have had schooling and 

have literacy abilities and academic schooling in their language. On the other hand, 

newcomer students who are literate partially schooled, are those students with native 

language literacy skills and have some kind of academic background. Newcomer students 

with interrupted education are those students with very few years of academic schooling 

and who have not acquired literacy skills in their native language. The fourth type of 

newcomer student is the late-entrant immigrant, who are those that enter the U.S. school 

system after the first quarter or semester of the academic school year. 

 Only three-fifths of the English Learner Newcomers have at least one parent at 

home who speaks English exclusively or very well (Hernandez et al., 2008). These and 

other challenges must be faced by teachers in classrooms every day across the U.S. The 

importance of personalized learning in the bilingual classroom is an important element in 

supporting English Learner Newcomers by providing the appropriate instructional 

language strategies that help them be successful in the classroom. 
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Academic Benefits of Bilingualism 

Due to the development and improvement in the study of the brain, there are more 

opportunities to understand the cognitive science behind the bilingual brain and the 

increased development in the sociolinguistic aspect that helped research understand 

bilingualism. These advancements in science helped researchers understand even better 

the academic benefits of bilingualism. 

Bialystok (2011) demonstrated that the effect of bilingualism on cognitive 

performance is an important example of how ordinary experience accumulated to modify 

cognitive networks and abilities. Grosjean (2010), supported the research of Bialystok by 

explaining that the bilingual brain is an integrated and interconnected system that cannot 

be decomposed into two separate parts.  The neural networks of bilinguals are different 

from those of monolinguals. On many occasions, bilingual students can interact in 

different areas of life and utilize their speaking abilities in certain social situations, but if 

the same bilingual students are asked to write or read the same way they speak, they 

might not be able to perform at the same level. 

According to Lindholm-Leary (2012), bilingual students who are bi-literate score 

higher on standardized reading and math tests than monolingual students. Research by 

Lindholm-Leary demonstrated that students who were enrolled in the structured long-

term bilingual education program and completed those programs were most likely to 

succeed at higher rates than other students in transitional programs. The importance of a 

structured long-term bilingual education program is the key element in the success of an 

English Learner Newcomer because there is time allotted through the program to allow 

the student to make the necessary linguistics accommodations and at the same time the 
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academic repertoire in both languages achieve the levels of proficiency necessary to 

become fully bilingual. 

 An important element for the success of students in fifth grade is that in most of 

the cases, those students who enrolled in bilingual programs have been participating since 

grades pre-kindergarten or first grade, which means those students have been in the 

program for five years or more. The pacing, rigor, and the fidelity in the implementation 

of the bilingual program are key to the success of students in acquiring a second 

language. 

 Due to the advancement of technology and communications, the need for a 

bilingual or multilingual labor force is a plus in a global economy. More and more 

companies in the United States are looking for employees who not only have great 

communication skills, but who speak two or more languages. 

In a globalized economy in which companies open businesses in different parts of 

the world, the next generation of students must speak two or more languages. Baker and 

Wright (2017) believe in this premise by stating: “Bilinguals are present in every country 

of the world, in every social class, and all age groups. Numerically, bilingual and 

multilingual persons are in the majority in the world: it is estimated that they constitute 

between half and two-thirds of the world’s population”. (p. 60) 

 

Current Status of Bilingual Instructional Strategies 

 The efficacy of instructional approaches for English learners depends on the 

quality of the instructional strategies that can be developed and implemented in the 

classroom. These strategies have been researched and proven successful in the bilingual 
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classroom; at the same time that these strategies are aligned with the development of a 

personalized bilingual classroom. 

Bilingual Pairs 

 Bilingual pairs are a critical component in the personalized bilingual classroom 

because it is a strategy that encourages interaction between English language learners and 

students to reinforce one another’s knowledge of their languages. The use of Bilingual 

pairs enables newcomer ELs to express and exchange ideas as they build communication 

skills. 

 In a study by Coleman and Goldenberg (2009), children in bilingual pairs are able 

to use their language abilities and skills as they learn academic concepts. Teachers 

strategically organize students with different linguistic and academic levels, so that a 

strong student in English can support one who is not as strong in English. When creating 

bilingual pairs, the teacher must form flexible groups to gain linguistic or academic 

proficiency.  

 According to Collier & Thomas (2009), students in dual-language classrooms 

learn academic concepts by working in groups through cognitively challenging and 

interactive lessons or units of study. Looking at TELPAS proficiency scales, the teacher 

may identify the goals for each student and at the same time, students can achieve the 

main goal of the bilingual program, which is to become academically proficient in both 

languages.  

 By providing strong academic foundations in the personalized bilingual 

classroom, teachers can arrange bilingual pairs in different ways, such as English 

proficiency levels, academic language ability, oral ability, etc. The effective bilingual 
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teacher creates activities that engage students but at the same time enable the bilingual 

pair to be successful while completing a task.  

Research by Alanis (2008) demonstrated that skilled teachers of elementary students 

integrate culturally relevant teaching approaches because they support children’s 

interaction with each other and help children connect what they know and what they 

would like to know about the world within the school environment. 

 The personalization of bilingual instruction requires the implementation of 

bilingual pairs because English Learner Newcomer students are required to communicate 

orally to those who speak their home language as a way of belonging to the class, so 

these types of strategies must be part of the classroom to create an environment where the 

student feels part of the class. According to Alanis (2008), dual language programs 

regularly include students who are learning to speak at least one new language (L1) and 

learning academic content in a second language (L2). This is important for teachers to 

use strategies that facilitate linguistic and academic development. 

 One of the elements that helps English Learner Newcomer students is cooperative 

learning because if the student is learning a particular strategy through Bridge, Preview-

View-Review, or Translanguaging the element that will make that strategy successful is 

when the teacher incorporates the bilingual pairs. Research by Collier & Thomas (2009) 

demonstrated that students in classrooms where teachers ask them to work cooperatively 

in a sociocultural supportive environment do better academically than that those students 

who learn in classrooms that implement a classic approach. 

 Teachers who create this type of environment for English Learner Newcomer 

students in the classroom are already differentiating instruction and at the same time are 
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creating pathways for student success. When students serve as models to other students or 

teach a concept that they have mastered in a particular skill, then both students feel 

rewarded, because not only the student who learned feel confident but the student who 

taught it does as well.  

Research by Coleman & Goldenberg (2009) demonstrated that bilingual pairs 

provide an opportunity for children to engage in meaningful conversation in a 

comfortable environment. Students who interact orally and confirm their understanding 

with a partner have greater opportunities to feel successful and validated in their learning 

process. Bilingual pairs can learn from each other by discussing academic topics in an 

activity called “turn and talk” or “think-pair-share.” Research by Riojas et al. (2009), 

demonstrated that with the Turn and Talk strategy, all children practice their language 

skills using the language that makes them comfortable.  

In the case of “think-pair-share,” according to Darragh (2010), children have the 

opportunity to review their early understanding and clarify their ideas with a peer before 

moving on to new material. Think-Pair-Share supports collaboration between students 

and allows verbalizing and expressing themselves in their own words using academic 

content learned in class. 

The third strategy for bilingual pairs is Clarify & Verify. According to Turner & 

Krechevsky (2003), this strategy “allows children to express their ideas related to the 

concept and each student contributes to the partner’s understanding with questions, 

strategies, and explanations.” 
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Bridge 

 Beeman & Urow (2013) defined the Bridge as a tool for developing 

metalinguistic awareness, in which the language adapts depending on the circumstance, it 

allows the students to go from one language to the other, depending on the circumstances 

and the opportunities provided by the teaching to go from English to Spanish and from 

Spanish to English. It is a strategy that allows students to place both languages side by 

side, allowing students to notice the differences and similarities in both languages. 

 The bilingual teacher can use this strategy in the classroom by creating 

opportunities for students to explore in both languages, English or Spanish, the 

differences and similarities such as phonology, morphology, syntax, and grammar 

(Beeman & Urow, 2013). The idea behind this strategy is that students have the 

opportunity to transfer knowledge from one language to the other and at the same time 

enhance their knowledge about the uses of language.   

Cross-linguistic strategies allow students to compare and contrast sounds, 

grammar, words, and idiomatic expressions between languages. Beeman & Urow (2012) 

demonstrated that bridging lessons can take place during designated teaching parts of the 

day, in which teachers can transfer language instruction in the form of bridging with 

cognate word walls and bridging charts.  

One of the ideas of using the Bridge strategy is for teachers to teach one subject in 

one language and a different subject in a different language, then the teacher will create 

the opportunities to bring the Bridge in which students make the transfer of one language 

to the other. To do this, it is recommended that the teacher plan ahead with activities that 

involve the use of sounds (phonology) or the use of word formation (morphology).  
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An example of how to use the Bridge strategy could be a bilingual teacher 

teaching Science in English and Social Studies in Spanish. The teacher is a bilingual self-

contained teacher who can provide the opportunity to the students to understand the 

difference and similarities in the phonology of the two languages. The use of cognates 

during the Bridge is a very useful tool to help students make those cross-linguistic 

connections (Hamayan et al., 2013).  

It is recommended for the bilingual teacher to keep a balance of both languages, 

which means that students work on both languages with the same interest and attitude. 

Another important element is to keep a good number of bilingual resources in the 

classroom, such as books, magazines, websites, apps, etc. Good literacy resources in the 

bilingual classroom can make a big difference.  

 One of the most common cross-linguistic connections is cognates, which are 

words that have similar spelling, pronunciation, and meaning in two different languages. 

For instance, in English, the word color has the same spelling and meaning in Spanish, 

which is color. English and Spanish have an important number of words with Latin and 

Greek roots, including Romance languages such as French, Portuguese, Italian, 

Romanian, and Spanish. Freeman, Freeman & Mercuri (2018) explained that “teachers 

can support students by teaching them how to recognize cognates.” 

 Using cognates in the bilingual classroom is a powerful activity because the 

teacher can start by modeling how cognates are words that come from the same root, then 

the teacher can give examples of a cognate in English and Spanish. At this time, the 

teacher can demonstrate orally how there might be some differences in spelling and or 

pronunciations but still the words sound very similar. Then the teacher can begin with a 
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read-aloud in which she can purposefully let the students identify cognates. The teacher 

may write those cognate words in sentence strips to later add on the interactive word 

wall. The idea by modeling to students is that later the students take ownership and then 

this activity can become a bilingual center activity.  

 The use of bilingual books is another important element in making sure that 

students make cross-linguistic connections and facilitate the Bridge strategies. Students in 

a bilingual classroom can read books independently in one language and then in a group 

activity they can read in the other language. For this reason, teachers must keep a great 

selection of bilingual books in the classroom library.  

Freeman, Freeman & Mercuri (2018) explained that students could read a book in 

the dominant language first, and then this same book can help the students build 

background knowledge and vocabulary when the student reads the book in the other 

language. The student can make cross-linguistic connections by taking the time to read 

books about the same topic in the two languages. In class students may read a book in 

English about a particular topic and then summarize the same book in Spanish. The 

teacher can read aloud a book in English and then let students work in cooperative groups 

to have discussions about the book in Spanish. These are all opportunities for students to 

build background knowledge and learn vocabulary in both languages while having 

academic discussions using cross-linguistic connections.  

 Bilingual texts provide the opportunity for students to read the same book the two 

languages, native language (L1) and target language (L2); these create another way of 

thinking for the students because each time they encounter a familiar word it activates the 

interest in literature and engaged them to continue reading the text. In some cases, 
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teachers create writing activities in which students can write a book in English, and in 

some parts of the book, students incorporate vocabulary words in Spanish.  

 In the personalized bilingual classroom, teachers will have the opportunity to plan 

strategically by using the Bridge and students will have the opportunity to strengthen 

their languages because they can build upon each language and help make meaning of 

what they are trying to achieve based on the language needs and levels. By personalizing 

instruction and providing these crosslinguistic opportunities the teacher is empowering 

the students to become self-learners where they try to replicate what they see in class and 

expand their academic vocabulary in both languages. 

Preview-View-Review 

 The Preview-View-Review (PVR) model in dual language supports students as 

they draw on their home language. Teachers may use a preview at any time during a 

lesson in which they want to verify that students understand the key concept. Freeman, 

Freeman & Mercuri (2018) recognized the advantages of the PVR strategy because it 

reinforces concepts as students move from one related lesson to the next. To keep 

students engaged and at the level of rigor, teachers should keep providing 

comprehensible input and make the necessary accommodations for students who are just 

learning their second language and keep them interested in learning the language. 

The preview on most occasions is recommended to be done in the home language 

or native language (L1). For instance, a teacher who is going to teach about life cycles in 

Spanish can introduce the topic in the preview using Spanish, and then during the view, 

the lesson continues in English. The review is optional and based on the student’s 

understanding. It can be explained in English or Spanish. The idea of using this strategy 
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in the bilingual classroom is to provide opportunities for students to constantly 

throughout the lesson have access to both the native language (L1) and the target 

language (L2).  

 Preview-View-Review provides the opportunity for students to preview the lesson 

in the L1 for no more than five minutes. Then, during the view in L2, students learn the 

academic concepts of the particular subject for 45 minutes or more. The review is where 

the students have the opportunity to summarize what they have learned in L1 and it 

should not take more than five minutes. 

This study focuses on teacher understanding, planning, and implementation of 

PVR as a strategy for content and language development. Each lesson planned and 

delivered by the bilingual teachers will be divided into three segments: preview (L1), 

view (L2), and review (L1). For this research study, the teachers in bilingual classes will 

do a preview in Spanish, view in English, and review in Spanish. Each lesson will follow 

the lesson plan protocol design by the multilingual department, which is PVR in the 

science and math contents. Humanities (language arts and social studies) will follow 

Balanced Literacy and English development for literacy. The lesson cycle of a bilingual 

lesson will include 5-10 minutes of preview (L1), 45 minutes of view (L2), and five to 

ten minutes of review (L1).   

The main point for the preview is to support students focus on the main parts of 

the lesson in Spanish so students can make sense of what they will be learning in class. 

PVR facilitates the transfer of academic content vocabulary and builds background 

knowledge about the subject, not the skills. Teachers implementing preview-view-review 
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may pull from cross-linguistic connection to support the transfer of skills by focusing on 

the four aspects of language: phonology, morphology, grammar, and syntax.  

Another important element of the PVR model is that it allows students to pair-

share with other students in their home language to summarize key concepts. Teachers 

must develop thematic units to have a successful lesson using the PVR model. At the 

same time, teachers must interconnect the academic content to focus and support 

vocabulary and other important concepts while teaching cross-curricular languages. For 

bilingual classes, where students have Spanish as the first language (L1) and English as 

the target language (L2), the steps to implement PVR should be as follows: the preview is 

taught in Spanish, the view is taught in English, and the review is taught in 

Spanish/English. 

 To develop a preview-view-review strategy in the classroom, the teacher should 

begin the preview in the home language of the students, in case the English learners share 

the same home language, then the teacher can start the lesson with a read-aloud, present a 

video or a song. The view is always presented in English. During the review, the teacher 

may choose from doing the lesson in English or Spanish depending on student ability and 

input. The students can summarize the key ideas by presenting orally or by developing a 

project. 

 Another important aspect of the PVR model is that teachers need to plan to 

connect the curriculum in thematic units so the academic content can be incorporated 

using vocabulary to reinforce both languages. For these reasons, school administration 

and teachers must be on the same page and allow time to plan lessons with sufficient time 

to prepare Spanish and English resources aligned with content areas. According to 
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Mercuri (2015), teachers reported that PVR aided in vocabulary acquisition across 

content areas enabled students with the use of cognates in cross-linguistic transfer and 

provided scaffolding in each element of the lesson structure. 

Translanguaging 

 According to Garcia (2009) “Translanguaging is the form in which bilingual 

students access different bilingual features or various models of what are described as 

autonomous languages, to maximize communicative potential.” Bilingual students have a 

linguistic repertoire in both English and Spanish language and whenever necessary they 

may use either language when accessing vocabulary repertoire.  

In the past, teachers were concerned about students’ code-switching, but with 

Translanguaging students have the opportunity to function in both languages without the 

fear of using one language or the other. Instead of observing the bilingual student as 

having two separate languages, bilinguals have a complex linguistic system. 

 In their research, Garcia & Wei (2014), refer to Translanguaging as the process in 

which bilingual students make meaning and understand their full linguistic repertoire. By 

using Translanguaging, teachers can support students in different areas of their learning 

stages and support students to comprehend complex texts. This model also provides 

students with the opportunity to develop linguistic practices (Garcia, Ibarra Johnson & 

Seltzer, 2017). 

 Teachers in ESL or bilingual classrooms can use Translanguaging strategies to 

promote metalinguistic knowledge by comparing and contrasting the two languages. 

They can also compare and contrast texts in bilingual books looking at the difference in 

cognates. Garcia and Wei (2014) suggested that “Translanguaging differs from the notion 
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of code-switching in that it refers not simply to a shift or shuttle between two languages, 

but to the speakers’ construction and use of original and complex interrelated discursive 

practices that cannot be easily assigned to one or another traditional definition of a 

language, but that makes up the speakers’ complete language repertoire (p. 22).” 

 When teachers implement Translanguaging strategies in their classrooms they 

may be able to use cognates to reinforce academic vocabulary and as a way to Bridge 

from one language to the other. Teachers can create opportunities to compare both 

English and Spanish in a lesson such as prefixes, suffixes, capitalization, and punctuation. 

It is important that educators develop listening, speaking, reading, writing, and thinking 

as combined across subjects and languages by creating opportunities for students to feel 

comfortable by participating in certain activities using their strongest language. 

Teachers may decide to use bilingual books in their classrooms and to develop a 

lesson to review capitalization and punctuation in both English and Spanish and to 

compare and contrast the differences between the two languages when using periods, 

commas, etc. Teachers may look at the different cognate words in both languages and 

create a word wall in which students identify the use and application of those specific 

words. This activity could enable students to begin by applying the new words learned in 

class and then use them in their writing. Students may begin by identifying cognate 

words in both languages and then using them in a sentence and finally applying it to a 

paragraph or an essay.  

Teachers have different opportunities to implement Translanguaging in their 

classrooms by providing activities in which they can build upon their strongest language 

to support the second language. For instance, the teachers might be doing a lesson on 
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force and motion in their science class, and in the middle of the lesson, with the teacher’s 

modeling, start looking at vocabulary words that are similar in English and Spanish. This 

same activity can be developed in other subject areas and enable students to interact with 

their counterparts in numerous activities throughout the day. By employing 

Translanguaging pedagogical strategies, teachers affirm the identities and bilingualism of 

emergent bilinguals. These strategies help students build metalinguistic awareness, and 

they serve as linguistic scaffolds that increase students’ academic proficiency (Garcia, 

2009).   

 By scaffolding the development of language, teachers are providing students with 

the opportunity to apply the linguistic repertoire and begin understanding when and how 

to use each word in the correct context. Translanguaging helps students to learn the 

academic language that can be applied to different contexts to help students become 

bilingual. The use of Translanguaging strategies gives teachers opportunities to 

personalized instruction in the bilingual classroom by differentiating instruction. This 

instructional approach provides English Learner Newcomers the opportunity to 

participate in classroom activities using their L1 and interact with other students, at the 

same time they will learn L2 from other peers. 

 

 Background of Personalized Learning 

 According to Bray & McClaskey (2013) personalized learning (PL) “is built on 

the idea that the learner: knows how he or she learns best, self-directs and self regulates 

his or her learning, designs his or her learning path, has a voice and choice about his or 

her learning. The learner is a co-designer of curriculum and learning environment. He or 
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she has flexible learning anytime anywhere, has high-quality teachers who are partners in 

learning, uses a competency-based model to demonstrate mastery, is motivated and 

engaged in the learning process” (p. 14).  

 One of the key elements of PL is that it empowers students to make good choices 

related to their academic learning which is a great opportunity to develop the correct 

skills for the future. Bray & McClaskey (2013), explained the three stages of PL as 

follows, “Stage One: Teacher-Centered with Learner Voice and Choice. Stage Two: 

Learner-Centered with Teacher and Learner as Co-Designers, and Stage Three: Learner-

Driven with Teacher as Partner in Learning” (pp. 14-15). In the bilingual classroom, it is 

essential to allow students to have a voice and choice to empower the learning 

development of meaningful lessons.  

 By allowing English Learner Newcomer students to interact with their teacher or 

mentor at a level of partnership, students can become co-designers of their learning, 

because in a partnership, student-teacher decisions can be made in mutual agreement and 

at the end, the student has a more relevant role deciding which are the best resources to 

improve in the target language (L2). 

 Based on Bray & McCaskey’s Step-by-Step Guide to Personalized Learning 

(2013), there are six steps needed to move a classroom into Stage One Personalized 

Learning Environment. The first step is for teachers to know and understand their 

learners. This is a key element in a bilingual classroom because the teacher understands 

the strengths and opportunities of each of the student’s language abilities. English 

Learner Newcomers can be at different stages of their language-learning continuum, there 

might be students who are literate on-level newcomers, partially literate newcomers, 
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newcomers with interrupted education, or late-entrant newcomer, in which they might not 

have much understanding of the English language. In a personalized bilingual classroom, 

you may find students at different stages of the English language learning, which explains 

the need for adopting an instructional approach where a teacher can differentiate his or 

her instruction every time that is needed.  

Bray & McClaskey (2013) stated, “Teachers can determine each learner’s needs 

by using Universal Design for Learning (UDL) principles to understand the learner’s 

strengths, challenges, aptitudes, interests, talents, and aspirations” (p. 16). 

 At this level, in a personalized bilingual classroom, teachers and students can 

determine the areas of opportunity in which it might be important to work and at the same 

time, decide which are the students’ interests and determine goals for language 

acquisition and development. By having critical conversations between teachers, parents, 

and students, short- and long-term goals cab be better determined. For instance, if the 

student is at the intermediate proficiency level of English, the path can be determined in 

which the student will achieve an advanced or advanced high level.   

Research by Fisher et al., (2009) supports individualized instruction and explains 

that it is based on the idea that each student has unique interests and past learning 

experiences, which allows flexibility in the learning continuum. Teaching English 

Learner Newcomer students is not only a challenge but also an opportunity for 

individualized instruction The challenge is that each student is enrolled in a bilingual 

classroom. The teacher can engage each student by working on their interests and 

learning experiences.  
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In a personalized bilingual classroom setting, each student has a clear 

understanding of their language needs. In addition to the teacher’s guidance, the student 

has developed a learning path, which he or she will follow throughout the academic year 

and at the same time by taking multiple language assessments. Each student might be 

able to see the progress through the use of academic progress folders.  

 

Background Assessments 

 To assess English Learners both the Texas English Language Proficiency 

Assessment System (TELPAS) and the State of Texas Assessments of Academic 

Readiness (STAAR) are excellent tools to analyze the efficacy of instructional 

approaches in a bilingual classroom. In Chapter III, this case study will analyze student 

data of English language learners in a Title I elementary school (matriculated in a large, 

urban southern school district). Before and after the implementation of the instructional 

strategies, data will be analyzed and then compared to see the benefits and opportunities 

based on the results from STAAR assessments.  

TELPAS assessment requires all English learners to be assessed, regardless of whether 

parents or guardians have denied education or ESL program services. 

According to TEC 29.056, districts that offer a bilingual program at the elementary level 

shall administer a language proficiency test in the primary language of the student who is 

eligible to be served in the bilingual education program. 

Small-Group Oral Administration  

 A critical component of the personalized bilingual classroom is small group 

instruction. To support English Learner Newcomer students, the teacher of record meets 
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with the student at least once or twice a week. While in a small group, the teacher can 

have the opportunity to interact closely with the student and help close those gaps in 

skills that the student may have. In the primary grades of elementary school, it is 

imperative to work in a small group to focus on specific skills needed by varied groups of 

children.  

 According to Williams et. al. (2009), small group reading instruction increases 

student engagement and motivation to participate. Small groups are successful when 

groups are fewer than five students because teachers have the opportunity to focus on the 

needs of each child. When teachers want to differentiate instruction in the classroom, one 

of the first elements to take into consideration is small group instruction. This is the time 

where teachers can work closely with students and identify the skills that need to be 

addressed to close gaps. 

 Amendun et. al. (2009) demonstrated that active participation during small group 

reading instruction increased student engagement and motivation. This is a key 

component of the personalized bilingual classroom because the teacher required ELLs to 

be actively engaged and motivated to help them be successful in the areas of need. While 

doing small groups, the teacher has the opportunity to spend more time with students and 

understand more closely the weaknesses of each student by having conversations and 

providing feedback in a faster manner.  

 The small-group approach better enables teachers to meet the needs of each 

student. Small group instruction is more effective than whole-group instruction because 

teachers will be able to differentiate instruction to meet each student’s needs, better 
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match instruction to each student’s level, and respond to children’s reading more 

effectively (Amendum, et al., 2009). 

Grouping newcomer ELs by levels of proficiency facilitates the identification of 

areas of improvement and at the same time, students feel comfortable working with those 

peers that are at the same level. According to Williams, et al. (2009) small group reading 

instruction is in alignment with the beliefs of Vygotsky. He believed that learning is 

inherently social and that students can make sense of various school activities through 

observation, participation, and social interaction.  

 Kiley (2007) explained that students in the small group receive high-quality 

reading instruction and can be engaged in relevant activities. Before small group 

instruction, teachers must carefully prepare the strategies and resources to implement. 

Teachers also keep a record of the advancement of each student. The student can see their 

progress and eventually move to a different small group that requires other skills to work 

on. Students need to self-reflect upon their progress and set new goals after being 

participating in a small group to see the areas of improvement in English and that those 

areas that still are a strength. 

 According to Amendum et al. (2009), small group instruction is more effective 

than whole-group instruction because teachers can differentiate instruction to meet each 

student’s needs, and at the same time observe which are the areas of focus. The 

implementation also requires an analysis done by the teacher. The teacher must consider 

key points such as group management.  

 Research by Ediger (2002), demonstrated that when students participate 

inhomogeneous grouping, the results are better because students can perform at the level 
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of their peers and feel safe. This element creates a smooth transition and participation 

when the students are participating in the small group because they feel confident that 

their peers are at the same level. In the case of newcomer English Learners is particularly 

important to work in a small group because the teacher can tackle the areas of need of 

each student, which is one of the principles of personalized learning. 

State of Texas Assessment of Academic Readiness (STAAR) 

 According to the Texas Education Agency (TEA), all public-school students in 

Texas, grades 3-12, take the STAAR test. STAAR is the states’ testing program and is 

based on state curriculum standards in core subjects including reading, writing, 

mathematics, science, and social studies. Grades 3-8 STAAR tests are given in the spring. 

End-of-course assessments (EOC) are given throughout the year.  

 STAAR tests are designed to measure what students are learning in each grade 

and whether they are ready for the next grade. The goal is to ensure that all students 

receive what he or she needs to be academically successful. STAAR tests for grades 3-8 

and EOC assessments are offered in both online and paper formats. 

Texas English Language Proficiency Assessment System (TELPAS) 

 One of the assessment tools that will measure the language acquisition progress of 

students in the personalized bilingual classroom is the Texas English Language 

Proficiency Assessment System (TELPAS). This assessment fulfills federal requirements 

for assessing the English language proficiency of English Learners (TELPAS 

Administrator Manual, 2019).  

By utilizing this language assessment, the bilingual teacher will have the 

opportunity to see the level of English proficiency in which the student is entering the 
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grade level. Each district is responsible for developing a local schedule for TELPAS 

assessments during the designated test administration window specified in the calendar of 

events. TELPAS is administered as an online assessment program. Student data consists 

of student identification, demographic, and program information. This information 

includes the student’s Public Education Information Management System (PEIMS) 

student identification, name, date of birth, ethnicity/race, number of years in U.S. 

schools, special language program type, etc. 

According to TELPAS Test Administrator Manual (2019), all K-12 ELLs are 

required to participate in TELPAS, including students classified as limited English 

proficiency (LEP) in PEIMS who have parents who have declined bilingual/ESL program 

exit criteria and are reclassified as non-LEP. 

An ELL from another Texas school district, state, or county who enrolls on or 

after the first day of the TELPAS testing window will not be assessed by the receiving 

district in the holistically rated domains. However, newly enrolled students in grades 2-12 

are required to take the TELPAS reading, listening, and speaking test. 

Because TELPAS assesses four English language proficiency levels, it is one of 

the main reasons that this assessment will be utilized as one of the assessments to 

personalized learning in the bilingual classroom. TELPAS describes four different levels 

of language acquisition, according to the ELPS, which are beginning, intermediate, 

advanced, and advanced high. The four language domains that TELPAS assessed in 

grades K-12 are listening, speaking, reading, and writing. 

According to TELPAS Manual (2019), the following are the definitions for each 

of the four domains: 1) The listening domain is the ability to understand spoken 
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language, comprehend and extract information, and follow social and instructional 

discourse through which information is provided. 2) The speaking domain is the ability to 

use spoken language appropriately and effectively in learning activities and social 

interactions. 3) The reading domain is the ability to comprehend and interpret written text 

at the grade-appropriate level. 4) The writing domain is the ability to produce written text 

with content and format to fulfill grade-appropriate classroom assignments. 

The TELPAS proficiency levels are divided into four categories, including 

beginning, intermediate, advanced, and advanced high. The TELPAS Manual (2019) 

defined each of the four categories as follows” the beginning domain as the level in 

which students have little or no ability to understand and use English. The intermediate 

students do have some ability to understand and use English. The advanced students can 

engage in grade-appropriate academic instruction in English. The advanced high students 

have attained the command of English that enables them, with minimal second language 

acquisition support, to engage in regular, all-English academic instruction at their grade 

level.” 

In the personalized bilingual classroom, the teacher might have the opportunity to 

group students based on TELPAS domain analysis. Teachers will look at the composite 

score of each student and group them by proficiency level domain. By grouping students, 

the teacher will be able to cater to the needs of each student and identify those who are in 

most need. Another benefit of grouping students by proficiency level is that teachers can 

prepare appropriate interventions and set goals for each group. 

 A critical component of the personalized bilingual classroom is the small group 

instruction because to support English Learner Newcomer students the teacher must meet 
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with the student at least once or twice a week. While in a small group, the teacher can 

have the opportunity to interact closely with the student and support language 

development skills. In the primary grades of elementary school, it is imperative to work 

in a small group to focus on specific skills needed by varied groups of children.  

 Grouping English Learner Newcomer students by levels of proficiency facilitates 

the identification of areas of improvement and at the same time, students feel comfortable 

working with those peers that are at the same level. According to Williams, et al. (2009) 

small group reading instruction is in alignment with the beliefs of Vygotsky, who 

believed that learning is inherently social and that students can make sense of various 

school activities through observation, participation, and social interaction.  

 Research by Kiley (2007) demonstrated students in the small group receive high-

quality reading instruction and can be engaged in relevant activities. Before small group 

instruction, teachers must carefully prepare the strategies and resources to implement and 

also keep a record of the advancement of each student, so that students can see their 

progress and eventually move to a different small group that requires other skills to work 

on. Students need to self-reflect upon their progress and set new goals after being 

participating in a small group to see the areas of improvement in English.  

 According to Amendum et al. (2009), small group instruction is more effective 

than whole-group instruction because teachers can differentiate instruction to meet each 

student’s needs, and at the same time observe each student’s needs. The implementation 

of small group instruction requires time and analysis because teachers need to have in 

consideration key points such as group management, data that support the formation of 

each group, rotation stations for those students that are in the classroom but are not in 
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small group and the correct selection of bilingual strategies that will support English 

Learner Newcomers.  

 Research by Ediger (2002), demonstrated that small groups should be formed 

based on ability, this strategy is called homogenous grouping. This element creates a 

smooth transition and participation when the students are participating in the small group 

because they feel confident that their peers are at the same level. In the case of English 

Learner, Newcomers is particularly important to work in a small group because the 

teacher can tackle the areas of need of each student, which is one of the principles of 

personalized learning. 

The use of Technology in the Bilingual Classroom 

 The use of technology in the bilingual classroom is an important element while 

incorporating instructional strategies. In a study by Kent & Holdway (2009), technology 

promotes higher-order thinking skills because it allows students to actively engage in 

learning. Technology is a great resource to motivate English learners to explore new 

ways of expressing their thoughts.  

In the personalized bilingual classroom, the use of technology will benefit English 

Learner Newcomer students because it will help differentiate the activities with adaptive 

software, such as Imagination Station, that can be implemented as part of the independent 

station rotations. The use of this type of adaptive software facilitates the accommodation 

for students because students are assessed when logged onto Imagination Station, which 

places them at the appropriate starting point in the program. 
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Imagination Station  

 Imagination Station is an internet-based supplemental and intervention, a reading 

program where students have the opportunity to receive supplemental support for those 

students struggling with reading. This is an excellent technology software for English 

Learner Newcomer students. According to the Florida Center for Reading Research 

(2006), “the goal of Imagination Station is to teach students to read fluently and with 

comprehension.” 

The Imagination Station program contains three components: individually focused 

interactive instructional technology, ongoing assessments, and reports. In the 

personalized bilingual classroom, English Learner Newcomer students should have the 

opportunity to utilize Imagination Station during the technology-based center time for at 

least 30 minutes, three times per week.  

 According to the National Reading Panel (2000), “Imagination Station addresses 

the five important components of reading: phonemic awareness, phonics, fluency, 

vocabulary, and comprehension. English Learner Newcomers benefit from Imagination 

Station because it uses decodable and read-aloud texts, high-frequency reading words, 

and commonly used words. By providing English Learner Newcomers with the necessary 

tools to be successful, the future of education and the society will be promissory. 

Students who complete and exit a bilingual program successfully will have better 

opportunities in the future; better employment opportunities and in most cases change the 

future of their families. Bilingual students will have more opportunities than those who 

are monolinguals. 
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 According to Walsh (2011), research shows that digital pedagogies could 

facilitate the development of literacy in the classroom and could be an innovative way to 

address the biliteracy development of emergent bilinguals in dual language classrooms. 

English Learner Newcomers can read books online with the option of using the audio 

feature, which is beneficial for those who are learning the target language L2. In addition, 

students can use iPads or Chromebooks where they can record their voices and the 

teacher has access to this and helps them make any corrections that need it. 

 Bigelow & Bokoun (2005) explained that by using different technologies and 

allowing student choices, students could improve their literacy development and 

engagement. By providing opportunities in which students are engaged in learning with 

technology, teachers are empowering students and at the same time allowing them to be 

prepared for the challenges of the 21st century.  

 A technology-based center (TBC) is the area within the classroom in which 

students use technology as a tool for learning. This is a great opportunity for personalized 

instruction for English Learner Newcomers because students can use adaptive and 

intervention software to close gaps in areas such as reading or math. TBC is also the time 

that students create projects using google documents or make presentations using 

PowerPoint or Prezi.  

Summary 

This chapter reviewed and described the historical background of bilingual 

education, English Learner Newcomer students, and some of the most relevant studies 

related to bilingual education. The chapter also explored the relationship between 

personalized learning and bilingual education in the elementary classroom. The academic 
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benefits of bilingual education. The chapter also explained the assessments for English 

Learners such as the Texas Language Proficiency Assessment System (TELPAS) and 

State of Texas Assessments and Academic Readiness (STAAR). A review of three 

bilingual strategies for the bilingual classroom was also reviewed. The use of technology 

in the bilingual classroom through the implementation of Technology-based centers and 

software such as Imagination Station.  

Chapter II (Literature) presented the review of literature, which included the 

theoretical and historical background, the current status of the bilingual instructional 

strategies, the background of personalized learning, the background assessment, and the 

use of technology in the bilingual classroom. 

Chapter III presented in detail the case study methodology and is comprised of 

five sections: selections of participants, instrumentation, data collection, data analysis, 

and summary. Chapter IV will describe the demographic descriptive statistics and 

findings of the qualitative case study. Chapter V conveyed the researcher’s summary, 

discussion, and conclusions. 
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CHAPTER III 

METHODOLOGY 

This case study was designed to measure the effect of instruction delivered in 

both English and Spanish using the preview-view-review strategy on the academic 

content acquired by English Learner Newcomer students. The outcomes of this 

intervention compared to the outcomes of instruction delivered in English only. The 

parameters of the study participants, along with the methodology for choosing the 

participants, are included.  This chapter included details of the case study’s methodology 

and included five sections: the purpose of the study, research design, context and setting, 

participants, instrumentation, data collection, research bias, data analysis, and summary. 

 

Introduction 

 The purpose of this case study was to measure the effect of instruction delivered 

in both English and Spanish using the Preview-View-Review (PVR) strategy on the 

language development of English Learners (ELs) newcomer students in Title I 

elementary school (matriculated in a large, urban southern school district) as stated in 

Chapter I. 

According to Creswell & Poth (2018, p. 98), in a single instrumental case study, 

“the researcher focuses on an issue or concern and then selects one bounded case to 

illustrate this issue.” Separate instruments to measure these variables will be utilized to 

this end. The methodology employed to test the research questions will be presented in 

this chapter. By using quantitative archival data scores from STAAR, the researcher was 

able to identify the efficacy of the instructional approaches for English Learner 
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Newcomers in Title I elementary schools. By comparing data from the STAAR 

assessments in math and science, the researcher was able to identify which instructional 

approaches were more successful when teaching English Learner Newcomer students.  

Selection of Participants 

 There were no participants selected for this quantitative archival data single 

instrumental case study. The target population for this study were students STAAR 

assessments in grades third through fifth. 

Instrumentation 

 The researcher utilized data points to compare the effects of language strategies in 

the bilingual classroom versus the classes that do not implement this type of strategy. The 

language strategies that the researcher included are Previe-View-Review, 

Translanguaging, and Bridge. All three strategies were implemented in bilingual 

classrooms. For the ESL classrooms, neither language strategies were implemented. The 

results of the archival data points were analyzed and discussed in Chapter IV. 

Research by Creswell & Poth (2018) demonstrated that in a singly instrumental 

case study, “the findings from multiple sources of information advanced five themes 

(denial, fear, safety, retriggering, and campus planning)”. 

 Data Collection 

The initial steps in data collection was the researcher’s proposal, committee 

acceptance, and university and district Institutional Review Board (IRB) approvals 

(Appendix A & B). Upon receiving both IRB approvals, the researcher began collecting 

quantitative archival data from the selected school.  
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Likewise, all-digital records, including double-data entry spreadsheets related to the 

single instrucmental case study were stored on a password-protected digital storage 

device where they will remain for three years until they are destroyed. 

 The researcher assured the research study’s trustworthiness by including each of 

Creswell and Poth’s (2018) nine validation strategies for a credible qualitative study. The 

nine strategies, not in any specific order of importance, are clarifying researcher bias, 

member checking, having a prolonged engagement, collaboration with participants, 

enabling external audits, having a peer review, corroborating evidence through 

triangulation, and discovering a negative case analysis (Creswell & Poth, 2018). The 

following two paragraphs delineate how the researcher employed Creswell and Poth’s 

(2018) strategies. 

Research Bias 

 This research study was conducted in a Title I elementary school (matriculated in 

a large, urban southern school district), due to convenience sampling. The researcher 

worked for the same Title I elementary school as an Instructional Interventionist and 

member of the Instructional Leadership Team (ILT), for the past five years.  

Data Analysis 

 According to Creswell & Poth (2018), five data analysis steps should be followed 

to analyze data. They include managing and organizing data, reading and emergent ideas, 

describing and classifying codes into themes, developing, and assessing interpretations, 

and representing and visualizing the data.  

 The researcher spent time collecting archival data from STAAR results from the 

previous four academic years. The data analysis included working, organizing, 
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synthesizing, and discovering data, which supported the reliability and accuracy of the 

study. 

 To analyze data from this single instrumental case study, the researcher managed 

the data collection in consideration of the importance of planning and conducting an 

ethical study. Creswell & Poth (2018) consider three principles that should guide ethical 

research: respect for the person, concern for welfare, and justice. For this single 

instrumental case study, these three principles will be considered in every step of the 

process of research. 

Summary  

 In this chapter, the researcher presented a detailed and specific methodology for 

the single instrumental case study. The methodology is comprised of five sections: 

selection of participants, instrumentation, data collection, data analysis, and summary. 

Chapter IV describes the demographic descriptive statistics and findings of the qualitative 

research study. Chapter V conveys the researcher’s summary, discussion, and 

conclusions. 
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Chapter IV 

Results 

Introduction 

This study was designed to measure the effects of instruction delivered in both 

English and Spanish using the preview-view-review strategy on the academic content 

acquired by English Learner Newcomers. The outcomes of this intervention compared to 

the outcomes of instruction delivered in English only. The parameters of the study 

participants, along with the methodology for choosing the participants, are included. 

Chapter IV is comprised of the following sections: research question one, the State of 

Texas Assessments of Academic Readiness (STAAR) student performance data 

percentage 2017-2020, summary of findings for research question one, research question 

two, STAAR student performance data percentage 2017-2020, summary of finding for 

research question two, research question three, STAAR student performance data 

percentage 2017-2020, summary of finding for research question three. 

  This chapter discussed the study´s results from students´ data in grades third 

through fifth in the STAAR assessments from 2017-2020. The participants in the study 

were low socioeconomic status, ages 7-11, in grades third through fifth English Learner 

students in math and science classes where the strategy of preview-view-review was 

implemented in the bilingual classrooms. The quantitative archival data from STAAR at 

the end of the years 2017-2020. The research data described and analyzed the scores 

during the year 2017 to 2020, with the exemption of 2020 in which due to the COVID-19 

Pandemic students in Texas were not able to take the STAAR test. 
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The STAAR report was used from the academic school year of 2017 to 2020. The 

STAAR math report for grades 3-5 and STAAR science grade 5th. The student 

performance on the STAAR test is reported by TEA in four categories: Did Not Meet 

Grade, Approaches Grade Level, Meets Grade Level, and Masters Grade Level. 

According to TEA the first category Did not Meet Grade level means not passing, and the 

other three categories means passing. For the purpose of this study, the researcher 

analyzed all four categories based on the qualitative archival data generated by the 

STAAR assessment.  

According to Every Student Succeeds Act (ESSA, 2015), Federal law requires 

school personnel to identify emergent bilinguals and evaluate their English-language 

proficiency. The Texas English Language Proficiency Assessment System (TELPAS) 

assess and monitor annual progress that English learners (ELs) make in learning the 

English language. 

The STAAR assessment measures the TEKS, the TELPAS assessment measures 

the students' progress in the English Language Proficiency Standards (ELPS). TELPAS 

assesses EL students in grades K-12. According to TEA (2020), the ELPS and TELPAS 

encompass four language domains (listening, speaking, reading, and writing) and four 

proficiency levels for each domain (beginning, intermediate, advanced, and advanced 

high). At the end all levels get an average that results in the overall composite rating. 

The main idea of utilizing the TELPAs and the ELPS is to support EL students in 

making progress and achieving English levels that allow them to be successful in the 

classroom and understand the grade-appropriate content. Both the ELPS and TELPAS are 
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formative and summative assessments that support teachers, parents, students, and 

administrators when making decisions about the implementation of best practices. 

Research Question One 

The essential question arises when thinking about personalized learning in the 

elementary bilingual classroom. The research question one: Are the current instructional 

language approaches helping English Learner Newcomer students be successful in the 

classroom? The first research question showed positive results in the three-year data 

analysis of STAAR, 2017-2020.  

STAAR Assessment Performance Math and Science 

The way in which the researcher analyzed the STAAR data is based on the scaled 

score determined by the Texas Education Agency (TEA) when creating the STAAR 

performance for each standard and each subject. The used of Math and Science subject 

for this study is due to the fact that these two subjects were utilized for the 

implementation of Preview-View-Review (PVR) in the bilingual classroom. The 

academic subjects of reading and writing did not implement PVR or any other bilingual 

strategy. 

Table 4.1 STAAR Assessment Performance Math & Science explains in the results by 

grade level and includes the Score Thresholds. All data tables are listed in Appendix A. 

Math and Science were selected as the two academic subjects to be analyzed because in 

these two academic areas the bilingual strategies were implemented. 
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Table 4.1 STAAR Assessment Performance Math & Science 

 

 

The Table 4.1, according to TEA (2017-2020), explains that Assessment 

Performance the passing score (Approaches) for the math STAAR standards for Grade 3 

Math is 1360 (Approaches), 1486 (Meets), and 1596 (Masters). For the math STAAR 

standards for Grade 4 is 1467 (Approaches), 1589 (Meets), and 1670 (Masters). For the 

math STAAR standards for Grade 5 is 1500 (Approaches), 1625 (Meets), and 1724 

(Masters). For the science STAAR standards for Grade 5 is 3550 (Approaches), 4000 

(Meets), and 4402 (Masters).  For Spanish, the Assessment Performance passing scores 

for math STAAR standards for Grade 3 is 1360 (Approaches), 1486 (Meets), and 1596 

(Masters). For the Spanish STAAR standards for Grade 4 is 1467 (Approaches), 1589 

(Meets), and 1596 (Masters). For the Spanish STAAR standards for Grade 5 is 1500 

(Approaches), 1625 (Meets), and 1724 (Masters). For the Spanish science STAAR 

standards for Grade 5 is 3550 (Approaches), 4000 (Meets), and 4402 (Masters).  
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STAAR Student Performance Data Percent 2017 

In 2017, the Performance of School Index was 51 for Index 1, 31 for Index 2, 26 for 

Index 3, and 20 for Index 4, which gave the accountability rating of Improvement 

Required. The STAAR percent at Approaches Grade level for math in 2017 was 79%, 

which was higher than the district (77%). The STAAR percent at Meets for Math in 2017 

was at 48% and the science was at 52%. Both scores were lower than those of the district, 

math with 52% and science with 55%. The STAAR percent at Masters for math in 2017 

was at 23% and science 19%. The STAAR percent that Met or Exceeded progress for 

math in 2017 was at 64%. The total number of students in 2017 in grades KG-5 was 633. 

One of the most important aspects to take into consideration was the arrival of a new 

Principal and new Instructional Leadership to the Campus, which made a big impact on 

the implementation of the preview-view-review strategy in the bilingual and ESL math 

and science classrooms. This was the first year of implementation of the strategy of 

Bridge, Preview-View-Review (PVR), and Translanguaging. The district multilingual 

department started the professional development for these three strategies at the 

elementary level. 

In the academic year of 2017-2018, teachers received professional development in 

Preview-View-Review, Bridge, and Translanguaging with Dr. Mercuri and the support of 

the Multilingual Department from the school district. Teachers attended to these trainings 

during the summer of 2017 and started implementing the strategies in the bilingual 

classroom. The two academic subjects in which teachers implemented the bilingual 

strategies were math and science. Reading and writing implemented the Teacher´s 

College program which did not include the bilingual strategies. 
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STAAR Student Performance Data Percent 2018 

In 2018, the accountability rating for the school was Met Standard. The school 

performance overall score was 71, for student achievement the scale scored was 52, 

school progress was 72, and the Closing the Gaps was 68. The STAAR performance rate 

at Approaches for math in 2018 was 81%, nine points higher than 2017. The science 

performance rate at Approaches for 2018 was 80%, 13 points higher than 2017. The 

STAAR performance rates at Meets for math in 2018 was at 50%, six points higher than 

2017. The science performance for 2018 was 51%, two points higher than 2017. All data 

tables are listed in Appendix A. 

Table 4.2 STAAR Math 2018 Grade 3 

 

 

 

The STAAR performance rate at Masters for math in 2018 was at 24%, five points higher 

than 2017. The science performance rate at masters in 2018 was at 23%, four points 

higher than 2017.The overall academic growth score for 2018 for math was 70 points.  
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The results for the year 2018 were positive in most of the subject areas, but specifically in 

math and science. Teachers were able to implement with fidelity the strategies of Bridge, 

Preview-View-Review, and Translanguaging in both bilingual and ESL classrooms. 

Classroom visits and teacher feedback were two of the areas of implementation in the 

second year of the multilingual strategy. Teachers received professional development 

from Dr. Sandra Mercuri and Dr. Vivian Pratts. In addition, Dr. Laura Ramos planned 

with teachers in grades 3-5, three different times throughout the year. Teachers were able 

to implement strategies with fidelity and started to see the benefits of using personalized 

learning in the bilingual classroom and model to students how to be responsible for their 

own learning and participate more in the bilingual classroom using Bridge, Pre-View-

Review, and Translanguaging.  

The results in 2018 were very positive in the areas of math and science, and students in 

grades 3-5 felt successful because they saw the growth in their learning continuum. It is 

important to mention that teachers started implementing the bilingual strategies in the 

academic year of 2018, since the training in these strategies began in 2017. Teachers had 

the opportunity to attend professional development in the area of bilingual strategies with 

Dr. Mercuri and the multilingual department during the summer of 2017. Followed this 

training teachers had the opportunity to observe other bilingual classrooms and then 

provided feedback to other teachers.  

STAAR Student Performance Data Percent 2019 

The accountability rating for the school in 2019 was below 60, which led the school to 

earn an unacceptable performance, which required the school to do more academic 

support for eventual success in college for students. The student achievement score was 
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50, the school progress 59, and the closing the gaps a 48. There was no distinction earned 

this year. The class size this year for third grade was 23.4, for grade fourth was 20, and 

for grade 5th was 23.5. The STAAR performance rate at Approaches for math in 2019 

was at 82%, one point higher than 2018. In science, the STAAR performance rate at 

Approaches was at 81%, one point higher than 2018. The STAAR performance rate at 

Meets for math in 2019 was at 52%, two points higher than 2018. In science the 

performance rate at Meets was at 54%, three points higher than 2018. The STAAR 

performance in 2019 at the Masters level was 26%, two points higher than 2018. The 

science performance was 25%, two points higher than 2018.  The overall academic 

growth score in math was 70, the same as 2018. 

In 2019, despite the implementation of preview-view-review continued, a couple 

of interesting issues arise during this year. The number of Newcomer students doubled, 

from 13 students in grades 3-5, we went up to 36. In many cases, the majority of 

Newcomer students did not have previous schooling, some did not speak Spanish as their 

native language. Some of these students spoke dialects that very few teachers understood. 

At the same time, by the beginning of April the school had to move from presential 

learning to virtual learning due to COVID-19. It was a difficult year, in which most of the 

Newcomer English learner students were not able to connect to virtual sessions due to 

lack of knowledge in how to use the Chromebooks or simply login to Zoom. It was a 

complex and difficult year and the uncertainty among school stakeholders was very high, 

because there was not much information about the virus and what would happen in the 

incoming months. Students in grades 3-5 were not able to take the STAAR assessment 

due to COVID-19. 
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For the academic year 2019, the school had a new math curriculum adoption, which 

demanded from the math teachers to attend professional development and other trainings 

in order to make a successful implementation of the new math curriculum. This situation 

affected the development and implementation of the bilingual strategies in the classroom. 

In addition, teachers in grades 3-5 were either changed to other grade levels and other 

teachers left the campus for personal and professional reasons. These situations affected 

the implementation of bilingual strategies in the classroom and hindered the successful 

implementation and learning continuum of the students.  

STAAR Student Performance Data Percent 2020 

Due to COVID-19 all Districts and Schools were not rated in 2020. Given the impact of 

COVID-19 on all districts, schools received a label of Not Rated. Declared State of 

Disaster for their 2020 accountability ratings. The class size for the school was for 

kindergarten 18, in first grade 17.6, in second grade 20.1, in third grade 19.6, in fourth 

grade was 20.9, and in fifth grade 21.1. The mobility rate was 20.1. 

 

Summary of Findings for Research Question One 

The instructional language approaches implemented throughout the four years are evident 

based on the student performance data of STAAR in grades third through fifth. The most 

significant results were seen in math and science, where the strategy of preview-view-

review was implemented in those grade levels. At the same time, the Bridge and 

Translanguaging strategies were implemented as well in the grade levels already 

mentioned, which is evident in the STAAR student performance data from the years 

2017-2020. 
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In this case study, the data findings demonstrated that in the academic year of 2018-2019, 

the results were positive due to the implementation of the bilingual strategies with fidelity 

in the classroom. In the academic year of 2019-2020, due to the implementation of a new 

math curriculum adoption and the changes in teacher grade level positions affected the 

implementation of the bilingual strategies as well as the learning continuum that had a 

negative impact in the STAAR data for this particular academic year. The two academic 

subject were the bilingual strategies were used and implemented were math and science. 

 

Research Question Two 

The essential question arises when thinking about personalized learning in the elementary 

bilingual classroom. The research question two: Are bilingual teachers differentiating 

instruction for their newcomer English Learner students? This research question is 

evident in the Student Performance Data found on STAAR. It is also evident how in the 

academic school year 2019, when the number of newcomer English Learner students 

almost doubled, how data demonstrated the struggled in the Student Performance Data on 

STAAR, which eventually led the school not to be able to meet the requirements of TEA. 

Bilingual teachers were able to differentiate instruction for newcomer English Learner 

students with success in the subject area of math, and with some success in science. 

Despite most of the results in math being very positive, the results in the area of science 

for fifth grade still need to improve. Bilingual teachers need to implement with fidelity 

the Preview-View-Review (PVR) strategy with newcomer English Learner students and 

make sure to differentiate instruction for them. Time in the area of English language 

development is key for the success of  newcomer students. 
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STAAR Student Performance Data Percent Math and Science 2018 

The STAAR percent at Approached grade level 2018 for Third Grade Math was at 77%, 

while English Learners were at 74%. In grade 4th mathematics the percentage 5th at 90%, 

and English Learners at 86%. In science fifth grade the percent at Approaches was at 

75%, and English Learners were at 62% at the Approaches level. All data tables are listed 

in Appendix A. The bilingual strategies were implemented in two academic subjects, 

math and science. Reading and writing did not implement the bilingual strategies because 

these two subjects adopted the Teacher´s College program from Lucy Calkins. 

 

Table 4.3 STAAR Math 2018, Grade 5 

 

 

 

The STAAR percent at Meets grade level for 2018 for Third Grade Math was at 48%, In 

Grade Fourth Math, the Meets level was at 48%, and the ELs were at 38% in 2018. In 

grade 5th the percent at Meets in Math was at 57%, ELs were at 46%. In science fifth 



 

 

90 

 

grade at the Meets level the student's percent was at 40%, ELs were at 24%. The STAAR 

percent at Masters Grade Level in Third Grade was at 22%, ELs were at 17%. In grade 

fourth the STAAR percent at Masters Grade Level was at 23%, ELs were at 12%. In 

grade 5th math the STAAR percent at Masters was 30%, ELs were at 19%. In science 

fifth grade the percentage at Masters was at 16%, ELs were at 7%. 

The STAAR results during this academic year were positive due to the implementation of 

preview-view-review strategy in the bilingual and ESL classrooms. Teachers used and 

implemented strategies such as Bridge, Preview-View-Review (PVR), and 

Translanguaging. Professional development was offered and required teachers to visit 

other classrooms as part of the implementation program. Dr. Sandra Mercuri and the 

Multilingual department provided professional development for teachers and created 

opportunities to follow up and make classroom visits. In general terms, the success of 

implementation of strategies in the bilingual and ESL classrooms was evident and it was 

a big reason for the success in the STAAR assessments. 

 

Summary of Findings for Research Question Two 

The findings for research question two showed that bilingual teachers are differentiating 

instruction for their newcomer English Learner students which is evident with the 

STAAR Student Performance Data percentage in the year 2017 through 2018, in which 

teachers began implementing the strategies of Preview-View-Review, Bridge, and 

Translanguaging with the support of Dr. Sandra Mercuri and the Multilingual 

Department.  
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In the academic year of 2018-2019, the implementation of a new math adotion in grades 

3-5, math teachers had to attend professional development and began the implementation 

of this new math adoption, which affected the development of the bilingual strategies in 

the classroom. In addition, the school had several teacher position movements in grades 

3-5 due to personal and professional issues. These two factors affected the successful 

development of the bilingual strategies in the classroom.  

In the year 2019-2020 due to COVID-19 most of the instruction was moved online, 

which hindered the implementation of the bilingual strategies in the virtual setting. Even 

though students were learning virtually, bilingual and ESL teachers strived to give the 

necessary support to students in order to help them be successful in their learning.  

 

Research Question Three 

The essential question arises when thinking about personalized learning in the 

elementary bilingual classroom. The research question three: Are ESL teachers 

differentiating instruction for the English learner students? There is evidence in the 

Student Performance Data in both Math and Science that demonstrates that ESL teachers 

are differentiating instruction for the English learner students. Some of the strategies such 

as Bridge and Translanguaging are not implemented in the ESL classes, but it will be 

very beneficial for teachers to use some of the components of these strategies in order to 

support English learners.  

STAAR Student Performance Data Percent Math and Science 2019 

In 2019 the STAAR percent at Approaches Grade Level for Third Grade in Math was at 

78%, ELs were at 69%. In fourth grade the percent at Approaches for Fourth Grade Math 
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was at 74%, ELs were at 64%. In fifth grade the STAAR percent at Approaches was at 

89%, ELs were at 85% Approaches. In science the STAAR percent at Approaches for 

Fifth Grade was at 74%, ELs were at 60%. 

STAAR Student Performance Data Percent Math and Science 2020 

On March 27, 2020, the U.S. Department of Education waived statewide assessment, 

accountability and certain reporting requirements in the Elementary and Secondary 

Education Act (ESEA) for 2019-2020 school year due to widespread school closures 

related to the novel Coronavirus disease (COVID-19).  

STAAR Student Performance 2018 Grade Level 3 Math  

 

Table 4.4 STAAR Math 2018, Grade 4 

 

 

STAAR Student Performance 2018 Grade Level 4 Math 

In 2018, in Grade 4 Math a total of 99 students took the assessment with a percent score 

of 51.52% at Approaches, 15.15% at Meets, and 6.06% at Masters. The number of 
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Limited English Proficient (LEP), students was 68, which had a percent score of 46.71%. 

LEP students had a 44.12% percent score at Approaches, 13.24% at Meets, and 4.41% at 

Masters. The number of Hispanic students that tested in fourth grade were 92 out of the 

99 students. The percent score for Hispanic was 49.09%. The student performance score 

at the Approaches was 51.09%, Meets 15.22%, and Masters 5.43%. 

In 2018, in Grade 3 Math a total of 106 students took the assessment with a percent score 

of 50.64% at Approaches, 17.92% at Meets, and 8.49% at Masters. The number of 

Limited English Proficient (LEP), students was 71, which had a percent score of 69%. 

LEP students had a 53.52% percent score at Approaches, 16.90% at Meets, and 5.63% at 

Masters. The number of Hispanic students that tested in third grade were 93 out of the 

106 students. The percent score for Hispanic was 50.82%. The student performance score 

at the Approaches was 54.84%, Meets 17.20%, and Masters 7.53%. All data tables are 

listed in Appendix A. 

STAAR Student Performance 2018 Grade Level 5 Math 

In 2018, in Grade 5 Math a total of 79 students took the assessment with a percent score 

of 62.03% at Approaches, 25.32% at Meets, and 11.39% at Masters. The number of 

Limited English Proficient (LEP), students was 46, which had a percent score of 49.67%. 

LEP students had a 52.17% percent score at Approaches, 21.74% at Meets, and 6.52% at 

Masters. The number of Hispanic students that tested in fifth grade were 76 out of the 79 

students. The percent score for Hispanic was 54.50%. The student performance score at 

the Approaches was 63.16%, Meets 26.32%, and Masters 11.84%. 
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STAAR Student Performance 2018 Grade Level 5 Science 

In 2018, in Grade 5 Science a total of 79 students took the assessment with a percent 

score of 46.84% at Approaches, 13.92% at Meets, and 1.27% at Masters. The number of 

Limited English Proficient (LEP), students was 47, which had a percent score of 49.57%. 

LEP students had a 36.17% percent score at Approaches, 6.38% at Meets, and 2.13% at 

Masters. The number of Hispanic students that tested in fifth grade were 76 out of the79 

students. The percent score for Hispanic was 54.12%. The student performance score at 

the Approaches was 47.37%, Meets 13.16%, and Masters 1.32%. All data tables are 

listed in Appendix A. The two academic subjects that implemented the bilingual 

strategies were math and science, for this reason reading and writing are not included in 

the data performance presentation. Reading and writing adopted the Teacher´s College 

program from Lucy Calkins, which not included the bilingual strategies of preview-view-

review, bridge or translanguaging. 

Table 4.5 STAAR Science 2018, Grade 5 
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Summary of Findings for Research Question Three 

The findings for research question three demonstrated that ESL teachers 

differentiated instruction for the English Learner students in grades 3-5, this research is 

evident in the STAAR Student Performance Data Percentage in the academic year 2017-

2018 and 2018-2019. The data demonstrated that ESL teachers differentiated instruction 

for the ELs and the students' performance in the STAAR assessment is satisfactory. 

In some cases, ESL teachers did differentiate instruction but did not implement the 

strategies of Bridge, Preview-View-Review, and Translanguaging, since some ESL 

teachers did not receive the professional development, which was offered to all teachers, 

but in most cases, most of the bilingual teachers attended. The two academic subjects that 

implemented the bilingual strategies were math and science. Reading and writing adopted 

and implemented Teacher´s College program from Lucy Calkins. 

Summary and Organization of the Study 

Chapter IV described the student performance archival data and findings of this 

research study in order to measure the effect of instruction delivered in both English and 

Spanish using the preview-view-review strategy on the language development of English 

Learners (ELs) Newcomer students in an elementary public school in the city of Houston, 

Texas. Chapter IV is comprised of three sections: 1) Research Question One, STAAR 

student performance Data Percentage 2016-2020, Summary of Grade Level Results for 

ELs (Approaches, Meets, and Masters), and Summary of Findings for Research Question 

One. 2) Research Question Two, STAAR student performance Data Percentage 2016-

2020, Summary of Grade Level Results for ELs (Approaches, Meets, and Masters), and 

Summary of Findings for Research Question Two. 3) Research Question Three, STAAR 
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student performance Data Percentage 2016-2020, Summary of Grade Level Results for 

ELs (Approaches, Meets, and Masters), and Summary of Findings for Research Question 

Three. Chapter V conveys the researcher’s summary, discussion, and conclusion. 

  



 

 

97 

 

CHAPTER V 

SUMMARY, DISCUSSION, AND CONCLUSIONS 

This study was designed to measure the effect of instruction delivered in both 

English and Spanish using the preview-view-review strategy on the academic content 

acquired by English Learner Newcomers. The outcomes of this intervention are 

compared to the outcomes of instruction delivered in English only. Chapter V includes 

the researcher´s summary, discussion, and conclusions. Chapter V is comprised of these 

five sections: a summary of the study, discussion of the findings, implications for 

practice, recommendations for further research, and conclusions. 

Summary of the Study 

The quantitative archival case study confirmed that the bilingual instructional 

strategies provided evidence of student growth in the areas of math and science based on 

the three years data results (2017-2020), from State of Texas Assessment of Academic 

Readiness (STAAR) for grades third through fifth. 

There was evidence of student growth in the area of math for the years 2017-

2018, in third grade (2017), 41 out of 106 students met or exceeded progress at 39%. In 

2018, in third grade  56 out of 106 students met or exceeded in STAAR Math Assessment 

with 53%. This indicates that there was an improvement of 14% in the area of math, from 

39% in 2017 to 53% in 2018. In fourth grade (2017), 58 out of 102 students met or 

exceeded progress at 57%. In 2018, in fifth grade 51 students out of 99 at 51%. There 

was a 6% decrease in grade four math scores in the 2017-2018 academic year. 

In fifth grade (2017), 39 out of 78 students met or exceeded progress at 50%. In 2018, in 

fifth grade, 49 students out of 79 met or exceeded progress at 62% in STAAR Math 
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Assessment. This indicates that there was an improvement of 12% in the area of math, 

from 50% in 2017 to 62% in 2018. The overall student progress in 2017 was 50% with 

117 out of 236 who met or exceeded progress. In 2018, the overall student progress was 

55% with 156 out of 284 who met or exceeded progress. This indicates that there was an 

improvement of 5% in the overall STAAR Math Assessment results in grades 2017-2018. 

Science STAAR Assessment for grade five showed slight progress from the year 

2018-2019, from 40% Approaches (2018) to 41% Approaches (2019) with 1% 

improvement. For the academic year 2017-2018, there was a decrease in the Approaches 

due to the improvement in student skills for this grade level, from 49% (2017) to 40% 

(2018) with 9% negative at the Approaches level. The Meets level improved by 1%, from 

18% (2017) to 19% (2018). Table 4.6 STAAR Science (2017-2019) for grade five 

explains the percentage. All data tables are listed in Appendix A.  

Table 4.6 Grade Fifth 
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Due to COVID-19, data for the academic years 2019-2020 were not available. 

During this time students received virtual instruction which impeded the differentiation 

of instruction for the Newcomer English Learner students. Despite the fact students were 

learning virtually, bilingual and ESL teachers strived to support students.  

Another area of improvements was the First Year Monitoring students, which 

demonstrated growth in grade three 100% (one student), grade four 100% approaches, 

57.14% meets, 28.57% at masters (seven students), grade five 100% approaches, 61.54% 

meets, and 38.46% masters (13 students).  

 

Discussion of the Findings 

Research Question One 

The first research question provides evidence of growth in the area of math for the 

three-year data analysis of STAAR. The essential question arises when thinking about 

personalized learning in the elementary bilingual classroom. Research question one 

inquired: Are the current instructional language approaches helping newcomer English 

Learner students be successful in the classroom? The data demonstrated evidence that the 

current instructional language approaches are helping newcomer English Learner 

students in the subject areas of math and science. 

In the case of math, STAAR data showed progress over the course of the three 

years (2017-2020). For grades three through five, from the year 2017 to 2018 there was a 

6% increase at the Approaches level, 53% (2017) to 59% (2018). At the Master´s level 

there was an increase of 2%, from 7% (2017) to 9% (2018). Which demonstrates 

evidence of student growth due the current instructional language approaches that are 
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helping newcomer English Learner students. Table 4.7 STAAR Math (2017-2019) for 

grades three through fifth showed the student performance. All tables are listed in 

Appendix A. 

Table 4.7 Grades 3-5 

 

 

In the case of science, the data showed slight growth, for instance at the Approaches level 

40% (2018) to 41% (2019), which is a 1% improvement. At the master's level for 

STAAR Science was 1% (2018) and 1% (2019), which demonstrated not growth for 

these two academic years.  

Research Question Two 

Research question two asked: Are bilingual teachers differentiating instruction for 

their newcomer English Learner students? Data related to the second research question 

showed evidence of growth for the academic years 2017-2019, except during the years of 

COVID-19 (2019-2020), where teachers and students had difficulties trying to adjust to a 

virtual setting, especially trying to close the learning gaps in newcomer English Learner 
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students. Some of the bilingual strategies required a level of detail that the virtual 

environment makes it harder to implement and this affects newcomer students. 

There is evidence of teachers differentiating instruction for newcomer English 

Learner students when looking at the STAAR Math English Learner Texas Academic 

Report for the academic years 2017-2019. For three consecutive years, 2017-2019, there 

was growth at the Approaches, Meets, and Masters STAAR performance levels in the 

subject area of math (Table 4.8). All tables are listed in Appendix A. 

 

Table 4.8 Grades 3-5 ELs 

 

 

Research Question Three 

Data related to the third research question showed evidence of slight growth in the 

three-year data analysis of STAAR (2017-2020). The essential question arises when 

thinking about personalized learning in the elementary bilingual classroom. The third 

research question was: Are ESL teachers differentiating instruction for the English 
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learner students? Evidence showed a slight increase in the STAAR results due to 

COVID-19 during the 2019-2020 academic years, where students had to move from face-

to-face learning to virtual learning in the Spring of 2019 and Fall of 2020. The virtual 

setting created an unprecedented negative aspect in the differentiation of instruction at the 

elementary school level and the population directly affected were English learner 

students who relied in differentiated instruction and depend heavily on instructional 

strategies.  

Implications for Practice 

Delimitations 

The first delimitation used by the researcher in this case study was the use of only 

one school district. The second delimitation that was used by the researcher was the 

selection of only one elementary school. The researcher focused on instructional practices 

to support newcomer English Learner students in the bilingual classroom, which were 

expected to lead to the academic success of this population. 

Limitations 

The first limitation for this quantitative archival case study was conducted at a 

single elementary school in a large, urban, southern school district. Therefore, the 

findings may not be fully generalized as being representative of other elementary schools. 

The study was implemented in one school district and data was collected on grades three 

through five only. The fact that the researcher was working as an Intervention Specialist 

at the same school may have a potential bias of responses and may have affected the 

interviews or data collection process. The researcher was part of the school bilingual 

committee that intereacted with teachers in the areas of math and science. 
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Recommendations for Further Research 

The researcher recommends using a purposive sample to identify the areas in the 

bilingual and ESL classrooms where differentiating can be used and implemented more 

effectively. The researcher also recommends creating a survey study to see the 

effectiveness of instructional strategies in both the bilingual and ESL classrooms. 

Additionally, the researcher recommends a study that includes reading and writing as the 

subject of data study, including several elementary schools either at the same school 

district or several schools' districts in order to compare student growth over time. A 

longitudinal study will enable the researcher to analyze repeated observation of the 

variable and recorded for the same students over a period. Data among students in grades 

three through five and see the benefits of instructional strategies in the bilingual and ESL 

classroom. Future research could also include interviewing teachers to determine the 

effectiveness of preview-view-review in the classrooms and the benefits of personalized 

learning in the bilingual and ESL classroom. 

Conclusions 

The purpose of this case study was to measure the effects of instruction delivered 

in both English and Spanish using the Preview-View-Review (PVR) strategy on the 

language development of English Learners (ELs) newcomer students in Title I 

elementary school (matriculated in a large, urban southern school district). 

Baker and Wright (2017) stated, “Bilinguals are present in every country of the 

world, in every social class, and all age groups”. It is an important aspect of our society 

because the next generation of students will include English Learners. Educators must 

find ways to support newcomer English Learners so they can be successful at school and 
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eventually be successful as part of the future workforce of this nation. Stakeholders must 

be active participants of the education process of all students and pay close attention to 

English Learners because they will become the largest minority group in our nation. 

Research by Capps et al., (2005) found that 44 percent of English learners in 

middle and high school were foreign-born, which means that there is a significant number 

of students who were English learners and already graduated from high school and are 

already part of the workforce of this nation. We need to continue to support bilingual and 

ESL teachers in their efforts to help English learners be successful. As demonstrated in 

this study, when the instructional strategies are implemented in the bilingual and ESL 

classrooms students are successful in their academic journey. 
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APPENDIX A 

Table 4.1 STAAR Assessment Performance Math & Science 

 

 

 

Table 4.2 STAAR Math 2018, Grade 3 
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Table 4.3 STAAR Math 2018, Grade 5 

 

 

 

Table 4.4 STAAR Math 2018, Grade 4 
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Table 4.5 STAAR Science 2018, Grade 5 
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Table 4.6 Grade 5 

 

Table 4.7 Grades 3-5 
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Table 4.8 Grades 3-5 English Learners 
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APPENDIX B 

IRB Letter Approval HBU 
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APPENDIX C 

IRB Letter Approval Spring Branch ISD 
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APPENDIX D 

Curriculum Vitae 

 

Juan P. Suarez Ortiz 

27118 Kendal Ridge Lane, Cypress Texas 77433 

(C) 832.248.4342 (H) 713.614.5134 – juanpilis@gmail.com 

 

Education 

 

• Houston Baptist University – Houston, Texas 

May, 2022 – Doctorate of Education 

Executive Educational Leadership 

 

• Houston Baptist University – Houston, Texas 

Texas Principal Certification 

May, 2021 – T-TESS & AEL Certified 

 

• University of Saint Thomas – Houston, Texas 

May, 2016 – Master’s Degree in Bilingual Education 

Graduate School of Education 

 

• Universidad de La Sabana – Bogota, Colombia 

February, 2001 – Bachelor’s Degree in Business Administration 

Minor in International Finance & Budgeting 
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Experience 

• High School Principal & Academic Director: Gimnasio Los Caobos-Colombia 

January 2022- Present 

- Lead teachers K-12 in the implementation of “Mallas Curriculares.” 

- Lead the implementation of Project Based Learning Strategies (PBL). 

- Collaborate with School Board and support teachers in the 

implementation of the Strategic Plan. 

- Support curriculum and lesson delivery in the areas of math, science, 

reading and writing K-12. 

- Builgind teacher capacity through weekly “jornadas pedagogicas”. 

- Implement and lead PLC in grades K-12. 

- Create and design teacher assessments and make classroom 

observations following the Cognia protocols. 

- Present bilingual strategies such as Previe-View-Review at the 

Revolution in Education Conference. 

• Multi Classroom Leader K-5: Spring Branch Elementary/Spring Branch ISD 

August 2017 – Present 

- Lead multiple teachers K-5 to meet SBISD standards of excellence. 

- Collaborate with campus leadership, continuously supports each team 

member’s role and goals.  

- Support curriculum and lesson delivery for English Language Learners. 

- Determine and organize teaching roles to fit each teacher’s strengths, 

content knowledge and professional development goals. 

- Create and implement Campus Improvement Plan for grades K-5th, 

including student goal setting, student trackers, and RTI groups. 

- Design, Model, Co-Teach, and support teachers in the implementation 

of the One-Way Dual Language Program 50/50.  

- Building teacher capacity and Lead new mentors and mentees program 

(House Bill 3). 

- Assist the principal to implement and develop strategies and policies 

that improve the quality of the curriculum with at risk students programs 

and low socioeconomic population. 

- Lead PLC and participate in grade-level team meetings that provide 

specialized technical inputs and guidance to principal.  
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- Create and design science assessments for grades K-5th. 

- Serve as the school leader when the principal or assistant principal are 

out of the school. 

- Design a school framework for the implementation of one-way dual 

language 50/50. 

- Support the Principal in decision making for budgeting. 

Experience 

• Aspiring Leaders (Cohort 2): Spring Branch Independent School District 

Summer 2018 (June 6th – July 30th)  

- Use effective communication skills to present information accurately 

and clearly. 

- Maintain open communication with Linda Buchman and the 

communications department and aspiring leader internship 

administration. 

- Maintain professional relationship with colleagues, students, parents 

and community members. 

- Maintain confidentiality with District issues including Senior Staff 

Meeting information. 

- Attend and participate in Aspiring Teacher Leader activities to improve 

leadership skills. 

- Attend and participate in weekly Senior Staff meetings. 

• Math & Science Instruction Facilitator: Christ the Redeemer Catholic School 

August 2015 – June 2017 

- Responsible for implementation of new science curriculum through 

Stemscopes. 

- Created and implemented Project Based Learning for grades K-7th. 

- Designed, Modeled, Co-Teach, and support teachers and students K-7th.  

- Implemented teaching strategies to address the needs of students K-7th. 

- Designed curriculum instruction framework to support math teachers. 

- Leaded faculty meetings and participated in grade-level team meetings 

that provide specialized technical inputs and guidance to principal.  

- Designed and led process for school 2015-2016 accreditation process. 

- Created and designed science assessments for grades K-7th. 

- Served as the school leader when the principal or assistant principal 

were out of the school. 
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• Adjunct Faculty ESL (Summer Intensive Program): Houston Community College 

June 2011 – June 2016 (Summer Program June & July) 

- Developed and utilized a course syllabus for each course, following 

established institutional guidelines. 

- Advised students in academic matters, providing timely, quality access 

to students through electronic communication and other appropriate 

methods. 

- Submitted required college reports and forms in a timely manner.  

- Evaluated students by established means to measure progress in 

achieving course objectives and to inform them in a timely manner of 

their progress. 

- Maintained professional relationships with students, colleagues, and the 

community. 

- Worked within the parameters developed by HCC for the particular 

course. 

 

• Assistant Director: Parent Institute for Quality Education 

January 2011 – June 2011 

- Responsible for managing and supervising the program operations. 

- Guide parents in how to support EL students at home and how to access 

to college. 

- Ensured office operated within its budget and met annual projections. 

- Implemented PIQE’s strategic plan in Spring Branch ISD. 

- Monitored the overall quality of instruction sessions for parents and 

community. 

- Led a team of 18 PIQE instructors in the implementation of the 

curriculum. 

- Led the professional development of administration and logistics teams. 

 

Spiritual Faith & Community Service  

 

• Sacristan and Eucharistic Minister – Saint Edith Stein Catholic Church 

• ACTS Men’s retreat Director – Sept. 2011 – Saint Edith Stein Catholic Church 
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• Fourth Degree Knight of Columbus – 12995 Council – Katy, Texas 

• Board of Directors – HOREB Spanish Group – St. Edith Stein Catholic Church 

 

Professional Organizations and Community Involvement 

• National Association of Bilingual Educators (NABE)  

• Texas Association of Bilingual Education (TABE) 

• Association for Catholic School Teachers (ACST) 

• National STEM Academy Certification (STEM-Rice University) 

 

Recognitions and Awards 

• Delta Kappa Pi – University of Saint Thomas 

• Spring Branch ISD: Nominated to teacher of the year 2005 & 2021 

• Opportunity Culture Fellow 2019-2020 

• Spring Branch Foundation Awarded J.B. Landon Grant (2019 & 2020) 

 

 

 

 

 


