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Abstract 

 

Texts provided and utilized in many schools and classrooms are not always the most appropriate, 

relevant, or engaging for English language learners (ELLs) because ELLs’ backgrounds and 

schemata usually differ from those of their non-ELL counterparts (Ebe, 2010, 2011, 2012; 

Freeman, Freeman, & Freeman, 2003; Freeman & Freeman, 2004).  ELLs who read culturally 

relevant texts (CRTs) are more likely to show an increase in reading comprehension scores (Ebe, 

2010, 2011, 2012) and CRTs can lead to an increase in reading engagement (Freeman, Freeman, 

& Freeman, 2003).  CRTs can be used in all content areas to enrich the learning of students.  

However, it can be difficult and time consuming to find CRTs that correlate with the curriculum 

topics and some teachers may not know how to determine if a text is culturally relevant.  

Therefore, this curriculum project focuses on identifying and utilizing both expository and 

literature CRTs across the content areas.  Using these types of text in inclusive classrooms with 

non-ELLs and ELLs can help enrich all students by providing multiple viewpoints of an event 

and encouraging the use of critical thinking skills and questioning (Gay, 2010).  This project was 

designed as a tool for both mainstream and ESL teachers.  Included in the project are a variety of 

CRTs and lessons for each of the content areas.  These CRTs address ELLs’ language/ethnic 

heritage backgrounds including Spanish, Russian, Arabic, and Chinese.  The project is limited to 

secondary teachers that have students from these selected backgrounds in their classes.  
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Introduction 

During the school day, reading occurs in almost every class.  Whether the students are 

reading directions, for information, a novel, body language, or numbers reading is a necessary 

part of school life.  For some students the love of reading comes naturally; however, other 

students struggle to read and understand a chapter or even a page and therefore are not book 

connoisseurs.  For English language learners (ELLs), texts can often provide even more stress as 

English is their second or third language and they may face greater difficulties with reading in 

English than those students for whom English is their L1, or native language (Ebe, 2010, 2011, 

2012; Freeman, Freeman & Freeman, 2003; Ladson-Billings, 1995).  Worthy (1996, 2002) 

asserts that the key to engaging students in reading is to select texts that interest them or allow 

them choice in the texts that they read.  Freeman et al. (2003) and Freeman and Freeman (2004) 

suggest that in order to engage ELLs in reading and to promote comprehension the texts should 

do more than just interest them.  The texts should be relatable; in other words, the students 

should see themselves reflected in the characters and events of the stories that they read.  This 

idea stems from a theoretical classroom model termed culturally relevant pedagogy (Ladson-

Billings, 1995).  However, in classroom textbooks and basal readers culturally and linguistically 

diverse (CALD) students and their heritages are not generally well represented (Gay, 2010).   

The use of culturally relevant pedagogy (CRP), and more specifically, numerous 

researchers have advocated for culturally relevant texts (CRT) in the classroom in the last thirty 

years (Ebe, 2011; Feger 2006; Freeman et al., 2003; Freeman & Freeman, 2004; Ivey, 2010; 

Ladson-Billings, 1995; Worthy, 1996).  CRP connects to the life experiences of the students and 

creates a learning environment that utilizes and values the diversity that the students bring in to 

the classroom with them.  One tool utilized in many CRPs are CRTs, which more easily establish 
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connections between the text and the students’ lives and experiences, than other standard 

classroom texts (Ebe, 2010, 2012).  The research illustrates that by using CRTs, students 

demonstrate an increase in student engagement (Feger, 2006) and an increase in high quality 

aural reading mistakes, which can be considered good mistakes, as well as comprehensibility 

(Alanís, 2007; Ebe, 2010, 2011, 2012).  High quality aural reading mistakes are those mistakes 

that do not interfere with overall comprehension.  This type of mistake demonstrates that the 

student has knowledge of the structures, however; they may replace one noun with a synonym.  

When students are reading a CRT, they demonstrate through these high quality aural mistakes 

that the text is easier for them to understand and read well.  However, low quality mistakes, that 

do inhibit reading comprehension, are more prevalent when students read non-CRTs.  Through 

exclusion of or not providing enough CRTs in the curriculum for ELLs their progress in reading 

and understanding may be delayed due to the low quality mistakes that are made while reading 

non-CRTs. 

Selecting texts for students of diverse cultural and linguistic backgrounds can be difficult.  

The teacher may have little to no experience in that culture outside of what the student tells them 

or stereotypical notions.  Additionally, all students are different.  All of the students in a room 

may be ELLs; yet, the books that are relevant to one student may not be relevant to another 

because the students come from different backgrounds.  Another issue that arises for teachers is 

that in some districts the teachers do not have as much freedom to add-in additional material, like 

CRTs, as other teachers are required to use scripted reading programs, such as Harcourt® or 

Journeys®. 

Due to text selection issues, Freeman (2000, as cited in Ebe, 2010) developed a rubric 

which teachers and students use together to determine the relevancy of a book for that specific 
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student.  English as a Second Language (ESL) educators often do not have the time to sit down 

daily with each individual student, read a book, and then decide how relevant it was for that 

student in order to make adjustments for the next session.  Considering the most common 

language and culture backgrounds of the ELL students in the Western New York (WNY) state 

area, this project examines CRT texts that would be appropriate for the different groups and 

create a curriculum of lessons and units, which teachers can take and implement in reading 

centers or within their classrooms.   

Purpose 

The purpose of this project is to create ready-to-use lessons and units that are based 

around culturally relevant texts for a variety of ELL student backgrounds, similar to those found 

in WNY.  The thought is that some teachers, though they know the basics of CRP, struggle in its 

implementation (Alanís, 2007; Pahar & Sensoy, 2011).  They may not know how to structure a 

culturally relevant lesson or feel they do not have the time because they have to cover a set 

amount of information in order for the students to be ready for the standardized tests.  Sometimes 

teachers are instructed by their schools and districts to use a prescribed program for teaching 

English to ELLs, which also can greatly limit the opportunity to bring in CRTs.  For these 

teachers, incorporating CRTs can be very difficult since these types of programs allow very little 

freedom in the units taught.  Yet, if the teachers can find a CRT that is relevant to the unit being 

studied to use in place of a text that lacks relevancy to the students’ culture they should be able 

to do so based on the reading comprehension research of Ebe (2010, 2011, 2012) and Freeman 

and Freeman (2003).  The goal of the project is to provide teachers access to a number of CRTs 

that can be used in both mainstream and ESL classrooms to enrich the curriculum and may help 
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to increase ELL reading comprehension, regardless of their district’s program or their own time 

constraints. 

Significance 

The project is one of the first known curriculum projects to create a database of CRTs 

and units based off CRTs for teachers to use with the language and ethnic backgrounds that 

comprise a majority of WNY’s ELL population.  It is also significant because it modifies the 

Culturally Relevant Text Rubric that was developed by Freeman (2000, as cited by Ebe, 2010) 

and used by Ebe (2010, 2011, 2012).  Currently, this rubric is intended for use along with 

students during one-on-one instruction sessions.  Yet this type of rubric is not always beneficial 

for teachers in the field with limited time or large numbers of ELLs.  Therefore, the modified 

rubric will be structured for teachers to use on their own through the acknowledgement and 

consideration of their students’ cultural backgrounds.  The project also includes a number of 

ready-to-use lesson plans that coincide with each text.  These lessons are structured using the 

SIOP method and are included to increase the ease of use of CRTs for teachers.  Additionally, 

the lessons are structured for use in both the mainstream and ESL classroom.  The CRT rubric, 

text list, and lessons included in this project combine to create a content-area curriculum that 

could be taken as a whole and integrated into each of the corresponding units, or, a teacher could 

select a small variety of texts from this curriculum that will fit well into their program’s 

designated units and with their students.   
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Literature Review 

There is ample research that focuses on CRTs and their uses in both mainstream and ESL 

classrooms.  In New York State, there is a diverse population of ELLs that could benefit from 

using culturally relevant texts in the content areas.  The use of such texts could increase scores 

for all students on standardized tests and lead ELLs toward reading proficiency.  Implementing 

CRTs using comprehensible input within a sociocultural classroom, where students work 

together to increase their knowledge, will also benefit ELLs reading comprehension.  While 

some teachers feel that they lack the knowledge or experience to work well with ELLs, it is the 

opinion of the researcher that using CRTs can be a useful tool to reach ELLs and help them 

succeed in school without the teacher needing to change drastically the curriculum. 

ELLs in the United States 

The population of students that are ELLs in the United States is growing and is projected 

to continue to grow over the next ten years (National Center for Educational Statistics, NCES, 

2012a).  Many of the school-aged ELLs are native-born United States citizens that speak a 

language other than English at home causing them to be not proficient in English (García, 

Kleifgen, & Falchi, 2008; NCES, 2012b).  Native-born ELLs and those students who immigrate 

to the United States before Kindergarten comprise the largest and fastest growing group of ELLs 

in NYS (Rivera, 2010).  According to a multiple year (2000-2010) survey completed by the U.S. 

Department of Education, the number of ELLs in the United States has grown 1.7%, to slightly 

over 10% of the total public school student population.  In the same time, the total public school 

population in the U.S. has grown by approximately 1.4 million students, many of whom are 

ELLs (NCES, 2012b).  Additionally, in all but 13 states the percentage of ELLs increased from 

2000-2010 (NCES, 2012b).  From this information, it can be inferred that the ELL subgroup is 
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one of the fastest growing student populations in the United States public school system and that 

the numbers of ELLs will continue to increase steadily.  As of the 2009-2010 school years, eight 

states had an ELL population of 10% or more of their total student population.  The five most 

spoken native languages (L1) by United States ELLs are Spanish, Vietnamese, Hmong, Arabic, 

and Chinese (National Clearinghouse for English Language Acquisition, NCELA, 2011, Rivera, 

2010).   

ELLs in NYS and Western New York.  Regardless that the ELL population in schools 

in NYS is decreasing, the ELL demographic still comprises a portion of the students in districts 

across the state.  New York State (NYS) has the fourth largest total number of ELLs enrolled in 

the U.S. (NCES, 2012b).  As of 2010, ELLs comprise 6.4% of the total student population in 

NYS (NCES, 2012b).  These students come from a variety of language and ethnic heritage 

backgrounds.  The four most commonly spoken languages of ELLs in NYS are Spanish, 

Chinese, Arabic, and Bengali (U.S. Department of Education, 2011).   

In WNY (regions including Erie, Cattaraugus, and Niagara counties), 21.3% of people 

ages five and older speak a language other than English at home (U.S. Census Bureau, 2012).  

From 2008-2011, the Buffalo City School District has seen a 1% increase in its ELL population 

each year (New York State Department of Education, 2011a).  The school district served 3,254 

ELLs in the 2010-2011 school year, an increase of almost 200 ELLs from the previous school 

year (NYSDE, 2010, 2011a).  Rochester City Schools, another large city district in WNY, has 

had a 10-11% ELL population over the same three years (NYSDE, 2011b).  The ELL 

demographic in the school district has had an increase of almost 300 students from 2008-2011 

(NYSDE, 2011b).  The NYS population of ELLs is diverse, as noted by diversity of the four 

most commonly spoken language.  Therefore, the ELLs are coming from a variety of diverse 
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language and ethnic backgrounds, regardless if the students are immigrants or native-born U.S. 

citizens.  Additionally, no matter where they are born or which language(s) they speak the ELLs 

have linguistic and cultural needs that are different from the non-ELL or native-English speaking 

students.  These differences need to be accounted for in the curricula across the content areas by 

incorporating literature that will challenge the students and increase their language proficiency 

and academic progress. 

No Child Left Behind 

The No Child Left Behind, NCLB, Act is federal legislation that calls for schools to have 

greater accountability of all student progress toward a given set of standards in reading/language 

arts and math (Abrams, 2007).  The increased accountability of school districts to perform well 

on mandated measures can be beneficial for ELLs.  Accompanying the new federal mandates are 

new state mandates altering programs for ELLs in an effort to increase their scores on the 

mandatory assessments in each state.  The states need to have assessments in place that are 

aligned to the aforementioned standards to illustrate student academic growth each year.  The 

U.S. Department of Education must approve of each of the states’ systems of standards and 

assessments.   

States are required to determine what is called Adequate Yearly Progress (AYP), or what 

level of achievement the students must attain on their yearly exams.  In order to report student 

achievement to the federal government students are categorized into groups and subgroups).  

ELLs are classified into subgroups by their English proficiency status.  All groups and subgroups 

are accounted for under the NCLB Act, which means that if any group is not meeting its 

designated AYP on the state’s assessments then the school can be considered as a failing school, 

if the scores continue to decrease or remain stagnant in multiple years.  The students are tested in 
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grades 3-8 and once between grades 10-12.  The scores gathered from these tests are used to 

calculate the performance index for the school district, or how well the students in the district are 

meeting the AYP (Abrams, 2007). 

Included in NCLB are provisions for schools’ accountability of ELLs’ progress towards 

meeting the learning standards.  For ELLs in NYS, schools must show that the students are 

making improvements in their English proficiency each year, as based on the New York State 

English as a Second Language Achievement Test (NYSESLAT) and that these students are 

meeting the AYP set by the state for math and reading (Abrams, 2007).  The reading scores of 

ELLs who are newcomers to the United States are calculated neither into the Limited English 

Proficient (LEP) subgroup nor into the school’s performance index for their first year in U.S. 

public schools.  However, after their first year ELLs’ reading scores are included in both the LEP 

subgroup and the calculation of a school’s performance index, even though teachers and 

researchers believe it takes three or more years to develop proficiency in a language (Rios-

Aguilar, Gonzalez-Canche, & Moll, 2012).  Once students score proficient on the New York 

State English as a Second Language Achievement Test, NYSESLAT, exam, they exit the group.  

While proficient ELLs exit the subgroup, non-proficient ELLs enter or remain within the group.  

This push and pull creates an issue that the ELL subgroup will remain low achieving since those 

that are making progress in English and doing well are testing out of the group (Abedi & Dietel, 

2004).  However, to account for the relatively constant change of students in the ELL subgroup, 

schools can include an ELL in the LEP subgroup that has tested proficient on the NYSESLAT 

for up to two years following their reclassification as English proficient, thus helping with the 

issue of constantly low scores due to student movement from the subgroup (Wright, 2006). 
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Due to NCLB mandates, many states are looking for ways to accelerate ELLs’ language 

proficiency and academic achievement in order to reach their AYP.  Some school districts 

throughout the nation have implemented English-only policies and strict English immersion 

teaching (Rios-Aguilar et al., 2012), others utilize some of the allowed standard testing 

accommodations that are approved for ELLs (Wright 2006), and others have begun using CRPs 

school-wide (Bazron, Osher, & Fleischman, 2005).  The schools are allowed to give reasonable 

accommodations to ELLs on certain tests but Wright (2006) argues that the ambiguity of what 

constitutes reasonable and to what extent deters teachers from implementing accommodations at 

all. 

Menken (2010) illustrates through a word frequency analysis that even after allowing for 

accommodations, ELLs are faced with linguistically complex items that are likely to be unknown 

to or difficult for ELLs.  Not only are items on these assessments linguistically complex, the 

items are also culturally irrelevant for many ELLs (Abedi & Dietel, 2004; Wright, 2006).  

Students that are culturally and linguistically diverse (CALD) do not perform as well on 

standardized assessments because often times the passages and questions are structured to the 

experiences of the majority, mainstream, White, middle class student (Menken, 2010).  

Therefore, certain test items are incomprehensible to ELLs causing scores of this subgroup to be 

lower than their native English-speaking counterparts are.  As stated previously, each subgroup’s 

scores count toward a school’s overall score.  If one group is not meeting AYP, the school can be 

classified as failing.  Therefore, the fact that ELLs are included in the calculation of the school’s 

performance index following their first year of enrollment places a large amount of pressure on 

teachers of ELLs to have their ELLs score well on these assessments (Wright, 2006). 
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For ELLs, the NCLB requirements pose a number of challenges and consequences.  

ELLs typically score an average of 20-50 percentage points below native English speakers on 

NCLB required exams (Menken, 2010).  This discrepancy in scores stems from the fact that the 

assessments include numerous items that are linguistically complex.  Linguistically complex 

items are those where the core of the item is based around words that occur infrequently and lack 

familiarity for ELLs.  Thus, these types of items are likely to act as a barrier to ELL success on 

standardized exams.  Because of the lower average scores of ELLs, schools serving a large 

population of ELLs are more likely to be labeled as failing or in need of improvement.  Menken 

(2010) states that some schools in NYC “avoid admitting ELLs at all because schools that do not 

serve ELLs typically have an easier time achieving the annual progress goals of NCLB” (p. 126).  

In some states, such as New York, the NCLB examinations are intertwined with high school 

graduation.  The tests used to measure student growth toward AYP are also those that students 

must pass in order to graduate (Menken, 2010).  ELLs, in many cases, are not demonstrating the 

levels of achievement that are required by NCLB (NCES, 2011a) and there may be a few reasons 

for this.  Some difficulties might be their current limited proficiency in English, the style of 

teaching in the classroom geared toward test preparation (Freeman, Freeman, & Ramírez, 2008), 

or a lack of cultural representation on the assessments that cause difficultly in making 

connections or understanding the questions (Menken, 2010).   

Another issue seen under NCLB is more teachers who are “teaching to the test”.  

Students, especially ELLs and those struggling to meet AYP, are receiving more test-taking 

strategy instruction coupled with rote memorization in lieu of active project-based learning that 

allows them to explore, develop, and use their language skills (Menken, 2010).  Teachers have 

less time to include some projects because there is an increased pressure to prepare the students 
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for the test; even though these projects can be highly effective in developing core English skills 

(Menken, 2010). 

National student outcomes on reading.  NCLB is concerned primarily with two main 

areas, reading and math.  Student outcomes on their state’s reading and math exams determine 

whether their school district is meeting the AYP.  According to the National Assessment of 

Educational Progress (NAEP) scores from 2011, national reading outcomes for grade 4 students 

remained unchanged from 2007 through 2011 (NCES, 2012a).  However, the scale scores are up 

eight points from the 2000 assessment, illustrating some gains from NCLB era programs.  There 

was no significant change in the number of grade 4 students reading at basic, proficient, or 

advanced between 2011 and 2009.  Student scale scores on the grade 8 assessment have 

remained in the same range since 2000.  In 2009, three percent scored “at or above proficient”, 

which is about 30% less than the number of non-ELL students that scored at the same level 

(“English language learners,” 2011). 

There has been little change in students’ scores from 2009-2011, a mere eight-point gain 

for fourth grade students, and students are achieving at about half of the possible score.  Because 

there has been little change and small gains in the NAEP scores, it is arguable that changes in the 

curriculum for reading are needed.  Recently, states have begun adopting the new Common Core 

Standards.  These standards focus strongly on reading and math skills, and the other subjects are 

structured around those focus points.  As the implementation of a new curriculum and standards 

occurs in districts across NYS, a simultaneous alteration in the curriculum for ELLs could help 

increase student outcomes on some high-stakes tests.  For ELLs, research demonstrates that 

students are able to make achievement gains when the curriculum is more comprehensible, 

which is also a goal of this curriculum (Ladson-Billings, 1995, 2009; Gay, 2010).  
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Each year ELLs have to take the NYSESLAT exam to measure reading proficiency.  

They also take their grade level reading exam (if they have been in public schools for at least one 

year).  During the 2009-2010 school year, in NYS schools grades 3-12 for students whom a 

reading proficiency level was assigned, 34,725 ELLs scored at or above proficient (NCES, 

2011a).  Almost 35,000 students may seem like a large number but there are about 213,000 ELLs 

in NYS school systems (Batalova & McHugh, 2010), which means that only about sixteen 

percent are scoring at or above proficient, a score that is far below half.  According to Rychly 

and Graves (2012), the American public school system is not meeting the needs of its diverse 

learners as well as it could be.  The researchers attribute diverse students’ low achievement to 

their cultural differences, learning style differences, and the way that they are taught.  Freeman et 

al. (2008) suggest a number of ways to teach ELLs.  These three ways are to teach language 

through content, use thematic units, and to draw on student backgrounds, through the use of 

CRTs.  By using CRP and CRTs, the number of students scoring at or above proficient could 

increase.  CRP and CRTs can be beneficial to student achievement however; a teacher should 

have some background knowledge of second language acquisition (SLA) theories before 

implementing either of these with ELLs.  This is because ELLs are learning a second language, 

as well as content at the same time.  First, it is important to understand how students acquire a 

second language before attempting to utilize new classroom strategies.  

Second Language Acquisition Theory 

Over time, the field of research regarding SLA has greatly increased and developed with 

research moving away from the antiquated notions of rote drill, memorization, and strict input 

ways of teaching a second language (Lightbown & Spada, 2006).  Currently, the research 

illustrates that interaction between speakers (both native and non-native) of a language, 
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integration of cultural connections, and comprehensibility of input are vital to learning and 

acquiring a second language (Lightbown & Spada, 2006).  Although theories behind how a first 

language is acquired are not in agreement, we do know that it occurs naturally over the course of 

time from birth through about age five (Wright, 2010).  One theory is that language is acquired 

through prolonged exposure to and practice with the syntax, vocabulary, and pragmatics of the 

language, through imitation and mimicking (Wright, 2010).  Syntax is the way in which words 

are put together to form clauses or sentences.  Vocabulary is the collection of words that a person 

knows and can use in everyday speech and writing.  Pragmatics is the relationship between the 

phrases and the environment in which they occur.  Other research suggests that children develop 

an underlying competence in language through observation and a performance competence 

through actual use of old and creation of new language structures, which together forms their 

communicative competence (Hymes, n.d.).  Some of these theories of first language acquisition 

have been used to account for how children and adults learn a second or additional language.  

Other theories have found roots in the first language acquisition theories but have consequently 

changed and developed over time to become new theories of SLA.  Theories such as Krashen’s 

Input Hypothesis (1983), Lantolf and Thorne’s version of Sociocultural Theory (2006), and Long 

and Swain’s Interaction Hypotheses (2002) are important theories to be acquainted with for 

instructing ELLs.  

Natural order and comprehension hypothesis.  Krashen (1981) has suggested that 

acquisition of a second or additional language flows in a natural order.  A learner acquires 

features of a language (L1 and L2) in a predictable sequence.  In addition, Krashen (1981) argues 

that students cannot learn any specific language feature until they are linguistically ready to do 

so.  This means that giving students literature or texts that are too linguistically complicated will 
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not make them better readers or know more.  Unfortunately, doing so could have a negative 

effect of making them dislike the reading, the class, or school.  As Krashen asserts, giving 

students texts that are too high for them will raise their affective filter and close off their minds 

from taking in any new information regardless of the input.  According to Krashen, students 

cannot comprehend input that is too far beyond their current level of understanding.  This theory, 

developed from the Monitor Model, Krashen and Terrell (1983) assert the need for input in the 

second language to be understandable but slightly beyond the student’s current level of 

understanding.  Krashen terms this type of input i+1, the student’s current understanding plus 

input that is just outside of the current understanding which pushes them to a higher level of 

linguistic proficiency.  Students grow in their language ability through the constant challenge 

beyond that which they already understand.  Teachers can use modified language, pictures, and 

realia to make input more comprehensible for students.  

Sociocultural theory.  Sociocultural theory (SCT) originates from the work of Vygotsky, 

a Russian psychologist, who asserts that learning is a social activity.  Through interaction and 

collaboration with others, knowledge is constructed (Wright, 2010).  People learn and make 

progress by mediated interactions within their self, through others, or through objects (Lantolf & 

Thorne, 2006; Ortega, 2009).  In order to develop knowledge though mediation and the 

internalization of circumstances or events in one’s immediate environment language must be 

used, whether in one’s mind or with peers.  Although this theory’s original focus is cognitive 

development, second language theorists have developed it into a SLA theory through its use of 

language and the mode of mediation (Lantolf & Thorne, 2006).  Due to the need for interaction 

between self, others, and objects in order to progress in knowledge, it can be inferred via SCT 

that language learning is derived from the need to communicate.  Learners, or novices, acquire 
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language through the aforementioned social interactions in that language with a peer, in this case 

a learner of similar cognitive capacity, or a more knowledgeable other (Swain & Lapkin, 2002; 

Wright, 2010).  In order for language learning to occur, the interactions must be within the 

learner’s zone of proximal development (ZPD).  The ZPD is not a tangible place but a location 

that refers to a learner’s level of development.  According to Lantolf and Thorne (2006), the ZPD 

is the area between the learner’s actual development level and the potential level of development.  

The ZPD changes and moves as the learner develops.    

In SCT, the learner utilizes forms of regulation in order to expand their knowledge.  

Regulation is the means or way that a person uses to achieve a goal (Ortega, 2009).  According 

to Ortega (2009), there are three types of regulation: object, other- and self-.  Object regulation is 

the use of some object, a book, recipe, or tool to reach a goal.  Many times, object regulation 

occurs within private speech, where a person encourages and talks him or herself through the 

task aloud.  The mental activity is vocalized in a way that is only directed to ones-self and not 

others.  Other-regulation occurs when the learner includes another person and they work together 

to achieve the goal, with or without use of the object.  Social speech occurs during situations of 

other-regulation in which the two parties support each other throughout the task.  The final type 

of regulation discussed by Ortega is self-regulation.  The learner in a self-regulated situation has 

achieved a level of understanding and autonomy in which they talk very little and instead they 

use inner speech to mediate their progress on the task.  Each type of regulation is important to 

mediate the learner from their current level of understanding and development to a higher level.   

Another way that the learner or novice makes progress in their development is through mediation 

by an expert within their ZPD (Lantolf & Thorne, 2006).  The expert, or interlocutor, gives 

assistance to the learner only so much as to guide the learner along their progress.  The end goal 
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is to help the learner develop linguistically.  In this way, the interlocutor and the learner 

participate in other-regulation where the interlocutor is leading the learner to greater 

understanding through higher order thinking questions to promote the learner (Lantolf & Thorne, 

2006). 

Further research in SCT suggests that the expert-novice pair need not have an expert at 

all.  Two learners, a novice-novice pair, through other-regulation can act as each other’s 

interlocutor and guide one another’s thinking and development as well as an expert might (Swain 

& Lapkin, 2002).  SCT promotes classrooms in which the students work cooperatively through 

communication to develop greater understanding of both the language and the topic of study.  

Group work and tasks that require students to be constantly active and mediating their learning 

with one another or through an object are a focus of SCT.  Ultimately, creating an engaging 

classroom can be a challenge for the teachers whom are comfortable in “a very colonial 

imperialistic curriculum” (Parhar & Sensoy, 2011, p.  200).   

Difficulties teacher’s face in the diverse classroom 

According to Freeman et al. (2008), teachers today face numerous challenges.  Some of 

these challenges are understanding who their students are, recognizing that students are diverse 

in different ways, understanding that difference and deficit are not the same, and understanding 

the limits of CRP.  Teachers also encounter challenges with their lack of exposure to and 

knowledge of the cultures of their students, with lack of experience in teaching ELLs (for the 

mainstream teachers), and a lack of knowledge in and proficiency with implementing CRP 

(Alanís, 2007; Parhar & Sensoy, 2011; Rios-Aguilar et al., 2012).   

Primarily, teachers need to know who their students are and the backgrounds from which 

they have come.  Knowing ELLs’ level of English proficiency can assist in planning for 
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differentiated lessons and creating i+1 situations in which many students make progress.  In 

Freeman and Freeman (2001), teachers discussed the added value that learning about their 

students brought to their classrooms.  One teacher noted that she wrongly perceived the language 

level of one of her students.  The teacher asserted that if teachers focused more on who the 

students are and their backgrounds then the question of “what to teach would take care of itself” 

and that the human element which is most important is lost because the focus is on timelines and 

programs (p. 5).  

Another set of challenges that teachers face focus on differences.  Teachers need to value 

student differences and recognize that each student is different (Freeman et al., 2008).  Students 

coming from a diverse cultural and linguistic background may not be accustomed to learning in 

the same manner of the majority population (Gay, 2010).  When students from CALD 

backgrounds are taught in the same manner as the majority population it can be ineffective and 

result in low achievement scores, because the current pedagogy in many districts is not 

responsive to student differences (Gay, 2010).  Often teachers that are inexperienced with 

diverse populations see students’ differences as deficits.  However, students and their families 

from diverse populations can be a cultural resource for the classroom that many other students 

can learn from as well, which helps to create a rich learning environment for all (Moll and 

González, 1994). 

Some teachers may find teaching ELLs difficult because they lack the necessary 

knowledge base to effectively teach this student population.  Some teachers, such as mainstream 

content area teachers, that are not trained in language instruction may not have taken any courses 

regarding SLA.  Therefore, they may not understand the lengthy and difficult process that ELLs 

are going through having to learn in a language in which they are not proficient.  Although some 
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states require pre-service teachers to take coursework related to ELLs and teaching diverse 

populations, the reality is that many more could do so (Rueda & Stillman, 2012).  Because pre-

service coursework does not address teaching diverse populations, incoming mainstream 

teachers are lacking the appropriate knowledge to reach effectively ELLs in the content area 

courses.  They may also be unfamiliar with teaching strategies that help scaffold their lessons in 

order to make the learning more accessible for ELLs.  Lastly, some may feel uncomfortable 

working with ELLs because of the cultural divide between themselves and their students (Parhar 

& Sensoy, 2011).  Regardless of how well prepared to work with ELLs some teachers may feel 

this project is meant to assist all teachers engage and enrich all learners, especially ELLs.  To 

this end, it includes texts that can be taken directly from this curriculum and applied into the 

classroom, even in the content-areas. 

Teacher beliefs and attitudes toward ELLs 

Teachers in the United States are mostly White, middle class, and female (Papanastasiou, 

2001, as cited in Walker-Dalhouse, Sanders, & Dalhouse, 2009).  This is drastically different 

from the student population, especially those students that are CALD.  A teacher from the 

majority group likely has had different cultural experiences than their students.  Because of this, 

it could be difficult for teachers to relate to their students since their backgrounds are so 

different.  Additionally, a teacher from the majority group may teach in a way that is not 

comprehensible to the CALD students because of the teacher’s background experiences and 

expectations of how students learn.  Many mainstream teachers feel that they are not adequately 

prepared to teach ELLs and have little experience in so doing (Alanís, 2007; Parhar & Sensoy, 

2011).  These teachers, that lack authentic experiences with linguistically diverse students and 
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instruction about diversity during their teacher preparation programs, are more likely to be 

uncomfortable working with CALD students such as ELLs (Walker-Dalhouse et al., 2009).   

Teacher beliefs and attitudes toward curriculum 

 Teachers of ELLs throughout the U.S. and Canada have shared their thoughts with 

researchers in regards to ESL curricula.  Of the major concerns is that ELLs should not be 

segregated from their English proficient peers (Rios-Aguilar et al., 2012).  Segregation of ELLs 

removes them from meaningful interactions in English, interactions that provide support and 

modeling which can help ELLs in acquiring the English language.  Another curriculum concern 

for teachers of ELLs is that the scope of the curriculum is constrained by culminating exams 

(Parhar & Sensoy, 2011).  Teachers noted that in their school, they have a variety of languages 

and their curriculum is flexible to bringing in the variety.  However, the mandated government 

curriculum at the secondary level allows for little autonomy in what is taught and assessed.  The 

teachers in Parhar and Sensoy’s (2012) study expressed the importance of integrating the 

students’ cultures as much as possible as a means to value their cultural diversity and support 

diverse students’ identities.  Much research suggests that including other texts apart from the 

textbook allows the students to view historical events critically and compare the different 

perspectives (Gay, 2010; Parhar & Sensoy, 2011)through which they can gain a deeper 

knowledge of the topic as well as learn to judge and think critically, thus aligning with the 

Common Core Standards. 

Culturally Relevant Pedagogy 

The connection between culture and cognition, the idea that student achievement is intertwined 

with cultural background and ethnic identity, is becoming more apparent and it has become more 

imperative than ever to make a shift in the pedagogical frameworks used with CALD students 
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(Gay, 2010).  Looking to NCLB mandates an alteration in the manner of educating ELLs is 

becoming more necessary.  In order to make the curriculum more salient for the steadily 

increasing population of ELLs many researchers are suggesting that schools shift their 

pedagogical ideals to make the curriculum more salient for these students (Alanís, 2007; 

Freeman & Freeman 2001; Gay, 2010; Ladson-Billings 1995, 2009; Paris, 2012).  One way to 

recognize the needs of ELLs is by understanding SLA theory and that language can be neither 

learned nor acquired instantaneously.  CRP takes into consideration the whole learner.  ELLs, 

whether they are native citizens or immigrants, come from a language and ethnic heritage 

background that is usually different from that of their non-ELL counterparts.  Their cultural 

differences should be accounted for in the way they are taught both language and content.  

Likewise, utilizing a CRP can help CALD students feel pride in their cultural background 

because this pedagogy values all students’ and that which they contribute to the classroom. 

CRPs were developed and implemented throughout the 1980s however were not 

formalized until the early 1990s with Ladson-Billings’ (1995, 2009) work with African 

American students.  Over time, CRPs have developed under a couple of titles (Paris, 2012) such 

as culturally sustaining pedagogy (Paris, 2012), and culturally responsive pedagogy (Gay, 2010; 

Walker-Dalhouse et al., 2009).  Due to the teaching practices involved, CRP creates a learning 

environment that fosters success for all students (Bazron et al., 2005).  Moll and Gonzalez’s 

(1994) work involving funds of knowledge, or specific knowledge that the home culture 

possesses which can be incorporated into the school curriculum to enhance learning, could be 

thought of as a type of CRP.  CRPs typically have three main goals: to develop students who can 

achieve academically, produce students who demonstrate cultural competence, and develop 
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students who can both understand and critique the existing social order (Ladson-Billings, 1995; 

Yoon, 2007).   

Within a culturally relevant classroom, the teacher will act as a guide and a bridge 

between the students and other cultures, and help the students develop their personal sense of 

identity (Yoon, 2007).  The teachers are also placed in the learner position when the students 

teach about their cultures.  In any classroom, but particularly a culturally relevant one, it is 

important for the students to know that the teacher respects their culture and their values.  

Culture, as discussed within the context of CRP, includes the students’ values, traditions and 

language as well as the manner in which they communicate, their preferred learning styles, and 

certain relationship and mannerism norms (Rychly & Graves, 2012). 

Implementation of a culturally relevant pedagogy.  CRPs are an essential factor to the 

academic success of CALD students (Ladson-Billings, 1995).  Researchers have found that 

students from diverse cultural and linguistic backgrounds excel academically when their teachers 

implement CRPs (Alanís, 2007; Ladson-Billings, 1995, 2009; Rychly & Graves, 2012).  

Students relate better to the material and the style of teaching when they see themselves reflected 

in the classroom.  According to Alanís (2007), “teachers who exhibit culturally responsive 

pedagogy…bridge the gap between the school and the world of the student, provide positive 

perspectives on parents and families, demonstrate cultural sensitivity, use active teaching 

methods, and provide culturally mediated instruction” (p. 30).  Teachers that practice culturally 

relevant pedagogy become involved in the community as a way to bridge school and home 

(Ladson-Billings, 1995).  Additionally, effective culturally responsive teachers have high 

expectations for their students based on their current levels of proficiency and academic 

achievement, reflective about both their attitudes and beliefs toward other cultures and about 
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their own cultural frames of reference, and are knowledgeable about the cultures represented in 

their classroom through their own research (Rychly & Graves, 2012). 

However, implementing a CRP is not easy.  Due to lack of experience, knowledge, or 

willpower, some teachers may decide not to utilize CRP in their classrooms (Ladson-Billings, 

2009).  Other teachers might try to use it but find it difficult or too time consuming to plan for 

which causes them to discontinue its use.  Still other teachers may select one idea of CRP and 

slowly integrate it into their teaching until they are comfortable to introduce more aspects.  

Likewise, teachers should recognize and understand the limits of CRP.  The need for caution 

arises with the assumption that the implementation of a CRP is the complete answer to ELLs 

difficulties in the classroom and the students will begin to and continue achieving at high levels 

as long as the instruction in culturally relevant (Freeman et al., 2008).  Ultimately, when a CRP 

is implemented well the students will benefit greatly (Ladson-Billings, 1995, 2009).  The 

benefits of CRP can be seen in student language proficiency, academic knowledge, self-esteem, 

and critical thinking (Ladson-Billings, 1995, 2009).  Utilizing the students’ funds of knowledge 

and incorporating CRTs are two ways that CRP can be incorporated into the ESL or any content 

area curricula.  Additionally,  teachers of subject areas not included in NCLB regulations (all 

areas that are not reading or math) also need to understand and implement strong pedagogies that 

take into consideration the diversity of the students in order for the students to be well-prepared 

for their assessments and for life.  It will not be sufficient to promote strong academic gains in 

ELLs when only one teacher, for instance the ESL teacher, is implementing a CRP and other 

teachers do not consider students’ cultural needs in their lesson planning or delivery (Freeman et 

al., 2008). 
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Funds of knowledge.  One way of bridging the cultural gap that many CALD students 

face in school is by integrating funds of knowledge (Moll & González, 1994).  Funds of 

knowledge is a tool that ESL teachers can utilize to strengthen their instruction, recognizing and 

valuing that ELLs come to school already possessing a wealth of home knowledge.  Moll and 

González define funds of knowledge as “those historically accumulated and culturally developed 

bodies of knowledge and skills essential for household or individual functioning and well-being” 

(p. 443).  It is the manner by which the teachers reach out to the home lives of the students in 

order to learn more about their personal backgrounds.  The teachers, then, can integrate the 

different pieces of knowledge into the classroom lessons as a way to increase the saliency of 

lessons.  Other times, the teachers can ask parents or community members from the students’ 

cultures to come into school and give presentations, when said community member is an expert 

in the topic.  

Another element of funds of knowledge is the use of literacy and texts to encourage 

students to be actively engaged in their community.  Students can use texts in a variety of ways 

that promote their development and critical thinking.  According to Moll and González (1994), 

teachers should capitalize on the cultural resources that their students bring with them to the 

classroom.  By doing so “both teachers and students…[can] continually challenge the status quo, 

especially in terms of how the students are using literacy as a tool for inquiry and thinking and to 

refurbish this learning with new topics, activities, and questions” (p. 451).  The idea here is that 

the students in order to create, to develop or to interpret knowledge and new meanings use a text.  

By including and incorporating different types of texts that facilitate connections between the 

students, school, and home the teacher is establishing a culturally relevant pedagogy and 

illustrating the value that the home knowledge brings to the classroom.  CRTs that coincide with 
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funds of knowledge, make the two-way connection between home and school, are helping 

students develop both literacy and self-awareness (Moll & González, 1994). 

Culturally relevant texts.  Looking around any mainstream classroom you will most 

likely encounter a plethora of books and magazines that would be of interest to the White, 

middle class student.  For these students, the texts that are readily available in school are 

culturally relevant.  Most texts are written in the standard dialect that most White middle-class 

students speak and from a perspective to which they can relate (Gay, 2010).  However, give 

these same books to an ELL student that is, for example, from a Hispanic or Middle Eastern 

background and the student may not make the same connections with the book because it lacks 

cultural relevancy (Freeman et al., 2003; Ivey, 2010; Worthy, 1996).  Due largely to this fact, the 

students might also have greater difficulty in comprehending these mainstream texts (Ebe, 2010, 

2011, 2012).  CRTs are those texts, whether they are books, magazine articles, or newspaper 

articles, to which students can connect. 

CRTs are not simply multicultural books or magazine articles that tell about a certain 

group of people; they are quite different (Rodríguez, 2009).  CRTs do not merely display and 

discuss the cultural heritage of a certain ethnic group, however, they relate directly to the 

students’ lives.  The texts can relate to the students’ lives in a variety of ways such as through the 

characters and their families, the language or manner in which the characters speak, the location 

of the story, and the events that occur.  In order to be culturally relevant, a text should exhibit 

similarities between the characters and the students and/or their families.  Beginning with the 

main character, this character should be about the same age as the students reading the text and 

the text should have characters that reflect the gender of the students (Ebe, 2010, 2011, 2012; 

Freeman & Freeman, 2004; Rodríguez, 2009).  When implementing texts in whole class 
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instruction settings there should be an even, or close to even, mix between texts with male main 

characters and those with female main characters.  Likewise, the family or supporting characters 

should be similar to that of the students’ experience.  Ideally, the family in the text should be of a 

similar heritage and language backgrounds.  The dialect of the characters is an important part of 

its cultural relevancy.  The characters should speak in a manner similar to the students.  Since the 

speech is not in the standard dialect but a dialect that is close to that which the student speaks, 

the text becomes more comprehensible to the students.  

Further, according to Freeman et al. (2003), the events in CRTs draw on students’ 

background knowledge and their experiences.  The places or themes discussed in the texts help 

make them culturally relevant.  Therefore, the locations in the text should be familiar to the 

students, whether the setting is at home or in the neighborhood, it should be relatable to the 

settings from the students’ experience.  Lastly, the events of the text should be events or 

occurrences with which the students have experience.  For example, if the text talks about 

immigration and assimilation, it is only relevant if the students have themselves immigrated or 

they know about immigration because some of their family members have done so.  On the other 

hand, if a text discusses moving, going to a new school, or learning a family business skill the 

students should have some frame of reference for these types of events from their own 

experience.  The ideal CRT is one that is relevant on each of these factors for the students with 

whom it is implemented.  However, not all texts will relate perfectly with all students.  The more 

culturally relevant a text is for the students, the closer each factor is to the students’ past 

experiences and their life, the better they should be able to relate to it. 

Given these factors, it is difficult to find a book that is 100% culturally relevant.  A book 

that is culturally relevant to one student may not be culturally relevant to another and some 
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books merely perpetuate stereotypes (Freeman et al., 2003).  Yet, the more culturally relevant a 

text is, the better effect it may have on students’ attitudes toward reading and their reading 

outcomes (Ebe, 2010, 2011, 2012; Freeman et al., 2003; Freeman et al., 2008; Worthy, 1996).  

Multicultural books, on the contrary, are those that are by or about people from ethnic 

backgrounds other than White, middle class American.  Sometimes multicultural books have 

characters from other ethnic backgrounds but have a central theme that is generally “American” 

(Kass, 2007).  These books are limited because they are not generally written in the dialect of the 

ethnic group nor do they always make the connections with the students’ prior experiences or 

cultural knowledge (Kass, 2007). 

Due to the fact that CRTs connect to that with which the students have prior knowledge, 

the students are more likely to become engaged with the reading of this type of book (Ebe, 2010, 

2011, 2012; Freeman et al., 2003; Ivey, 2010; Worthy, 2002).  Likewise, the students decode 

more accurately because they are familiar with the dialect and events presented by the author 

(Freeman & Freeman, 2004).  An increase in the level of engagement in reading is just one 

outcome from the use of CRTs.  In fact, the outcome of using CRTs in the classroom can have a 

snowball effect.  First, students become more engaged in the books that they are reading.  

Second, students begin to comprehend more of the texts because the texts make connections to 

their prior knowledge, which helps them develop their English language proficiency through 

more frequent exposure with comprehensible texts (Ebe, 2011; Freeman & Freeman, 2004; 

Krashen, 2004).  Since students can comprehend the texts and the texts are enjoyable, then the 

students begin to read more books, more often (Freeman et al., 2003; Worthy, 2002).  Lastly, 

apart from developing as readers, students’ scores on reading assessments should see 

improvements. 
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However, Alanís (2007) found that teachers were not sure how to implement culturally 

relevant texts into their curriculum.  She also noted that teachers would not include culturally 

relevant texts across the curricula.  Generally, the texts were integrated into the reading 

curriculum and the other curricula remained unchanged.  Using CRTs in other content areas such 

as history and science can be beneficial to overall student learning.  Not only can CRTs help 

ELLs understand the material better because the texts are written with ELLs in mind, but they 

can also illustrate a different voice or opinion from the standard textbook, which can be 

beneficial for the enrichment of all learners (Gay, 2010).  One example of this idea would be 

incorporating memoirs written by immigrant Hispanic workers when discussing labor unions and 

their struggles for better pay and more rights in the workforce.  In this way, CRTs can be 

beneficial for all students in the classroom to develop their critical thinking skills.  

Texts that matter in the classroom.  The texts found in basal readers and prescribed 

language learning programs in which many CALD students are placed are not engaging or 

motivating for these students (Alanís, 2007;  Ebe, 2011; Ladson-Billings, 1995; Ortega, 2009) 

and can lead the students to develop a life-long poor attitude toward reading (Worthy, 1996).  

The books found in basal readers may not engage learners because they most likely lack 

relevancy to the students’ lives and backgrounds.  After looking at some of the reading 

curriculum books, in this case Trophies®, it appears that the texts that are included for ELLs 

within the units coincide with the unit topic.  However, texts are not very relevant to the lives of 

the students or their backgrounds apart from the text being the same topic of the unit.  When 

students have strong interest in the books or texts that they read they are more likely to overcome 

reading difficulties and become avid readers (Worthy, 2002).  An increase in the amount of time-

spent reading can lead to better linguistic and academic progress (Ebe, 2011; Ivey, 2010).  Ivey 
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(2010) asserts that in order to get students to read outside of class and for pleasure, educators 

need to alter the way texts are selected.   

The texts that matter are those that engage students and serve as their encouragement to 

continue reading (Ortega, 2009).  For ELLs, CRTs are the texts that could spark their desire to 

read or strengthen it.  According to Lightbown and Spada (2006), ELLs’ language acquisition 

and vocabulary can be positively affected through opportunities to read material that is both 

interesting and important to them.  Interesting and important texts are CRTs that score highly, 

when using the framework developed by Freeman (2000, as cited in Ebe, 2010, 2011, 2012).  

Because the research and standards are directing educators toward a strong emphasis on reading, 

across the content areas, the texts that are being read should ideally encourage students to read 

more often. 

In recent studies, Ebe (2010, 2011, 2012) worked with students from a Hispanic 

background.  She examined their ability to read and comprehend two different texts.  One was a 

standard text that could be found in a basal reader or prescribed curriculum.  The other text was 

one selected for its cultural relevancy for this group of students.  Students demonstrated higher 

quality miscues when reading the CRT compared to the non-CRT.  Even though the students still 

produced miscues while reading, they were of a high quality.  High quality miscues are those in 

which the student switches out a word for a different word but this switch does not affect the 

main idea of the text.  Students also had greater reading comprehension when using the CRTs. 

Giving consideration that many of the high-stakes tests are written in language that is 

linguistically complex for ELLs, CRTs can be used to teach ELLs strategies to better understand 

the texts on high stakes tests.  Additionally, the research suggests that ELLs reading 

comprehension scores increase when CRTs are incorporated into the classroom content.  Thus, if 
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students comprehend more of that which they read, through the CRTs, and if CRT use is 

expanded across the content areas and intertwined with the curriculums, an increase in ELLs’ 

comprehension and retention of core content might be attainable. 

SLA and CRTs 

According to Lightbown and Spada (2006), students need to know at least 90% of the 

words in a text to be able to decode successfully the meaning of new words in the text.  CRTs 

coincide with Krashen’s (1983) theory of comprehensible input because they are written in the 

dialect familiar to the students.  Students are able to expand their reading vocabularies through 

these texts because, if selected properly, they are written at the students’ i+1 level, language they 

know which is integrated with some unknown language structures or words that pushes them to 

use context clues or others to help them understand.  If a text is at too high of a language level, 

the student may be able to read the words but they are not able to make meaning from what they 

have read.  Likewise, if the events and characters are very different from the students, the story 

will be difficult to understand.  CRTs, therefore, are comprehensible input through which 

students illustrate higher reading comprehension scores.  

This project focuses on object regulation, the use of a tool such as CRTs, to mediate the 

learner, and private speech.  In addition, when the same CRT is utilized in the classroom to assist 

learners along their developmental path, then meaningful social interactions can occur between 

learners such as social speech through discussions of the text and other-regulation, which further 

assist the student in developing.  Meaningful social interaction in the ESL classroom is important 

to student language development (Lightbown & Spada, 2006).  The implementation of CRTs in a 

SCT context can lead to greater student understanding and language proficiency from the 
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interactions between the learner and the object, and the learner and others that are navigating 

similar paths toward greater understanding and development.   

Within the sociocultural classroom, the students act as each other’s interlocutors.  

Likewise, in an ESL classroom a CRT can act as both the object that helps the learner move 

toward self-regulation and the interlocutor within the learner’s ZPD with which the learner 

interacts.  Language development can more readily occur because the object (CRT) acts as a 

support bridging the student’s language and background knowledge with meaning of the story.  

Students learn the academics (such as plot, main idea, antagonist, and protagonist) using a text 

that is comprehensible.  The CRT can be used as a platform for discussion, around which 

students can share their stories and connections with the text as well as their interpretations of the 

events.  The more students interact with each other, mediated by the text, expert, and peers while 

using language the easier using the language becomes (Lantolf & Thorne, 2006; Swain & 

Lapkin, 2002).  

ELLs, as noted, are a growing population within the United States’ public school system 

(NCES, 2011a; NCES, 2012b).  With the growing state and federal mandates for the necessary 

levels of student achievement and demonstration of students growth (Abrams, 2007), it has 

become increasingly imperative that educators consider altering teaching pedagogies to better 

address the needs of this group of students (Gay, 2010).  ELLs face the dual challenge of 

learning a language and learning content at the same time.  By implementing CRPs and using 

CRTs in the classroom, educators might be able to strengthen ELLs’ language proficiency, 

reading comprehension, and academic achievement. 
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Method 

This curriculum project is based around the current research of Ebe (2010, 2011, 2012) 

and the original rubric developed by Freeman (2000, as cited in Ebe, 2010)(Appendix A).  In her 

research on CRTs, Ebe (2010, 2011, 2012) held one-on-one sessions with students in which they 

read two books and filled out the Cultural Relevancy Rubric together.  Using the rubric, Ebe 

determined which book was more culturally relevant and then analyzed student errors and 

reading comprehension.  The current project modified the rubric for teacher use and examined 

the cultural relevancy of a variety of texts.  Those texts that scored as culturally relevant were 

included in the project to develop lessons that correspond to the texts that teachers can take and 

insert directly into their current curricula.  

Unlike Ebe’s work, this curriculum was developed without the direct input of students on 

the texts selected.  The project utilized the modified Cultural Relevancy Rubric (Appendix B/C) 

to rate CRTs in order to develop lessons based off the CRTs.  In each content area, the texts that 

illustrate the highest cultural relevancy scores were included in the curriculum.  The texts 

included in the curriculum are short stories, poems, biographies, and articles that lend themselves 

more readily as enrichment materials to the current or prescribed curriculum.  Although not 

directly included in the project, a list of full-length CRTs was included as Appendix D for 

teachers that would like to use them.  The full-length texts could be their own unit of study, 

depending on the content area, or the teacher could use it in conjunction with other classroom 

materials in order to make stronger connections for the students.   

The curriculum spans across the four main content areas: English Language Arts, Math, 

Science, and History.  Within each of the included language and ethnic heritage backgrounds, 

there are events and themes that correlate with the various content areas.  Therefore, for each of 
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the language and ethnic heritage backgrounds, the curriculum attempted to include at least one 

CRT and lesson for each of the content areas.  Finding CRTs for some of the content-areas with 

specific language backgrounds was difficult because they did not meet the requirements of the 

Cultural Relevance Rubric.  Therefore, the number of CRTs varied based on the availability and 

feasibility of obtaining the CRT and meeting the minimum relevancy score of the rubric.  

Because of the length of the texts and the connections that existed between the theme or events 

of the content area and the text, there was generally more than one lesson per text.   

The curriculum was grouped according to language and ethnic heritage backgrounds and 

the content areas.  It included the language and heritage backgrounds that are most common for 

ELLs in WNY, and more particularly, the curriculum included those in the Riverbrook
1
 and 

Cloverdale School districts.  It is important to note that it does not have a particular sequence 

because it is a resource for teachers to incorporate into their current curriculum.  Teachers can 

use this curriculum strictly for the language and heritage backgrounds of the students they teach, 

leading them to select only the texts in that language and heritage background row.  

Alternatively, teachers can look at the curriculum through the content area that they teach and 

select texts according to the themes or events that are in the forthcoming units of study.  The goal 

of the curriculum was for it to be implemented when needed by teachers that were looking to 

enhance their teaching and their CALD students’ learning through the inclusion of CRTs.   

The CRTs and lessons in this curriculum project were designed to align with the 

Common Core Standards now being implemented throughout the majority of the country for 

literacy and college and career readiness.  The particular content areas, such as history, science, 

and math, now have a stronger focus on the literacy standards than previously.  However, in 

NYS, the content areas standards were still being used with the new Common Core standards 

                                                           
1
 School district names are pseudonyms. 
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integrated.  This project only focused on implementing the NYS Common Core Learning 

Standards for math, reading, writing, speaking and listening within the lessons (see Appendix E). 

Definitions 

 Throughout this curriculum, a few terms occurred repeatedly and for the sake of universal 

understanding are herein clarified for their meaning.  A culturally relevant text (CRT) is any text, 

book, newspaper or magazine article, or internet page or article from a creditable source that is 

relevant on a number of levels for ELL students.  The text should be relevant based on the dialect 

of English spoken, age of characters, and events that occur within the story at the very least.  

These texts, in order to be listed as a CRT, must attain a predetermined score on the Cultural 

Relevancy Rubric for the student population for whom it is intended.  Within the curriculum the 

term language and ethnic heritage background was used frequently to describe the group for 

whom a text is relevant.  The language refers to the home language spoken by or to the student.  

Ethnic heritage is the location from which the student’s family originates, whose population 

speaks the home language.  Generally, in this curriculum, these groups were categorized in tables 

by the home language spoken.   

ESL teachers refers to those teachers that are certified to teach English as a second 

language.  These teachers may be teaching ESL in an exclusion setting, pushing-in to a 

mainstream classroom to give services to ELLs, or co-teaching with a content area teacher.  

Content-area teachers/mainstream teachers refers to certified content-area teachers that are not 

simultaneously certified to teach English as a second language but have ELLs in their classes 

alongside mainstream students.  The term mainstream students, refers to the students that are 

proficient in English and are from the majority ethnic background, or students that are not in the 

ELL subgroup. 



USING A MODIFIED                                           34 
 

 

Needs Analysis 

Through discussions with ESL teachers and professors, it had become apparent that 

curriculums could make more of an effort to engage all types of learners, through curriculum that 

was appealing to the students.  In my experiences, the ESL teachers state that they struggle with 

finding materials that engage the diverse variety of learners that they often have in one 

classroom.  Throughout TESOL coursework, ideas constantly surfaced suggesting the need to 

examine critically the status of curricula.  These ideas included but were not limited to: the need 

to teach interactive and engaging lessons (Vogt & Echevarria, 2010), the concept that the 

language of the text, questions, or test needs to be accessible for ELLs (Gottlieb, 2006), and that 

the mainstream content is taught in such a way that it is difficult for ELLs and an opinion other 

than that textbook’s is not readily sought after (Parhar & Sensoy, 2011).  Ultimately, a way of 

providing teachers with autonomy in the curriculum arose in the implementation of culturally 

relevant pedagogy, CRP, and the use of CRTs to enhance the curricula.  To address this general 

need, the current curriculum addressed the content-areas and included the texts for the most 

popular L1s in the two school districts included herein.  

Intended Audience 

The curriculum was developed for teachers of ELLs that have students from the linguistic 

and ethnic heritage backgrounds, which primarily consisted of Arabic, Chinese, Russian, and 

Spanish (Puerto Rican and Mexican heritage).  Of primary concern were content area teachers 

that might have little experience working with ELLs and who are attempting to make the content 

of the classroom more accessible for ELL populations.  The curriculum focused on texts that are 

useful in mainstream content area (math, science, history, English, art, and home and careers) 

classes to enrich all students’ learning and demonstrate the value that ELLs’ diverse heritages 
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and languages bring to the classroom.  For example, a text can demonstrate a different viewpoint 

on a historical event that is not discussed in the standard textbook, allowing students the 

opportunity to critically think and compare the versions of the event for a deeper understanding 

(Gay, 2010).  Even though the curriculum was set-up to be easily accessible for mainstream 

teachers, the curriculum can also be used in the ESL classroom depending on the thematic units 

of the school’s curriculum.  Teachers can select texts that correlate with the topics and units that 

will enrich student understanding.   

The texts that are selected for this curriculum were ideal for the knowledge base and 

maturity of the middle and high school reader.  The selections were in this age range also 

because the researcher has the most experience with students from this age range.  Therefore, the 

students that will be reading these books should be in sixth through twelfth grades, and texts that 

are ideal for only middle or only high school readers are clearly marked.  The lesson plans were 

written based on the grade level in which a topic would normally be included; however, they can 

be altered in difficulty if the classroom teacher finds a text particularly useful.  The lessons for 

each text can be scaffolded to address the varying levels of English proficiency found in an ESL 

classroom.  The mainstream students may need scaffolding as well; at the discernment of the 

classroom teacher, because some of the terms and ideas may be new to them since the terms are 

coming from cultures different from their own.  

Procedure 

Using the modified Cultural Relevancy Rubric (Freeman, 2000, as cited in Ebe, 2010, 

2011, 2012) this curriculum examined 21 CRTs and developed lessons that are structured to 

enrich all students’ learning.  The primary goal was to find and use texts that would be culturally 

relevant for ELLs in order to increase reading comprehension and overall understanding of a 
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topic.  A second goal was to develop lessons through which all students would be able to develop 

their abilities to think critically.  Lastly, the project was designed to be a starting point for 

teachers that would like to be more culturally relevant in their teaching practices.  

With these goals in mind, the project was developed around two school districts with 

distinct populations of ELLs.  It focused on the five language backgrounds with the highest 

populations in these districts.  In addition, it was intended for all teachers and all secondary 

students.  This included students that are non-ELLs or those students from one of the five 

language and ethnic heritage backgrounds included in the curriculum.  The final curriculum 

project was developed through a multi-step process, which included modifying the original 

rubric twice, research into the histories of the five language and ethnic heritage backgrounds and 

relevant texts, and creating lessons based off these CRTs. 

Setting.  Included in this project are the Riverbrook Central School District and 

Cloverdale City School District.  The Riverbrook Central School District is a large suburban 

district located to the north of Buffalo.  The district encompasses all of the village of Riverbrook 

and portions of the three surrounding towns and villages.  There are currently 10,244 students 

enrolled in 13 schools.  As of the 2010-2011 school year, there were 157 ELLs enrolled in the 

district.  The district is 82% White, 10% Asian, 3% African American, 3% Multiracial, and 1% 

Hispanic.  Two percent of the school district’s population, or 157 students, are classified as ELLs 

(New York State Department of Education, 2011c). 

The Cloverdale City School District is located in the western most city in New York 

State.  It is located about an hour south of the Buffalo metropolis.  The district serves 

approximately 2,000 students in six schools.  The district consists of four elementary schools, 

one middle, and one high school.  The district is 47% White, 41% Hispanic, 9% African 
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American, and 1% each Asian, American Indian, and Multiracial.  Thirteen percent of the school 

district’s population, about 250 students, is ELLs (New York State Department of Education, 

2011c). 

Sample.  The student population in Riverbrook Central Schools and Cloverdale City 

Schools was the convenient sample selected for this curriculum project.  The students were not 

actively participating in this project; rather the population and demographics of the ELLs were 

the interactive component.  In the Riverbrook Central School district, the ELLs came from 

diverse backgrounds and nations.  There were students from Saudi Arabia, South Korea, Russia, 

Kazakhstan, and China just to name a few.  On the other hand, the ELLs in the Cloverdale City 

School district were almost entirely Spanish speaking whose families come mostly from Puerto 

Rico.  Only a few were of Mexican descent.  Therefore, the curriculum included texts for the 

language and ethnic heritage backgrounds that were commonly seen in the Riverbrook Central 

Schools and Cloverdale City Schools.  These languages were Spanish, Arabic, Russian, and 

Chinese.  The texts that were included in this curriculum were in the middle and high school age-

range due to the researcher’s experience and familiarity with students and content at that level, as 

opposed to the elementary grades.   

Process.  In order to create the CRT curriculum, the following steps were taken.  First the 

Cultural Relevancy Rubric (see Appendix A) which had been used by Ebe (2010, 2011, 2012) 

needed to be modified in order to be used by teachers without the assistance of their students.  

This modification was necessary because teachers may not have the time to test a book with one 

student before implementing the CRT with other students of the same language and heritage 

background.  Additionally, mainstream teachers that are implementing a CRP may not have 

individual time with the ELLs to determine the relevancy of a text that the teacher wishes to 
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read.  The researcher considered each item in the original rubric and possible methods of 

modifying the language in the items to be answerable by the teacher without input from students.  

Because of this, the researcher had to rely on information that the teacher would have access to 

which was also critical to determining the cultural relevancy for each text.  Therefore, a few of 

the items could be changed with little adjustment because the answer would not vary from either 

the teacher’s or the student’s perspective.  One example is the item that asks: How close do you 

think the main characters are to you in age?  Regardless of who answers this question the 

answer should be the same; either the characters are close in age to the students or they are not.  

Other examples were the questions such as: Are the characters in the story similar to your 

students and their families?  Do they come from the same ethnic background?, Do the characters 

speak the same home language as your students?, and Does the story have main characters that 

are the same sex (M/F) as your students?  As highlighted in Table 1, other items needed more 

modification: have you ever had an experience like the one described in the story modified to 

become have you ever heard/been made aware of your students experiencing similar events as 

those that the characters in the story experience?.   

Two items were removed from the rubric entirely.  These two were: Could this story take 

place this year?  and how often do you read stories like this one?  The former was eliminated 

because the question is time sensitive and some of the texts in the current curriculum did have to 

deal with past events and should not be penalized because they record the past in a way that 

could help students better understand history.  The latter question here was removed because the 

teacher could not have access to the information without directly applying to the students.  In 

addition, it held little advantage to the current curriculum whether the students had or had not 

read a similar text.  The current project was not interested in a quantifiable number of how often 
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teachers implement CRTs; the concern here was incorporating more CRTs.  This question was 

not crucial in determining how culturally relevant a text was or was not.  

Table 1 

 

Modifications of the original rubric to allow for teacher-only use  
Original Rubric (Freeman, 2000; as cited in Ebe, 

2010, 2011, 2012) 

Modified rubric questions for teacher use (later 

referenced to as Modified rubric for literature and 

fiction) 

1. Are the characters in the story like you and 

your family? 

1. Are the characters in the story similar to your 

students and their families?  Do they come 

from the same ethnic background? 

2. Have you ever lived in or visited places like 

those in the story? 

2. Have your students ever lived in or visited 

places like those in the story? 

 

3. Could this story take place this year? 3. Are the celebrations in the story similar to those 

that your students’ families celebrate?* 

4. How close do you think the main characters are 

to you in age? 

4. How close are the main characters to your 

students in age? 

5. Does the story have main characters who are 

boys (for boy readers)? Girls (for girl readers)? 

5. Does the story have main characters that are the 

same sex (M/F) as your students? 

6. Do the characters talk like you and your 

family? 

6. Do the characters speak the same home 

language as your students? 

7. How often do you read stories like this one? 7. Do the characters in the story face problems 

similar to those of your students (in language, 

school, home-life, work)? 

8. Have you ever had an experience like one 

described in the story? 

8.  Have you ever heard/been made aware of your 

students experiencing similar events as those 

that the characters in the story experience? 
Note.  Major changes are highlighted, minor additions are italicized. 

One item was added in to account for celebrations that were different from stereotypical 

American family celebrations.  This item allowed a text to demonstrate cultural and familial 

differences that could increase all students’ level of cross-cultural awareness in mainstream 

classrooms and ELL classrooms where students are from a variety of backgrounds.  The final 

modified rubric contained eight questions that were on a 5-1 scale (see Appendix B).  A score of 

five demonstrated high cultural alignment where a score of one demonstrated low cultural 

alignment. 

Choosing CRTs.  In order to find CRTs for each of the language and ethnic heritage 

backgrounds that were included in the study, it was necessary to compile a table of important 

events, discoveries, or advancements that are in the history of each of the groups (see Table 2).  



USING A MODIFIED                                           40 
 

 

The table was based on the content areas and languages that were included in the project.  In the 

math content-area, it was difficult to find highlighted achievements for Spanish (Puerto Rico) 

and Russian individuals.   

Table 2 

 

Possible topics of CRTs per Language and Content-Area 
Content 

area 

History Science Math Home and 

Careers/Health/ 

Art/Tech/Music 

English Language 

Arts 

Language 

Spanish 

(Puerto Rico) 

-Labor 

Unions 

-Spanish 

American 

war/Territory 

status 

-Cotton 

ginCoffee 

husker 

-Stahl: 

Botany 

(None Found) -Cotton ginCoffee 

husker 

-Calderon: anemia 

-Sánchez:   

 TechnoBraille/ 

 TechnoPrint 

 Self-Identity 

 Coming of age 

 Fitting in 

 Family and 

home life 

 Conflicts and 

Resolutions 

 Choices/Goals 

Spanish 

(Mexico) 

-Labor 

Unions 

-Revolution 

-immigrant 

memoirs 

-Mario 

Molina: 

ozone layer 

-Ellen 

Ochoa: 

astronaut 

Mayan 

Mathematics & 

Sports 

Artisans-

Pottery/woodworking 

Cuisine 

Russian - WWII 

camps in 

Russia  

-Space race 

-Pavlov 

(None Found) Marc Chagall 

Chinese -Internment 

Camps 

-Inertia: First 

law of 

motion 

-Pythagoreans 

formula,  

-Decimal 

systems, 

-Pi 

Silk Art 

Arabic -Immigration 

and “Little 

Syria” 

-Calendar 

systems 

-al-Uqlidisi: 

decimal 

points 

 

-map making 

-Calendar 

systems 

-Concept of 

zero 

-Algebra 

Pottery and Glazing 

techniques 

 

Harp, Lyre, Zither, 

Drum, tambourine, 

Flute, Oboe 

 

After the table was compiled, the researcher inquired of the ESL teachers working in one 

of the districts if they thought they used any texts that fit the description of a CRT and asked for 

a copy of any such texts.  The researcher completed internet searches to find texts that discussed 

any of the achievements in Table 2.  Additionally, the researcher inquired of the school librarian 

about texts written by authors that are natives to the language and ethnic heritage backgrounds 
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included in the study.  Some possible CRTs were found in research, such as Alanís (2007), 

Freeman and Freeman (2004), and Freeman et al. (2003).   

Through researching, a tentative list of sources was compiled and added to throughout the 

process of the project as more research was done or new texts were found (see Table 3).  Some 

of the sources included in Table 3 were either not obtainable in the period of the project or were 

full-length novels which were omitted to adhere to the goal of the project and will be discussed 

more fully later.  The CRTs that the researcher could obtain were gathered from a variety of 

sources such as through the school districts (classroom and school libraries), online pages and 

articles, and the Buffalo public library.   

 

Analyzing CRTs.  At this point, the first pair of texts was selected for analysis to test the 

modified rubric.  The first texts that were selected to be analyzed were the initial texts to which 

the researcher had full access.  It became evident that the original and modified rubrics were 

structured for use with literature and fiction texts.  The researcher noticed this when analyzing 

the first pair of texts that were expository texts from the Saudi Aramco Magazine.  Since a large 

Table 3 

 

Possible sources and authors of CRTs 

Possible texts/sources Native authors 

- American Born Chinese 

- Building Bridges 

- colorincolorado.com  

- edhelper.com 

- Growing up Chinese 

- High Point A 

- Longman Science 

- Post Gibran: Anthology of 

Arab-American Writings 

- Saudi Aramco Magazine 

- scholastic.com 

- Sudden Fiction Latino 

- Taco 

- Wild steps of heaven 

- Harvesting hope: The 

story of Caesar 

Chávez 

- A place where the sea 

remembers 

- Bitter Grounds 

- The weight of all 

things 

- The Circuit 

- Breaking Through 

- Sandra Benítez 

- Sandra Cisneros 

- Oscar Hijuelos 

- Francisco Jiménez 

- Naomi Shihab Nye 

- Patricia Polacco 

- Pam Muñoz Ryan 

- Gary Soto 

- Paul Yee 

- Laurence Yep 

 

http://www.colorincolorado.com/
http://www.edhelper.com/
http://www.scholastic.com/
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number of the texts included in this curriculum project were non-fiction articles or expository 

texts, it was essential to re-examine the rubric or create a new rubric for use with the expository 

texts.  The modified rubric could not be changed by altering a few words to allow for its use with 

expository texts so a new rubric was created (see Appendix C).  A few questions were retained 

and word modifications were made to make the item fit closely to an expository text.  However, 

a number of the questions were changed almost completely (see Table 4).   

Table 4 

 

Secondary modification to account for expository texts 
Modified rubric for literature and fiction Modified rubric for informational and expository texts 

1. Are the characters in the story similar to 

your students and their families?  Do they 

come from the same ethnic background? 

1. Are the characters/people in the text/article 

similar to your students and their families?  Do 

they come from the same ethnic background? 

2. Have your students ever lived in or visited 

places like those in the story? 

 

2. Have your students ever lived in or visited 

places like those in the text? 

3. Do the characters speak the same home 

language as your students? 

3. Do the people discussed in the text/article 

speak the same home language as your 

students? 

 

4. Do the characters in the story face problems 

similar to those of your students (in 

language, school, home-life, work)? 

4. Do the persons in the text face problems that 

could be similar to those of your students (in 

language, school, home-life, or work) or their 

relations?* 

5. How close are the main characters to your 

students in age? 

5. Does the article discuss an event that is 

important in the heritage of your students?   

6. Have you ever heard/been made aware of 

your students experiencing similar events as 

those that the characters in the story 

experience? 

6. Does the article expand on the students’ 

knowledge of their culture or illustrate the 

inherent value of the culture in today’s world? 

7.  Does the story have main characters that 

are the same sex (M/F) as your students? 

7.  Does the article/text include persons that are 

the same sex (M/F) as your students? 

8.  Are the celebrations in the story similar to 

those that your students’ families 

celebrate?* 

8. Does the article/text provide students with a 

different perspective and/or encourage them to 

examine critically the current status quo or 

their textbook? 
Note.  Major additions are highlighted while minor changes are italicized. 

The changes from the first modification for literature to the second modification for expository 

texts are marked in orange in Table 4 to highlight the differences.  Item four is marked with an 

asterisk (*) to note that this item could be marked as not applicable (N/A).  Depending on the 
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nature of the text, there may not be a problem.  To maintain continuity, the modified rubric for 

informational expository texts (Appendix C) also contains eight question items that are based off 

the 5-1 scale used in the modified rubric for literature and fiction. 

In order to develop this rubric it was essential to examine the main ideas of CRP and 

integrate those with the rubric.  Therefore, question items arose such as does the article expand 

on the students’ knowledge of their culture or illustrate the inherent value of the culture in 

today’s world?  and does the article/text provide students with a different perspective that 

encourages them to critically examine the current status quo or their textbook?  These question 

items were included in the rubric to align it with the goals of CRP and as a way to provide for 

relevancy when the article or text is written in an academic style and not in the dialect 

accustomed to the ELLs student for whom the text is relevant.  The new items resulted from 

discussions with ESL educators, Gay’s (2010) discussion of the components and goals of CRP 

and texts within that pedagogy, and Pahar and Sensoy’s (2012) interviews with teachers who use  

CRP in their classrooms.   

Scoring.  In order to determine cultural relevancy of a certain text, the modified rubric 

was scored alongside the reading and analyzing of the CRT.  The researcher scored each section 

of the rubric for each text.  The overall score is the sum of each of the eight items’ scores (see 

Table 5).  If a CRT did not score above a 75% or 30 points on the rubric, or 27 points if item 

eight is Not Applicable to the text (see Appendix B), the text was deemed lacking in cultural 

relevancy and was discarded for another text that was more culturally relevant.  This step was 

repeated for each of the selected texts.  
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Table 5 

 

Scoring 

   

 Text A Text B Text C 

Item Example Scores 

1. Are the characters in the story similar to your 

students and their families? Do they come from 

the same ethnic background? 

5 5 2 

2. Have your students ever lived in or visited places 

like those in the story? 

 

3 3 3 

3. Do the characters speak the same home language 

as your students? 

5 5 5 

4. Do the characters in the story face problems 

similar to those of your students (in language, 

school, home-life, work)? 

4 4 1 

5. How close are the main characters to your 

students in age?  

5 5 2 

6. Have you ever heard/been made aware of your 

students experiencing similar events as those that 

the characters in the story experience?  

4 4 2 

7.  Does the story have main characters that are the 

same sex (M/F) as your students? 

5 5 5 

8.  Are the celebrations in the story similar to those 

that your students’ families celebrate?* 

4 N/A N/A 

Total: 35/40 31/35 17/35 

Is this text culturally relevant? Yes Yes No 

Designing Lessons with CRTs.  After determining the cultural relevancy of the texts, 

lessons were created for each text under a content area.  Again, the content areas were addressed 

one at a time in order to provide a general focus on the themes within that content area.  The 

lessons were formatted in the Sheltered Instruction Observation Protocol, SIOP, model and 

included SIOP related activities (Vogt & Echevarría, 2008).  SIOP was the chosen lesson format 

for this curriculum project because the method is a researched and validated model of instruction 

that is used in bilingual, two-way immersion, and ESL classrooms throughout the United States 

(Echevarria & Vogt, 2010).  Even though the model has been used primarily within the format of 

instructing ELLs, SIOP is primarily intended to be used throughout all levels of instruction 
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within all of the content areas.  Additionally, research has shown that academic achievement for 

all students is increased when SIOP teaching techniques are used in the classroom (Echevarria & 

Vogt, 2010).  Although, SIOP has shown increase in achievement for all students, it was the 

lesson format for this curriculum project because of its favorable impact on ELLs’ levels of 

achievement.  It is particularly useful in classrooms with high numbers of ELLs due to the level 

of student engagement in SIOP lessons.  A number of the lesson plans were differentiated for the 

variety of proficiency levels of the students so that students would benefit from the texts 

regardless of their level of English language proficiency. 

After creating and compiling lessons for each text, the researcher created a chart to 

outline the essential information of the text.  Therefore, teachers will be able to determine easily 

if the text is something that might be useful in their classroom without having to read each 

individual text.  This is helpful by again saving teachers valuable planning time.  However, it is 

highly suggested that the teacher read and be familiar with the text before implementation within 

the classroom.  The chart included a text summary, age level appropriateness, key 

words/vocabulary list, theme, content area and possible units of study with which the text 

coincided. 

Validity considerations 

The researcher is neither a member of nor an expert in any of the language/culture 

backgrounds in the study.  However, the researcher holds a bachelor’s degree in Spanish and the 

instruction of the Spanish language to students in grades five through twelve.  Thus, there is a 

high-level familiarity with the dialects of the language and its speakers, yet the researcher does 

not boast to have an expert level of insider knowledge since she is not a member of the cultural 

community.  Additionally, the researcher is more familiar with the Spanish language and culture 
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from Spain after a time spent living in the country.  However, from observation and time spent in 

bilingual schools and ESL classrooms, the students from a Spanish language heritage that 

populate ESL classrooms in WNY are mostly from Puerto Rican and Mexican descent.  

Therefore, there was validity concern when rating the cultural relevancy of the texts based solely 

on the research of the language/culture group.  If some of the research was incorrect or a false 

assumption made, the overall relevancy of the text could have been skewed either incorrectly 

less relevant or incorrectly more relevant. 

Likewise, no two students are alike or have had all of the same upbringing.  The cultural 

relevancy of a text may be different if a student is an immigrant to the country versus having 

been raised in the U.S. since birth.  It is important that one knows their students, their 

experiences, language, and their backgrounds, before utilizing any of the texts from this 

curriculum project in the classroom. 

Results 

 The following are the results of the curriculum project.  The texts are arranged by 

language/ethnic heritage background.  Included before each text there is a table summarizing the 

important information.  This table gives the author and title of the text.  It also provides a 

summary and some uses for the text as well as where the text can be found.  A number of the 

texts are available at the Buffalo Public Library.  After the table are the lesson plans and 

ancillaries.  Depending on the length of the text, there may be multiple days of lesson plans.  

Additionally, some of the texts were useful in two content areas and therefore have a lesson for 

both areas.  Table 6 illustrates the available texts’ location by language and ethnic heritage 

background.  Table 7 illustrates the available texts’ location by content area.  
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Table 6 

 

CRTs by Language and Ethnic Heritage Group Background 

Language/ethnic 

heritage background 

Related texts and location 

Spanish (Mexico) Becoming Naomi León ................................................. 49 

Day ah dallas mare toes ............................................... 63 

Halloween .................................................................... 77 

Mario Molina Biography ............................................. 85 

Ellen Ochoa Biography ................................................ 85 

The bouncing ball ......................................................... 95 

The Street ................................................................... 104 

I Honor My Mother and Father ................................. 230 

Spanish (Puerto 

Rico) 

Latin American Freedom Fighters Part 1 and 2 ........ 115 

Russian Marc Chagall ............................................................. 131 

The Endless Steppe ..................................................... 140 

The Keeping Quilt ...................................................... 151 

Chinese Gambler’s Eyes .......................................................... 160 

Green Creek ............................................................... 165 

The Good Brother’s Reward ...................................... 174 

The Story of Washing Horse Pond ............................. 180 

Through anger and love .............................................................................................................. 193 

Arabic Little Syria .................................................................. 199 

Patterns of the Moon, Patterns of the Sun ................. 211 

Naomi Shihab Nye ...................................................... 217 

I Honor My Grandmother .......................................... 230 

 

Table 7 

 

CRTs by Content-Area 

Content-Areas  Related texts and location 

ELA Becoming Naomi León ................................................. 49 

Day ah dallas mare toes ............................................... 63 

Mario Molina Biography ............................................. 85 

Ellen Ochoa Biography ................................................ 85 

The Street ................................................................... 104 

The Endless Steppe ..................................................... 140 

The Keeping Quilt ...................................................... 151 

Gambler’s Eyes .......................................................... 160 

Green Creek ............................................................... 165 

The Good Brother’s Reward ...................................... 174 

The Story of Washing Horse Pond ............................. 180 

Through anger and love .............................................................................................................. 193 

Naomi Shihab Nye ...................................................... 217 
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I Honor My Grandmother .......................................... 230 

I Honor My Mother and Father ................................. 230 

History/Social 

Studies 

Day ah dallas mare toes ............................................... 63 

The bouncing ball ......................................................... 95 

Latin American Freedom Fighters Part 1 and 2 ........ 115 

The Endless Steppe ..................................................... 140 

Little Syria .................................................................. 199 

Science Mario Molina Biography ............................................. 85 

Ellen Ochoa Biography ................................................ 85 

Math Patterns of the Moon, Patterns of the Sun ................. 211 

Art Marc Chagall ............................................................. 131 

Home and Careers Halloween .................................................................... 77 
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Spanish/Mexican Texts 

 

 

 

 

 

 

 

 

 

 

CRT Author Ryan, P. M. 

CRT Title Becoming Naomi León  

Related Lang./Ethnic 

Background 

Spanish/Mexican 

Content Area(s) ELA 

Age groups Grade 6-9 

Themes Family, Coming of Age 

Where can I find this 

CRT? 

Ryan, P. M. Becoming Naomi León. In Chamot, A. U., DeMado, J., 

Hollie, S. (Eds.) (2007). Keystone A. New York, NY: Pearson 

Longman. 

 

Ryan, P. M. (2004). Becoming Naomi León. New York, NY: Scholastic 

Press. 

Short 

Summary/Suggested 

uses 

- When Naomi's absent mother resurfaces to claim her, Naomi runs 

away to Mexico with her great-grandmother and younger brother 

in search of her father 

- The version that coincides with the lesson is an excerpt.  The full 

text is available at some of the Buffalo Public Libraries 
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, 

GO= Graphic Organizer; CW= class will; GW= Groups will 

SIOP Lesson: Becoming Naomi León  THREE DAYS  Grade:  6-9 

Content Standards: RL.6-9.1 Cite several pieces of textual evidence to support analysis of what the text says explicitly as well 

as inferences drawn from the text. 

 RL.6-9.4 Determine the meaning of words and phrases as they are used in a text, including figurative and 

connotative meanings; analyze the impact of specific word choices on meaning and tone, including 

analogies or allusions to other texts. 

 RL.6-9.10 By the end of the year, read and comprehend literature, including stories, dramas, and poems, in 

the grades 6–8 and 9/10 text complexity band proficiently, with scaffolding as needed at the high end of the 

range 

 SL.6-9.4 Present information, findings, and supporting evidence such that listeners can follow the line of 

reasoning and organization, development, and style are appropriate to the task, purpose, and audience. 

 W.6-9.4 Produce clear and coherent writing in which the development, organization, and style are 

appropriate to the task and purpose. 

Key Vocabulary: dictate, simbólico, tragedy, machete, 

innards, mediator, quivering, Puerto Escondido, trembled, self-

prophecies, el zócalo, el Mercado, la basílica, radish, carving, 

jacaranda tree, custody of, canopy, transparent, spectacle, 

raspy 

 

HOTS: 

- What makes up “a family”? 

- Who decides your family? 

Visual/Resources:  

- Copies of the excerpt  “Becoming Naomi León” 

- Copies of Short story flow chart 

- Vocab PPT 

- Copies of questions 

- Take a Stand statements 

- Take a Stand sentence frames on 

PPT/Smartboard/poster or overhead 

- Pictures of TV families to aid BBK questions discuss 

how the families are all different 

 

Connections to Prior Knowledge/Building Background: DAY ONE 

- Families are all different.  Have you ever or do you know someone who is cared for by someone that is not their mom or 

their dad? 

- What about extended families? Do your aunts and uncles live with you?  

- Do you have a small family (just you, a sibling, and mom OR dad/ just you and a parent)? 

- What about families that you know of from TV or movies? How are they similar to or different from your experiences of 
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family? 

- Do you think you would be different if you were raised by your grandparents instead of your parents? 

- TW present the new/key vocab with a PPT with pictures and demonstrations, TW ask Spanish speaking students to help 

out with the Spanish vocab words 

Content Objectives: 

1. SWBAT identify a short story’s 

elements (title, author, setting, 

main characters, and sequence of 

events) using a short story flow 

chart 

2. SWBAT evaluate the extent to 

which they enjoyed the short 

story, and provide rationale for 

their rating on the Short story 

flow chart 

3. SWBAT use the QAR posters to 

answer questions about the story 

4. SWBAT use the story and the 

GO in order to answer questions 

based on the story 

Language Objectives: 

5. SWBAT describe the main 

character of a short story with 

adjectives other than “nice” and 

“good”. 

6. SWBAT write in three sentences 

the beginning, middle, and end of 

the short story they have read. 

7. SWBAT agree or disagree with 

teacher statements regarding the 

story and give a rationale for their 

response using the sentence 

frames: 

Meaningful/Activities: 

 

 

 

DAY TWO 

 

 

 

 

1.1 SW read the story with a partner for 

meaning and general understanding. 

1.2 SW read the story a second time and 

identify through writing the elements 

of the story in the short story flow 

chart 

5.1 SW describe the main character using 

adjectives other than “nice” and 

“good” 

6.1 SW write three sentences to 

summarize the beginning, middle, 

and end of the story in the short story 

flow chart. 

2.1 SW record their evaluation of the 

story in the Short Story Flow Chart 

using the sentence frames: I enjoyed 

the story (a lot/ a little) because 

__________________. I did not 

enjoy the story because 

Review/Assessment: 

TW address key vocabulary 

 

 

TW discuss what a fictional narrative is 

and will introduce the story. Note: The 

included story is an excerpt of a longer 

story.  Background knowledge of what 

has happened in the story previously 

should be shared with the students. (see 

attachment) 
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a. I disagree with _________ 

because _______. 

b. I don’t think that ________ 

because ___________. 

c. I agree with __________. 

because __________. 

d. I think that _________ 

because _________. 

_________________. The story 

made me feel _________________. 

2.2 SW verbally evaluate the story and 

describe to their partner why they 

enjoyed or didn’t enjoy the story (as 

recorded in their Short Story Flow 

Chart) 

 

 

 

 

 

 

 

 

 

 

DAY THREE 

 

6.2 CW review the events of the story 

using their GO timelines 

1.4 CW review the events of the story 

through a discussion of the elements 

3.1 SW, in their groups, decide on the 

type of questions using the QAR 

posters 

4.1 SW use the text and the GO to 

develop answers to the questions 

3.2 SW reference the QAR posters as 

needed to remember where they 

should look for the information 

3.3 CW share answers and discuss.  

 

 

 

 

 

 

 

 

1.3 TW record the elements on the class 

Short Story Flow Chart as per student 

responses 

 

5.1 TW ask students to share their 

characterizations of the main 

character 

2.3 TW ask students to evaluate the story  

 using the sentence frames 

 

 

 

 

6.3/1.5 TW prompt students in the 

discussion through questioning about 

the story. Teacher may ask a 

question or two from the question 

sheet to add to background 

knowledge/preview 
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7.1 TW give instructions for take a stand  

7.2 TW read a statement 

7.3 GW decide their stance and stand or 

remain seated when given the cue 

from their teacher 

7.4 SW tell their stance and rationale 

using the sentence frames. 

7.5 Repeat (7.1-7.4) until all statements 

are discussed or you have to begin 

wrap-up. 

 

3.4 TW write out answers so that all 

students can see. Some answers may 

vary depending on the question. 

*Wait to answer the extended answer 

questions until the end of the period 

as wrap-up* 

Wrap-up: 

Day one: SW evaluate the story, verbally, and give evidence for evaluation using the sentence frame: 

  I think the story was ______________ because _______________________. 

  I liked the story because _______________________________. 

  I did not like the story because __________________________. 

Day two: 

 Extended Response questions OR 

 How do you think the story will end? Why? 
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Building Background: Story introduction 

Becoming Naomi León is a novel by Pam Muñoz Ryan. Mrs. Ryan grew up in California. Mrs. 

Ryan has both a Mexican grandmother and a grandmother from Oklahoma. She spent many 

afternoons (after school) at her Mexican grandmother’s house until her parents picked her up. 

From the stories she was told as a child and her own imagination Mrs. Ryan has written many 

books for children.  

One of these is Becoming Naomi León. It is a realistic novel, a fictional narrative, about events 

that could happen in everyday life. The main character Naomi Soledad León Outlaw, lives in 

Lemon Tree, California in a whale-like trailer called “Baby Beluga”. She lives with her younger 

brother and her Gram. Gram, her great-grandmother, has been caring for the siblings since their 

mother left them seven years ago. Despite Gram’s loving care, Naomi often feels unhappy. To 

cheer herself up, she write lists and carves beautiful objects out of soap. In the novel excerpt, 

Naomi is reunited with her father, Santiago, in Oaxaca, Mexico. Oaxaca is a city in southern 

Mexico. The people there hold a radish-carving festival every year in which they make lovely 

sculptures out of radishes. 
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 The Kardashians

modern family  
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Right There 

 

 

The answer to the question can be easily 

found in one or two sentences 

 

 

 

 

 

Think and Search 

 

 

The answer is in the story but several 

sentences, paragraphs, or pages have to be put 

together to find the answer 

 

 

 

 

Author and Me 

 

 

The answer involves what I know, what I 

believe, or what I have experienced and what 

happened in the text. 

On My Own 

 

 

The answer does not use the text. The answer 

is only about my thoughts or experiences and 

a theme or idea from the book. 

 

 

 



USING A MODIFIED                                              59 
 

 

Name: ___________________________________________________ Becoming Naomi León 

Directions: 

1. Read each question and decide its type: 

a. Right there (RT) 

b. Think and Search (TS) 

c. Author and You (AY) 

d. On your Own (OYO) 

2. Write the type on the line next to the question. 

3. With your group answer the questions using the method you have chosen in #1. 

Questions: 

____________1. What are several reasons why Naomi wants to stay in Oaxaca? 

 _______________________________________________________________

_______________________________________________________________ 

____________2. What wishes does Santiago express in his letter to the judge? 

 _______________________________________________________________

_______________________________________________________________ 

____________3. Why does Naomi say, “My pen seemed too heavy to lift”? 

 _______________________________________________________________

_______________________________________________________________ 

____________4. What does Mrs. Maloney tell the mediator about the Leóns? 

 _______________________________________________________________

_______________________________________________________________ 

____________5. With what person in your life do you have a strong bond? 

 _______________________________________________________________

_______________________________________________________________ 

____________6. Have you ever loved a place so much that you felt that is was “part of you”? 

Describe the place and your feelings about it. 

 _______________________________________________________________

_______________________________________________________________ 

____________7. Why would it be hard for Santiago to go to California? 
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 _______________________________________________________________

_______________________________________________________________ 

____________8. How did Naomi and her father bond? 

 _______________________________________________________________

_______________________________________________________________ 

____________9. What did Naomi’s father teach her? 

 _______________________________________________________________

_______________________________________________________________ 

____________10. Why do Naomi, her brother, and her Gram leave Mexico? 

 _______________________________________________________________

_______________________________________________________________ 

____________11. Why is it hard for Naomi to leave Mexico? 

 _______________________________________________________________

_______________________________________________________________ 

Short Answer: 

1. Do you think Naomi and her brother be allowed to stay with Gram? Predict what will 

happen… 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

________________________________________________________________________ 

2. Explain what you think Naomi meant by the statement “My pen seemed too heavy to lift” 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

________________________________________________________________________ 
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Answer Key 

TS _________1. What are several reasons why Naomi wants to stay in Oaxaca? 

RT _________2. What wishes does Santiago express in his letter to the judge? 

AY _________3. Why does Naomi say, “My pen seemed too heavy to lift”? 

RT _________4. What does Mrs. Maloney tell the mediator about the Leóns? 

OYO _______5. With what person in your life do you have a strong bond? 

OYO _______6. Have you ever loved a place so much that you felt that is was “part of you”? 

Describe the place and your feelings about it. 

TS _________7. Why would it be hard for Santiago to go to California? 

TS/RT ______8. How did Naomi and her father bond? 

TS/RT ______9. What did Naomi’s father teach her? 

TS/RT ______10. Why do Naomi, her brother, and her Gram leave Mexico? 

TS/RT ______11. Why is it hard for Naomi to leave Mexico? 

 

Short Answer: 

1. Do you think Naomi and her brother be allowed to stay with Gram? Predict what will 

happen… 

________ANSWERS WILL VARY__________________________________________ 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

2. Explain what you think Naomi meant by the statement “My pen seemed too heavy to lift” 

________ ANSWERS WILL VARY__________________________________________ 

________________________________________________________________________

________________________________________________________________________ 

________________________________________________________________________ 
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Take a Stand statements and directions: 

1. In their groups students will “take a stand” on the teacher’s statements.  They will provide a rationale for their stance using the 

sentence frames:  

a. I disagree with _________ because _______. 

b. I don’t think that ________ because ___________. 

c. I agree with __________ because __________. 

d. I think that _________ because _________. 

 

*Sentence frames should be posted so that students can reference them. 

 

2. Pick and read the statements one at a time. After each reading allow the groups some time to think and then ask for their 

stance. (ex. groups who agree stand if your group disagrees stay seated). Always ask “why?” 

 

a. Santiago should have gone to California with the family. 

b. Naomi will one day make wooden craving like her father. 

c. The children (Naomi and Owen) should go live with their mother. (ask those who disagree “Who do you think they should 

live with? Why?” 

d. Gram should not have to take care of the children. 

e. Naomi likes Mexico better than California. 

 



USING A MODIFIED                                     63 
 

 

CRT Author Calderón, L. 

CRT Title Day ah dallas mare toes 

Related Lang./Ethnic 

Background 

Spanish/Mexican 

Content Area(s) ELA/History 

Age groups Grade 6-9 

Themes Day of the dead, Family 

Where can I find this 

CRT? 

Shepard, R., Thomas, J., & Gonzalez, R. (Eds.).  (2010). Sudden fiction 

Latino: Short-stories from the United States and Latin America.  New 

York, NY:W.W. Norton & Co. 

Short 

Summary/Suggested 

uses 

- A young girl is assigned to create an altar for a deceased loved 

one. She chooses her “Uncle” who is actually an ex-lover of her 

adoptive father. The theme of the story is that family is not 

necessarily blood relations. 

Note: This story is spread out over four lessons and five days. 
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, GO= 

Graphic Organizer 

SIOP Lesson: Day ah dallas mare toes DAY ONE Grade: 6-9 

Content Standards: RL.6-9.1 Cite several pieces of textual evidence to support analysis of what the text says explicitly as well as 

inferences drawn from the text. 

 RL.6-9.2 Determine a theme or central idea of a text and analyze its development over the course of the text, 

including its relationship to the characters, setting, and plot; provide an objective summary of the text. 

 RL.6-9.11b Establish and use criteria to classify, select, and evaluate texts to make informed judgments about the 

quality of the pieces. 

 W.6-9.4 Produce clear and coherent writing in which the development, organization, and style are appropriate to 

task, purpose, and audience. 

 W.6-9.1 Write arguments to support claims using valid reasoning and relevant and sufficient evidence. 

Key Vocabulary: día de los muertos, altar 

 

HOTS: 

- What do the traditions of día de los muertos illustrate 

about how people feel about those who have died? 

o Interpret the traditions of día de los muertos 

through the story 

o Relate these to personal experiences 

- Why is this holiday special to those that celebrate it? 

- How does the story demonstrate that family is more than 

blood relations? 

Visual/Resources:  

- Copies of “Day ah dallas mare toes” By Luna Calderón 

- Copies of Short story flow chart 

 

Connections to Prior Knowledge/Building Background: 

- How does your family celebrate at the end of the October? Do they celebrate? 

Content Objectives: 

1. SWBAT identify a short story’s 

elements (title, author, setting, main 

characters, and sequence of events) 

using a short story flow chart 

Meaningful/Activities: 

1.1 SW read the story with a partner for 

meaning and general understanding. 

1.2 SW read the story a second time and 

identify through writing the elements of 

Review/Assessment: 
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2. SWBAT evaluate the extent to 

which they enjoyed the short story, 

and provide rationale for their 

rating on the Short story flow chart 

Language Objectives: 

3. SWBAT describe the main 

character of a short story with 

adjectives other than “nice” and 

“good”. 

4. SWBAT write in three sentences 

the beginning, middle, and end of 

the short story they have read. 

the story in the short story flow chart 

3.1 SW describe the main character using 

adjectives other than “nice” and “good” 

4.1 SW write three sentences to summarize 

the beginning, middle, and end of the 

story in the short story flow chart. 

2.1 SW record their evaluation of the story 

in the Short Story Flow Chart using the 

sentence frames: I enjoyed the story (a 

lot/ a little) because 

__________________. I did not enjoy 

the story because _________________. 

The story made me feel 

_________________. 

2.2 SW verbally evaluate the story and 

describe to their partner why they 

enjoyed or didn’t enjoy the story (as 

recorded in their Short Story Flow 

Chart) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

1.3 TW record the elements on the class 

Short Story Flow Chart as per student 

responses 

 

3.2 TW ask students to share their 

characterizations of the main character 

2.3 TW ask students to evaluate the story 

using the sentence frames 

Wrap-up: 

- What does día de los muertos celebrate?  

- How does the story illustrate the values of Día de los muertos? 

- What does the story demonstrate to us about family? Does family have to be blood relations? 



USING A MODIFIED                                                            67 
 

 

Name: ________________________________________________________ 

Short Story Flow Chart 
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, 

GO= Graphic Organizer 

SIOP Lesson: Day ah dallas mare toes DAY TWO  Grade: 6-9 

Content Standards: RL.8.5 Compare and contrast the structure of two or more texts and analyze how the differing structure of 

each text contributes to its meaning and style. 

 W.6-9.4 Produce clear and coherent writing in which the development, organization, and style are 

appropriate to task, purpose, and audience. 

Key Vocabulary: altar, día de los muertos 

 

HOTS: 

- Why are altars made for the deceased? 

- Why are there differences between two similar 

holidays? 

Visual/Resources:  

- Copies of “Day ah dallas mare toes” By Luna Calderón 

- Class set of Frames for “Frame-up”  

Connections to Prior Knowledge/Building Background: 

- What are some día de los muertos celebrations that you have participated in? 

- Have you ever participated in Halloween? What have you done? 

Content Objectives: 

1. SWBAT compare and contrast 

Halloween in US vs. Día de los 

muertos in Mexico using frames 

 

Language Objectives: 

2. SWBAT orally and in writing 

describe the components of both 

Halloween and Día de los 

muertos 

Meaningful/Activities: 

 

 

 

 

 

 

1.4 SW brainstorm and record the main 

components of Día de los muertos, in 

their frames, from the story and their 

own experience.  

1.5 SW record the main components of 

Halloween on the back of their 

frames. 

1.6 SW draw a picture in the center of 

their frames to represent each holiday 

Review/Assessment: 

1.1 SW review the short story by 

Calderón 

1.2 TW pose questions to review the 

plot of the story 

1.3 TW demonstrate a completed 

frame with pictures and give 

directions 
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2.1 SW share their frames with the class 

by telling the different components 

they wrote down and describing their 

picture. When needed students can 

use the sentence frames: I drew this 

picture because 

_________________. Halloween 

makes me think of _____________. 

Día de los muertos makes me think 

of _____________. 

 

 

 

Wrap-up: 

- 5-7 minutes: How do you celebrate with your family? Do you mix the two together? Describe your family’s holiday. 
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Halloween 
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Día de los muertos 
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, GO= 

Graphic Organizer 

SIOP Lesson:  Day ah dallas mare toes  DAY THREE   Grade: 6-9 

Content Standards: RL.8.6a a. Analyze full-length novels, short stories, poems, and other genres by authors who represent diverse 

world cultures. 

 RL.6-9.11 Interpret, analyze, and evaluate narratives, poetry, and drama, artistically and ethically by making 

connections to: other texts, ideas, cultural perspectives, eras, personal events, and situations 

Key Vocabulary: ofrenda, altar, deceased 

 

HOTS: 

- Why are altars made for the deceased? 

 

Visual/Resources:  

- Example of a completed ofrenda/altar 

- Copies of the GO 

- Desks in groups with GOs and colored pencils 

- PPT with altar pictures in homes, brainstorm questions, 

finished altar pictures, and project directions 

Connections to Prior Knowledge/Building Background: 

- Think about the story “Day ah dallas mare toes” 

o What was the project for? 

o What were some of the items the narrator put in her project? 

o Why do you think she included these items? 

Content Objectives: 

1. SWBAT recollect  and discuss the 

importance of the altar in Mexican 

traditions for “El día de los 

muertos” 

 

2. SWBAT list, using sentences or 

pictures, the qualities of a deceased 

loved one 

 

Language Objectives: 

3. SWBAT discuss verbally and in 

writing a deceased loved one, using 

the past tense, including: 

Meaningful/Activities: 

1.1 TW ask the class to think about the 

Mexican altars and discuss in their 

groups: 

o When are altars made? 

o What is the purpose of the 

altar? 

o Where altars are normally 

located? 

o Why are altars important? 

2.1 TW model and demonstrate how to 

complete the GO on the front screen; 

with both writing and pictures 

2.2 SW begin by picking someone close to 

Review/Assessment: 
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a. their likes/dislikes 

b. their profession 

c. their personality 

 

them that has passed away (it does not 

have to be a family member as 

demonstrated by the story) 

2.3 SW verbally brainstorm in their group 

and then as a class different adjectives 

and professions that they remember. 

TW record them for the class to 

reference 

2.4 SW brainstorm about that family 

member, their likes/dislikes, 

profession, and personality 

2.5 SW write or draw to fill in the GO 

 

 

 

3.1 SW share with their group two things 

about their deceased loved one using 

the sentence frames: 

- _(name)   liked ________. 

- _(name)   was ________. 

OR 

- My _____________ liked 

___________. 

- My ______________ was 

___________. 

 

 

 

 

 

 

 

 

 

 

 

 

2.6 TW monitor progress and give 

assistance where needed through 

asking questions to clarify or to 

illustrate that the student needs to 

reconsider their writing, etc. 

Wrap-up: 

- TW ask one student to share something interesting they learned about a group mate’s deceased loved one using the sentence 

frames: 

o (Student’s name)’s (loved one)  liked                              . 

o (Student’s name)’s (loved one)  was                                . 

- TW model the process and help the students verbally form sentences through the use of non-verbal cues such as pointing. 

- Homework: to bring in a picture of their loved one 
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Name: _______________________________________ 

Fill in the table with words or drawings about your deceased loved one’s likes and 

dislikes, their profession, their personality, and their favorite things.

My altar is for my _______________ named ________________. 

Likes 

 

ex. ___(name)    liked _________. 

 

Favorite things

 

ex. ___(name)     ‘s favorite _________ was                   . 

 

Dislikes 

 

ex. ___(name)   did not like _________. 

Profession 

 

ex. ___(name)    was a/an _________. 

Personality 

  

 

ex. ___(name)    was_________. 
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, GO= 

Graphic Organizer 

SIOP Lesson: Day ah dallas mare toes  DAY FOUR/FIVE  Grade: 6-9 

Content Standards:  

SL.6-9.4 Present information, findings, and supporting evidence such that listeners can follow the line of 

reasoning and the organization, development, and style are appropriate to task, purpose, and audience. 

SL.6-9.2 Integrate and evaluate information presented 

W.8-12.11Create a presentation, artwork, or text in response to literary work with a commentary that identifies 

connections. 

W.8-12.11b Create poetry, stories, plays, and other literary forms 

 

Key Vocabulary: ofrenda, altar, deceased 

 

HOTS: 

- Why are altars made for the deceased? 

 

Visual/Resources:  

- Copies of the offerings pages and the ofrenda 

- PPT from day 3 with pictures and directions 

- Desks in groups of four with glue, scissors, and colored 

pencils.   

Connections to Prior Knowledge/Building Background: 

- Review previous discussions about el día de los muertos 

- Discuss ways of honoring loved ones, demonstrate that making altars is an important tradition for many people. Ask some 

student to share their experiences and how making altars is important for their loved ones. 

Content Objectives: 

1. SWBAT create an altar to 

represent their deceased loved one 

 

Language Objectives: 

2. SWBAT explain about their altars 

and their deceased loved one in 

writing, using the past tense, 

including: 

Meaningful/Activities: 

1.1 TW show the class the finished altar 

and pass it around the room 

1.2 TW ask for student volunteers to 

verbally read the directions/steps from 

the PPT 

 

 

 

Review/Assessment: 

 

 

 

 

 

1.3 TW prompt students to recall what is 

important in an altar, in order to draw 

on heritage students’ knowledge 
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a. their likes/dislikes 

b. their profession 

c. their personality 

 

 

1.4 SW select the items they wish to 

include from the worksheet or draw 

their own 

 

 

 

 

1.6 SW color, cut-out, and paste the items 

on the ofrenda 

1.7 SW design and color their altar 

1.8 SW write the person’s name on the 

altar 

2.1 SW write sentences on page 2 of the 

altar telling what they are including 

and why by using the sentence frames 

from their GO and/or the board: 

o In the altar there is a 

basketball because Mark 

liked to play basketball. 

o In the altar there is/are 

________ because (name) 

liked    . 

2.2 SW proof-read each other’s sentences 

and then ask for input from the teacher 

 

 

2.4 SW rewrite their sentences and finish 

the altars 

 

 

 

 

 

1.5 TW monitor progress and give 

assistance where needed through 

asking questions to clarify or to 

illustrate that the student needs to 

reconsider their writing, etc. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

2.3 TW give editing help through 

questioning 

 

Wrap-up: 

- SW share items that they have included in their altars and why they have included them, using their sentence frame when 

needed 
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CRT Author Cantú, N. E.  

CRT Title Halloween 

Related Lang./Ethnic 

Background 

Spanish/Mexican 

Content Area(s) Home and Careers 

Age groups Grace 6-9 

Themes Family, Traditional cuisine 

Where can I find this 

CRT? 

Shepard, R. , Thomas, J. , & Gonzalez, R. (Eds.). (2010).  Sudden fiction 

Latino: Short-stories from the United States and Latin America.  New 

York, NY:W.W. Norton & Co. 

Short 

Summary/Suggested 

uses 

- A young girl discusses Halloween in her family of Mexican 

immigrants to the United States. 

Note: This story is spread across two lessons and three days. 
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, 

GO= Graphic Organizer 

SIOP Lesson: “Halloween”  DAY ONE  Grade: 6-9 

Content Standards:  

SL.6-9.1 Engage effectively in a range of collaborative discussions with diverse partners. 

RL.6-9.3 Analyze how particular elements in a story interact or propel the action 

Key Vocabulary: fideo, comal, testales, espauda, lápida, 

ámpula 

 

HOTS: 

- How can you determine the correct steps of a recipe? 

What words show a process? 

 

Visual/Resources:  

- Copies of “Halloween” by Norma Elia Cantú 

- Tortilla recipe  

- Vocabulary of the text 

- Copies of Plot Chart 

Connections to Prior Knowledge/Building Background: 

- What are some traditional dishes that your mom/dad/grandparents make(s)?  

- Does your family have any homemade medicinal remedies for burns or colds? 

Content Objectives: 

1. SWBAT recreate the sequence of 

the story, using a Plot Chart, after 

reading a short story 

2. SWBAT sequence the steps of 

the tortilla recipe from the short 

story. 

 

Language Objectives: 

3. SWBAT orally summarize the 

plot of a short story using the 

completed plot chart 

Meaningful/Activities: 

 

 

1.1 SW read the story “Halloween” in 

groups taking turns 

1.2 SW fill in the plot chart using 

information from the story while 

discussing the sequence of the story 

with their group. 

 

 

 

 

Review/Assessment: 

- Vocabulary of the text 

 

 

 

 

 

 

 

 

 

 

3.1 TW call on a different group to orally 

share one part of the plot chart 

-Why do you think they used a 
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2.2 SW sequence the steps that the 

narrator takes to make the fideo and 

tortillas  

2.3 SW make a list (in words or 

drawings) of the ingredients that they 

might need to make tortillas (dough 

to flattening to pan) 

 

home remedy on the burn?  

- Do you think the home remedy 

was better than something 

they could have bought at the 

store? 

2.1 TW Ask students to create a list of 

possible ingredients and steps to 

make the tortillas that are based on 

the information in the story. 

 

 

 

 

 

 

 

 

 

 

 

Wrap-up: 

- TW tell students that tomorrow they will be shopping for the ingredients and learning how to make tortillas. If someone 

has a recipe that they would like to share for tortillas they are welcome to bring it in 
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, 

GO= Graphic Organizer 

SIOP Lesson: Halloween and Tortillas DAY TWO/THREE  Grade: 6-9 

Content Standards:  

W.6-9.4 Produce clear and coherent writing in which the development, organization, and style are 

appropriate to task, purpose, and audience. 

SL.6-9.1 Engage effectively in a range of collaborative discussions with diverse partners 

W.6-9.11 Create a presentation, art work, or text in response to a literary work with commentary that 

identifies connections.  

Key Vocabulary: knead, divide, flatten 

 

HOTS: 

- How will you combine recipes to make one? 

- Why are there differences in the recipes? 

Visual/Resources:  

-  Recipe for corn tortillas 

- Home/Ec. Room (ovens, ingredients for tortillas) 

- Cooking utensils and supplies 

Connections to Prior Knowledge/Building Background: 

- Discuss which students cook at home or help out around the kitchen. 

- Does your family have any traditional recipes? What are they for? 

Content Objectives: 

1. SWBAT compare and contrast  

the recipe they constructed with 

the teacher’s recipe 

2. SWBAT synthesize the recipes to 

decide how they want to make 

tortillas 

3. SWBAT cook tortillas 

Language Objectives: 

4. SWBAT write their completed 

recipe and “shopping list” 

 

Meaningful/Activities: 

DAY TWO 

 

 

 

 

 

1.2 SW take out their group’s recipe and 

compare it with the teacher’s recipe  

1.3 SW determine how close they were 

2.1 SW discuss what ideas/steps they 

Review/Assessment: 

1.1 TW ask Spanish speaking students to 

discuss the importance of tortillas in their 

cuisine and ask anyone to share a family 

recipe for tortillas if they have brought 

one. (this recipe could be used as the 

example recipe over the teacher’s 

version) 
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should add or to remove from their 

recipe using the teacher’s version as 

a guide 

4.1 SW rewrite their recipe and  write a 

shopping list based on their recipe 

4.2 SW divide the shopping list between 

themselves and “go shopping” in the 

classroom for the ingredients 

 

3.1 TW demonstrate the steps to making 

tortillas. 

 

DAY THREE 

 

3.2 SW take turns making tortillas 

following the teachers’ instructions. 

Each student will be in charge of a 

step to be determined by the groups. 

 

 

 

 

 

 

 

 

 

 

 

 

 

Wrap-up: 

- After the tortillas have time to cool and everything is cleaned up groups will be able to taste-test their tortillas 
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La receta para tortillas de maíz 

Hace 12 tortillas 

Ingredients: 

- 1 ½ cups all-purpose flour 

- 1 ½ cups cornmeal 

- 2 teaspoons baking powder 

- ¾ teaspoon salt  

- 1 cup warm water 

Directions 

1. In a large bowl, stir together the flour and cornmeal. Add baking powder and salt, and mix together well. Stir in water to form 

a crumbly dough. Work dough with your hands until it holds together. 

2. On a floured surface, knead dough until smooth. Divide dough into 10 to 12 pieces. Roll each into the shape of a ball. Cover 

lightly with saran wrap and let rest for 10 to 15 minutes. 

3. Flatten each piece of dough by hand, then roll out the dough into a 8 to 9 inch round tortilla. 

4. Heat a large skillet over medium heat. Lightly grease the hot pan, and place one tortilla in the pan. Cook tortilla until light 

brown, turning to ensure equal browning. Repeat with remaining tortillas. 
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CRT Author N/A 

CRT Title Ellen Ochoa Biography 

Related Lang./Ethnic 

Background 

Spanish/Mexican 

Content Area(s) ELA/Science/Home and Careers 

Age groups Grade 5-9 

Themes Careers, Biography, NASA 

Where can I find this 

CRT? 

http://teacher.scholastic.com/activities/hispanic/ochoa.htm 

Short 

Summary/Suggested 

uses 

- Biography of the first Hispanic-American and one of the first 

women in space. 

 

CRT Author N/A 

CRT Title Mario Molina Biography 

Related Lang./Ethnic 

Background 

Spanish/Mexican 

Content Area(s) ELA/Science/Home and Careers 

Age groups Grade 5-9 

Themes Biography, Ozone Layer, CFCs, Occupations 

Where can I find this 

CRT? 

http://teacher.scholastic.com/activities/hispanic/molina.htm 

Short 

Summary/Suggested 

uses 

- Biography of the Mexican born scientist that discovered the 

harmful quality of CFCs and won a Nobel Prize. 

http://teacher.scholastic.com/activities/hispanic/ochoa.htm
http://teacher.scholastic.com/activities/hispanic/molina.htm
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, 

GO= Graphic Organizer 

SIOP Lesson: Mario Molina and Ellen Ochoa Biography/ When I become World-renowned… THREE DAYS Grade: 6-9 

Content Standards:  

SL.6-9.1 Prepare for and participate effectively in a range of conversations and collaborations with diverse 

partners, building on others’ ideas and expressing their own clearly and persuasively. 

 SL.6-9.4 Present information, findings, and supporting evidence such that listeners can follow the line of 

reasoning and organization, development, and style are appropriate to the task, purpose, and audience. 

RI.6-9.1 Cite specific textual evidence when writing or speaking to support claims. 

W.6-9.3 Write narratives to develop real or imagined experiences or events using effective technique, well-

chosen details, and well-structured event sequences 

W.6-9.5 Develop and strengthen writing as needed by planning, revising, editing, rewriting, or trying a new 

approach. 

W.8-9.11Create a presentation, artwork, or text in response to literary work with a commentary that 

identifies connections. 

W.8-9.11b Create poetry, stories plays, and other literary forms 

Key Vocabulary: dangerous, CFCs (chlorofluorocarbons), 

fascinate, chemicals, ozone layer, ultraviolet rays, threaten, 

protection, stratosphere, will, world-renowned, veteran, 

astronaut, doctorate degree, NASA, mission specialist, 

atmosphere, operated, International Space Station 

 

HOTS: 

- Why do people become world-renown? 

 

Visual/Resources:  

- Molina and Ochoa biographies from scholastic.com 

- Biography brainstorm 

- Interview questions 

- Vocab via PPT or pictures 

Connections to Prior Knowledge/Building Background: 

- Who do you know of that is famous? (Actors? Writers? Scientists? Doctors?) 

o Show pictures of some famous persons (some easily recognizable, some that are not) 

- TW tell/show (using pictures) the person’s occupation/why they are famous. 

o TW ask: How/What steps do you think they took to become famous/world-renowned? 



USING A MODIFIED                                                  88 
 

 

Content and Language Objectives: 

1. SWBAT tell why Molina and 

Ochoa are world-renowned 

2. SWBAT be interviewed by their 

classmate and tell about their 

“future self” 

3. SWBAT interview their 

classmates to find out why/how 

they became well-renown  

4. SWBAT write an imaginative 

biography about their classmate’s 

future self by using the third 

person. 

5. SWBAT introduce their world-

renowned classmate to the class 

 

Meaningful/Activities: 

 

 

 

 

 

 

 

 

 

1.3 SW read the Molina biography as a 

class, SW take notes (highlight or 

underline important info) 

 

1.4 SW discuss the answers to the 

questions about Molina 

 

 

 

 

1.7 SW read the Ochoa biography as a 

class, SW take notes (highlight or 

underline important info) 

1.8 SW discuss the questions about 

Ochoa in groups 

 

 

 

 

DAY TWO 

1.10 TW introduce the activity: When 

Molina was younger he was really 

Review/Assessment: 

1.1 TW discuss biographies, give an 

introduction of the two biographies 

(“we will read about one scientist and 

one astronaut”, show pictures of the 

occupations to facilitate 

comprehensible input), and introduce 

the vocabulary through PPT or 

pictures. 

 

1.2 TW post a picture of Molina and the 

Molina discussion questions before 

the class reads (TW go over 

discussion questions)  

 

 

 

1.5 CW discuss the answers 

 

1.6 TW post a picture of Ochoa and the 

Ochoa discussion questions before 

the class reads (TW go over 

discussion questions)  

 

 

 

1.9 CW discuss the answers 
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good at science and chemistry. 

Ochoa dreamed of traveling in 

space. 

a. What are you really good at? Or 

would you really like to do? 

b. Would you want to make that 

your career? How?  

c. Could you become world 

famous? 

2.1 Imagine that you are 30 years old, 

brainstorm about yourself becoming 

world-renowned for what you are 

good at. 

a. Why are you world-renowned? 

b. What did you do to become 

world-renowned? How did you 

become world-renowned? 

c. How long have you been world-

renowned for? 

d. What are some privileges that 

you have because you are world-

renowned? 

e. What advice would you give 

other people that like the same 

thing you do?  

3.1 SW interview one of their classmates 

3.2 SW write/draw (beginners) their 

classmates answers in their GO 

4.1 SW use the GO to write/ draw 

(beginners) a biography about their 

classmate’s becoming world-

renowned (beginners can use the 

template, intermediate and advanced 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

2.1/3.1 Throughout TW move about the 

room to monitor progress and offer 

assistance if students seem “stuck” 
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can use it as reference) 

 

 

 

 

 

DAY THREE 

4.3 TW return the biographies to the 

authors and discuss common errors 

or give ideas if students were making 

similar mistakes 

4.4 SW exchange biographies with the 

student that they wrote about to 

double check the information. 

4.5 SW write a good copy/final draft 

5.1 SW take turns introducing their 

“world-renowned” classmates to the 

“audience” (beginners/intermediate 

can read from their biography or use 

sentences frames similar to those in 

the template) 

 

 

 

 

4.2 SW hand the biography in to the 

teacher for safe keeping/any major 

corrections 

 

 

 

 

 

 

 

 

 

5.2 TW ask the students question to 

elaborate or help them through their 

presentation. TW informally assess 

student level to gauge further instruction 

Wrap-up: 

DAY ONE: 

- Was it easy for Molina and Ochoa to reach their goals? 

- What is a goal you have for yourself? 

- How will you reach it? 

DAY TWO: 

- Why has your classmate become famous? 

- How did your classmate “reach” their goals? 

DAY THREE 

- What should we all do in order to reach our real goals? 

- T/SW post the biographies in the class room for other to read about the famous students in the room. 
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Possible discussion questions for the Molina biography: 

1. Where was he born? 

2. What was he interested in? 

3. How did he develop his interest? 

4. What did he discover? 

5. Why is that discovery important? 

6. What did he receive? 

Possible discussion questions for the Ochoa biography: 

1. Where was Ellen Ochoa born? 

2. What is her occupation? 

3. Why is she famous? 

4. Where does she work? What company does she work for? 

5. What are some of the things that she has done? 
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Brainstorm #1 a. What are you really good at? Or really interested in? 

 

 

 

 

b. Would you want to make that your career? How?  

 

 

 

 

 

c. Could you become world famous? How?  

 

 

 

 

Brainstorm #2 IN THE FUTURE: IMAGINE 

a. Why are you world-renowneded? 

 

 

 

b. What did you do to become world-renowned? How did you 

become world-renowned? 

 

 

 

 

c. How long have you been world-renowned for? 

 

 

 

d. What are some privileges that you have because you are world-

renowned? 

 

 

 

 

e. What advice would you give other people that like the same thing 

you do?  
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My name: __________________________________ 

The name of the newspaper or blog I am writing for is _______________________________________.  

  

The person I interviewed is _______________________________________________ 

 

Questions: a. Why are you world-renowned? 

 

 

 

b. What did you do to become world-renowned? How did you become world-renowned? 

 

 

 

c. When did you become world-renowned (age)? 

 

 

 

d. What are some privileges that you have because you are world-renowned? 

 

 

 

 

e. What advice would you give other people that like the same thing you do?  

 

 

 

f. Is there anything else you would like to tell the audience? 
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The biography of _____________________________________ 

 

They are world-renowned for ______________________________________________. They grew-up in 

_________________________________ (city/town/country). As a young child, _______________________ 

was very important to them. They were ___________ years old when they ____________________________. 

He/she became world-renowned by/because he/she  

________________________________________________ 

______________________________________________________________________________________

_____________________________________ (it can be longer than this). 

____________________________ (why they are world-renowned) was important to the world because 

_________________________________.  

(talk about privileges) _____________________________________________________________________ 

_____________________________________________________________________________________. 

As advice to others that are interested in becoming ________________/doing _________________ he/she 

says that they should _____________________________________________________________________. 
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CRT Author N/A 

CRT Title The bouncing ball 

Related Lang./Ethnic 

Background 

Spanish/Mexican 

Content Area(s) History with a Phys. Ed. connection 

Age groups Grade 8-11 

Themes Mayans ancient ball game 

Where can I find this 

CRT? 

n.a. (2004). The Bouncing Ball. In Wiley, K. (Eds.), Building Bridges 

(84-88). New York, NY: Pearson. 

Short 

Summary/Suggested 

uses 

- Students will learn about the ancient rubber ball games played by 

Mayans in Mexico and discuss the similarities between those 

games and the development of present day ball games 

Note: This text spans across two days and two lessons. 



USING A MODIFIED                                       96 
 

 



USING A MODIFIED                                            97 
 

 

Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, GO= 

Graphic Organizer; GW= Groups will 

SIOP Lesson: The Bouncing Ball DAY ONE Grade: 8-11 

Content Standards:  

RI.8-11.1 Cite textual evidence to support an analysis of what the text says explicitly as well as inferences 

drawn from the text 

W. 8-11.1 Write arguments to support claims in an analysis of substantive topics or texts, using valid reasoning 

and relevant and sufficient evidence.  

Key Vocabulary: rubber balls, bounce, sap, Olmec, yoke, ruins 

 

HOTS: 

- How would sports today be different without the 

bouncing ball discovery? 

- Why is the material that the ball is made from so 

important? What do we have that is made out of it? 

- How would our lives be different if we didn’t have this 

material? 

Visual/Resources:  

- Copies of “The Bouncing Ball”  

- A toy rubber ball 

- Reader, Writer, Speaker Tents/Markers 

- Copies of GO 

- One writing utensil per group 

Connections to Prior Knowledge/Building Background: 

- What do you think of when you hear the words or see a bouncing ball? 

- What games do you play with a bouncing ball? 

Content Objectives: 

1. SWBAT summarize the 

components and history of 

Mesoamerican ball games 

2. SWBAT compare and contrast ball 

games they play with the 

Mesoamerican ball games 

3. SWBAT infer how sports might be 

different without rubber balls 

Language Objectives: 

4. SWBAT read an article, listen to 

Meaningful/Activities: 

 

1.1/4.1 SW read “The Bouncing Ball” 

article and answer the questions on 

the Matrix GO by taking turns in 

their Reader-Writer-Speaker 

response triads. (Rotate roles after 

reading each section of text) 

1.2 GW share their responses with the 

class when prompted by the teacher 

 

Review/Assessment: 

 

 

TW monitor for understanding and assist 

with vocabulary issues throughout the 

lesson while students are in groups 

 

 

1.3 TW prompt student groups to share 

their responses with the class. 
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each other’s ideas, compose a 

response to the questions, and 

discuss the components of 

Mesoamerican ball games in an 

GO and with their partners/groups 

 

2.1 GW compare and contrast the games 

in the article to the ball games they 

play today using the Venn GO 

2.2 GW share their thoughts by adding 

information into the class diagram on 

the front board 

 

 

   

 

3.1 TW ask the groups “How would sports 

be different without the discovery of 

the bouncing ball? How would this 

affect you today? What sports might 

we have instead?” 

 

 

 

 

 

 

2.3 TW display a class Venn GO and will 

prompt groups to add one or two thoughts 

from their GO to create a class list 

 

 

Wrap-up: 

- GW share their thoughts about the questions in 3.1 
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Mesoamerican Ball Game 

 

 

 

 

 

21st Century Ball Games 

 

 

 

Both 
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 What was the ball made out of? Were the balls 
light or heavy? 

 

 

What were the European sport balls made out 
of? 

Who were the Olmecs? What does their name 
mean? 

Why did the players wear yokes and knee 
pads?  

 

 

Where were the games played? 

According to the article, when was the earliest 
known rubber ball made? When did the ball 
games first start? (How many years ago) 

 

Mesoamerican 
Ball Game 
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Without the Olmec’s invention of the 

rubber ball what do you think sports would 

be like today? 
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, GO= 

Graphic Organizer 

SIOP Lesson: The bouncing ball DAY TWO Grade: 8-11 

Content Standards:  

RI.8-11.7 Integrate and evaluate content presented in diverse formats and media, including visually and 

quantitatively, as well as in words. 

SL.8-11.4 Present information, findings, and supporting evidence such that listeners can follow the line of 

reasoning and the organization, development, and style are appropriate to the task, purpose, and audience 

W.8-11.4 Produce clear and coherent writing in which the development, organization, and style are appropriate to 

the task, purpose, and audience. 

W.8-11.2 Write informative/explanatory texts to examine and convey complex ideas and information clearly and 

accurately through the effective selection, organization, and analysis of content. 

W.8-12.11Create a presentation, artwork, or text in response to literary work with a commentary that identifies 

connections. 

W.8-12.11b Create poetry, stories, plays, and other literary forms 

Key Vocabulary: rubber balls, bounce, sap, Olmec, yoke, 

ruins 

 

HOTS: 

- How would sports today be different without the 

bouncing ball discovery? 

- Why is the material that the ball is made from so 

important? What do we have that is made out of it? 

- How would our lives be different if we didn’t have 

this material? 

Visual/Resources:  

- http://www.ballgame.org/main.asp?section=5   

- computers and head sets 

- Group assignments (students and section) 

- Poster board/large paper sheets 

- Markers 

Connections to Prior Knowledge/Building Background: 

- What is the bouncing ball made from? Where do they get the material? 

- How is the Mesoamerican Ball game like games that you play? 

Content Objectives: 

1. SWBAT create posters 

Meaningful/Activities: 

 

Review/Assessment: 

 

http://www.ballgame.org/main.asp?section=5
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containing pictures and 

information about the 

Mesoamerican ball game 

2. SWBAT share with fellow 

students the information they 

have learned about the 

Mesoamerican ball game 

 

Language Objectives: 

3. SWBAT clarify what is being 

taught to them, what they 

understand and what they don’t 

understand as they move from 

group to group, using the 

following sentence frames: 

a. I understand that this is 

about ___________ 

b. I don’t understand 

___________________ 

c. I have a question about 

___________________ 

d. Can you explain _____ 

________to me again? 

 

1.1 SW go to 

http://www.ballgame.org/main.asp?section=5 

1.2 SW click on Explore Game (2
nd

 circle down) 

1.3 SW navigate through their assigned section 

of the Explore Game page and complete the 

GO (Game, Uniforms, Ball, Court) 

1.4 GW prepare a poster/display of the 

information that they have learned 

2.1 GW choose one person to “Be the Teacher” 

(through drawing straws, 

rock/paper/scissors/pick a number) 

2.2 SW rotate around the room clockwise to 

learn about the other aspects of the game, the 

“Teacher” stays at the poster and teaches. 

3.1 At the end of each round the students share 

with their current group mates using the 

sentence frames that the teacher has posted in 

the front of the room 

2.3 At the end of each round the students select 

someone to stay using the method in 2.1) 

2.4 The students continue rotating until the 

majority wind up back at their own poster 

2.5 GW then share the information to the whole 

class in order to minimize the “telephone 

effect” and ensure proper understanding by 

all students 

2.6 GW display their posters in the classroom 

TW Review objectives of the lesson 

with the class 

 

TW monitor for understanding and 

assist with vocabulary/computer issues 

while students are working and rotating 

 

 

 

 

 

 

 

 

*Beginner students should be paired 

with move advanced students whether 

they stay or move on* 

 

 

 

 

 

 

 

 

Wrap-up: 

- SW watch the video of a model game and share their thoughts with their partner or group members 

http://www.ballgame.org/main.asp?section=5
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CRT Author Paz, O. 

CRT Title The Street 

Related Lang./Ethnic 

Background 

Spanish/Mexican  

Content Area(s) ELA 

Age groups Grade 8-12 

Themes Poetry, Fears/feelings 

Where can I find this 

CRT? 

Larson, S.  (2006).   Pacemaker: World literature (2nd ed.).  Parsippany, 

NJ: Pearson Learning Group. 

Short 

Summary/Suggested 

uses 

- Descriptive poem which illustrates the author’s feelings about the 

street. 

- Have students write poems about how they felt at a particular time 

in their life.  

- Original example poem included 

Note: This poem spans across three days and two lessons. 
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, GO= 

Graphic Organizer 

SIOP Lesson: The Street  DAY ONE  Grade: 8-12 

Content Standards:  

RL.9/10.5 Analyze how an author’s choices concerning how to structure a text, order events within it  

 (e.g., parallel plots), and manipulate time and create such effects as mystery, tension, or suspense. 

 W.8-12.9 Draw evidence from literary texts to support analysis, reflection, and research. 

 RL.8-12.1 Cite specific textual evidence when writing or speaking to support conclusions drawn from the text. 

 RL.8-12.4 Interpret words and phrases as they are used in a text, including determining technical, connotative, 

and figurative meanings, and analyze how specific word choices shape meaning and tone. 

Key Vocabulary: stumble, pursue, atmosphere, mood, 

narrator 

 

HOTS: 

- What does is the author’s intended meaning? 

- How does the language influence the meaning? 

Visual/Resources:  

- Copies of “The Street” by Octavio Paz 

- Poster board/Dry erase boards/large sticky sheets 

- Different colored markers  

Connections to Prior Knowledge/Building Background: 

- What is poetry?  

- How is the main idea expressed in poetry? 

- How would you describe the street? 

Content Objectives: 

1. SWBAT infer the meaning of a 

poem and recognize the 

atmosphere of a poem 

Language Objectives: 

2. SWBAT discuss verbally and in 

writing the meaning and mood of 

poetry  

Meaningful/Activities: 

 

 

 

 

 

 

 

 

 

Review/Assessment: 

1.1 TW introduce poetry to the class, noting 

that in poems the exact meaning is 

sometimes hidden 

1.2 TW demonstrate the meaning of the two 

vocabulary words 

1.3 TW introduce the poem, and its author. 

TW ask students to think about the 

streets, what do you see? How do you 

feel? (at any time of day) 

1.4 TW ask the students to pay attention to 
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1.5 SW consider the question and 

respond 

1.6 In groups/pairs, SW read the poem 

“The Street” straight through once 

and then a second time pausing every 

five lines to discuss the poem’s 

progression.  

1.7 TW read the poem aloud to convey 

the tone and the mood 

1.8 SW clarify in their groups the overall 

meaning and progression of the 

poem.  

2.1 Using their copy of the poem SW 

rotate around the room in groups 

answering questions on the wall. SW 

have 2-3 minutes at each question, 

each group has a different colored 

marker. Groups may add to other 

answers, may give their own answer, 

or may agree with their classmates, 

each group should contribute 

something to the answer. 

2.2 SW rotate back to their starting 

poster 

2.3SW read the responses on their poster 

about the poem to the class 

2.4 The class will discuss the responses 

 

 

 

 

1.10 SW discuss, in groups, how they 

the atmosphere of the poem (how it feels)  

 

 

 

 

TW set up posters with questions on them for 

the gallery walk: 

A. Atmosphere: What type of feeling 

does the poem give you? What type of 

mood does it convey? 

B. Narrator: How does he feel? What 

clues are given in the poem? 

C. What is the street in the poem like? 

Give details from the poem 

D. At what time of day does this poem 

most likely take place? 

E. Do you think that there is someone 

following the narrator? Explain you 

answer 

 

 

 

 

 

 

 

 

2.5 TW facilitate by asking more questions or 

having the different groups explain their 

response. 

1.9 TW ask the students if a certain 

place/event has ever made them frightened? 

Why were you frightened?  
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felt and compare it to the narrator’s 

feelings in “the street”. 

1.11 SW share their experiences with the 

class 

 

 

 

Wrap-up: 

- What is atmosphere? How do authors create the atmosphere? 

o Think of a couple ways that Octavio Paz created the atmosphere in “The Street” share it with your group and then 

decide as a group what response you want to share. Each group needs a unique answer so think of a few possible 

choices!  
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, GO= 

Graphic Organizer 

SIOP Lesson: The Street   DAY TWO/THREE  Grade: 8-12 

Content Standards:  
RL.9/10.5 Analyze how an author’s choices concerning how to structure a text, order events within it  

 (e.g., parallel plots), and manipulate time and create such effects as mystery, tension, or suspense. 

 W.8-12.9 Draw evidence from literary texts to support analysis, reflection, and research. 

 RL.8-12.1 Cite specific textual evidence when writing or speaking to support conclusions drawn from the text. 

RL.8-12.4 Interpret words and phrases as they are used in a text, including determining technical, connotative, 

and figurative meanings, and analyze how specific word choices shape meaning and tone. 

RL.8-12.7 Integrate and evaluate content presented in diverse formats and media, including visually and 

quantitatively, as well as in words. 

W.8-12.4 Produce clear and coherent writing in which the development, organization, and style are appropriate 

to the task, purpose, and audience 

W.8-12.5 Develop writing as needed through planning, revising, editing, rewriting, or trying a new approach. 

W.8-12.11Create a presentation, artwork, or text in response to literary work with a commentary that identifies 

connections. 

W,8-12.11b Create poetry, stories plays, and other literary forms 

Key Vocabulary: mood, atmosphere 

 

HOTS: 

- What kind of descriptive language is used in The 

Street? 

- How does the language influence the mood?  

Visual/Resources:  

- Sheets of loose leaf paper/printouts with the question 

prompts for each student’s station 

- Copies of the poem brainstorm  

- Image of “Houses of Peasants in the Moonlight” by Fritz 

Thaulow, 1894 

Connections to Prior Knowledge/Building Background: 

- How did Octavio Paz make us feel when we read the poem “The Street”? 

- What in the poem made us feel that way? 

- What is that called? “The overall feeling/mood of a work” is the ________________. 

Content Objectives: 

1. SWBAT describe feeling from a 

time or a place through the use of 

the mechanics of poetry 

Meaningful/Activities: 

 

 

Review/Assessment: 

TW review the poem “The Street” asking for 

students input to show where the mood 

comes in to the poem. (Circle or underline the 



USING A MODIFIED                                            110 
 

 

2. SWBAT identify the atmosphere 

of the poems of their classmates 

by drawing inferences from the 

poem 

Language Objectives: 

3. SWBAT write a poem describing 

a place/time 

4. SWBAT verbally discuss their 

poetic works with the class using 

a set of questions to guide their 

presentation  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

1.1 SW, in pairs, brainstorm a time that 

they felt a certain emotion 

1.2 SW use the template/questions to 

develop their ideas and share the 

ideas with their partner 

3.2 SW write the first draft of their 

poem, SW hand in the poem and 

organizer to the teacher 

 

 

 

descriptive words that set the mood) 

 

TW then show students the picture “Houses 

of Peasants in the Moonlight” Fritz Thaulow, 

1894, and discuss how this picture adds to the 

overall mood of the poem. 

 

TW ask students to think back to the poem 

and the tone of fear felt from the narrator, 

now brainstorm when you have felt fear, joy, 

or sadness. Was it an event? A place? What 

about it made you feel that way? 

 

TW model the brainstorm or create a class 

brainstorm with the students on the overhead 

projector/Smartboard.  

 

TW read an example poem that they wrote 

that has a distinct atmosphere (preferably 

derived from the brainstorm to demonstrate 

the connections for the students) 

 

 

 

 

 

 

 

 

TW correct the poems for spelling and help 

students clarify their meaning if needed while 

the students create the picture to represent 

their poetry 
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DAY TWO 

 

 

 

 

 

 

3.3 SW draw a picture or create a picture 

collage to represent the 

meaning/feeling of their poem 

3.4 SW write a final copy, put their name 

on the back and attach their picture 

to the poem 

2.1 TW hang the poems randomly 

around the room and classmates, in 

pairs or alone, should circle through 

the poems read them and look at the 

picture. 

- At each station students will be 

prompted to answer the 

questions:  

a. What is the poem about? 

b. How does the author feel in 

this poem?  

c. What clues do they give you?  

d. Did the image help you figure 

out the author’s mood? 

 

TW return the corrected poems and discuss 

common mistakes or share some thoughts 

that are needed to help the students clarify 

and express their ideas. TW again refer to the 

example poem for demonstration purposes if 

needed. 

 

 

 

 

 

 

 

Wrap-up: 

4.1 Students will share their poems/pictures with the class and tell the class if they answered correctly about the poem during 

the gallery walk. 
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“Houses of Peasants in the Moonlight, Dieppe” by Fritz Thaulow, 1894  
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The emotion I felt was: ___________________________________(feeling) 

 

I felt it during: _________________________________________(time/place) 

The scenery was: _____________________, ___________________, 

_______________ (describe the setting how you saw it) 

Was any one there with you? If so, who? ______________________________ 

Why did you feel that way? What about the place made you have the emotion?  

______________________________________________________________ 

______________________________________________________________ 

What sounds/noises did you hear? 

______________________________________________________________ 

What did you do to get rid of that feeling? _______________________(action) 

OR What made it go away? ______________________________(person/event) 

Extra details:  

______________________________________________________________ 

______________________________________________________________ 

______________________________________________________________ 

Stanza 1: Describe the place/event and the sounds/noises 

Stanza 2: Describe the people that were there (if any) and why you were feeling a 

certain way 

Stanza 3: Tell what made the feeling go away or how the event ended 

*Remember: Use words and phrases that demonstrate the mood of the event 

without telling the audience “I was happy” “I was scared” “I was sad”* DESCRIBE…
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The red house with the apple tree 

By: C. Hanzlian 

 

An almost empty room  

with one lonely little box left 

in big letters on its side was written “BOOKS”. 

I carry it to the car and get in. 

I squeeze my little brother’s hand 

and give him a small smile. 

As we drive away, we both turn and stare 

silently saying good-bye through the window’s glare. 

 

The red house with the apple tree 

the sandbox and playhouse in the back yard, 

riding my bike and playing with friends. 

All that I had known 

was now in the distance 

as we traveled toward something different,  

something unknown. 

 

And mom said it was for the better 

we would like it here. 

But the city is loud, there is no sandbox, 

no playhouse, and we don’t have an apple tree. 

In time I think “It’s okay here, I guess” 

yet the red house with the apple tree 

will always be a part of me. 
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Spanish/Puerto Rican Texts 

 

CRT Author Robinson, T. L. 

CRT Title Latin American Freedom Fighters Part 1 and 2 

Related Lang./Ethnic 

Background 

Spanish/Puerto Rican and Cuban 

Content Area(s) History 

Age groups U.S. History/Global History (modern colonization) 

Themes Independence 

Where can I find this 

CRT? 

http://www.edHelper.com 

Short 

Summary/Suggested 

uses 

- The Spanish island colonies fight for their independence. Each 

colony has a different approach and the outcome is different for 

each as well. Students will be able to infer whether or not the 

struggle for independence was worth it.  

Note: Each part of the text is a two-day lesson. Therefore it is a four-day lesson 

in its entirety. 
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USING A MODIFIED                                117 
 

 

 

Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, 

GO= Graphic Organizer 

SIOP Lesson: Latin American Freedom Fighters Part 1  TWO DAYS Grade: U.S. History (colonialism/independence) 

Content Standards:  

RI.9/10.1 Cite strong and thorough textual evidence to support analysis of what the text says explicitly as 

well as inferences drawn from the text 

SL.9/10.4 Present information, findings, and supporting evidence such that listeners can follow the line of 

reasoning and the organization, development, and style are appropriate to the task, purpose, and audience 

W.8-12.11Create a presentation, artwork, or text in response to literary work with a commentary that 

identifies connections. 

W.8-12.11b Create poetry, stories, plays, and other literary forms 

 

Key Vocabulary: depleted, grimly, revenue, raw materials, 

extracted, exotic, indigenous, overlords, exposed, exploitation, 

quash, exterminated, rebellion, exile(d),  

 

HOTS: 

- What is independence? Why might someone or some 

group of people want independence? 

- What are the similarities and differences in the 

struggles of the different colonies? 

- How does the colonies’ struggle for independence 

make you feel? Was it right or wrong? Why? Use the 

text to justify. 

Visual/Resources:  

- Latin American Freedom Fighters Part 1 (copies) 

- Colonies GO 

- Vocabulary PPT  

Connections to Prior Knowledge/Building Background: 

- If someone/some country has control over another (a colony), what do you think are some of the reasons that the colony 

might want their freedom? 

Content Objectives: 

1. SWBAT explain why the 

Meaningful/Activities: 

 

Review/Assessment: 

1.1 TW review the definition of a colony 
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colonies sought freedom 

2. SWBAT create posters 

explaining their colony’s fight for 

freedom from Spain 

3. SWBAT compare the three island 

colonies’ fight for freedom based 

on the presentations of their 

classmates 

Language Objectives: 

4. SWBAT clarify what is being 

taught to them, what they 

understand and what they don’t 

understand as they move from 

group to group, using the 

following sentence frames: 

a. I understand that this is 

about_______________ 

b. I don’t understand 

___________________ 

c. I have a question about 

____________________ 

d. Can you explain _______ 

to me again? 

 

 

 

 

1.3 SW in groups/pairs read the 

introductory paragraphs and the 

section about their assigned colony, 

referring to the vocabulary list as 

needed 

1.4 SW answer the questions about their 

colony 

 

 

 

 

2.2 SW create a poster about their 

colony’s fight for independence from 

Spain (if needed/desired a fourth 

group could focus on the information 

in the introduction, in addition to the 

three colony posters, the colonies 

could be represented more than once 

for a varied perspective) 

 

DAY TWO 

 

2.3 SW select one group member to be 

the “teacher” and remain at the poster 

while the other group members rotate 

around the classroom learning about 

the other colonies (rock paper scissor, 

guess a number, draw straws, etc.) 

 

 

and brainstorm what the students 

know about colonies 

1.2 TW present Key Vocabulary via PPT 

 

 

 

 

 

 

2.1 TW give the directions for students 

to create a poster that discusses their 

colony’s fight for independence from 

Spain, using their knowledge and the 

information from the reading 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

2.4 TW discuss the signal for students to 

rotate to the next group (it is best to 

practice rotate so that students know the 
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2.5 SW rotate by the signal from the 

teacher, spending 2-5 minutes at each 

poster (based on teacher signal).  

4.1 SW ask questions or make statements 

after the “teacher” talks about the 

colony using the sentence frames (if 

needed): 

a. I understand that this is 

about_______________ 

b. I don’t understand 

___________________ 

c. I have a question about 

____________________ 

d. Can you explain _______ 

to me again? 

2.6 After clarification, students select a 

student to stay as the “teacher” and 

the rest move on (the original teacher 

may not always remain at their 

poster) 

2.7 Once students have rotated through 

the posters a couple times they should 

return to their original poster (or 

might just end up there) 

2.8 Each group will have a chance to 

present to the whole class and clarify 

any remaining questions (if there are 

two groups presenting the same 

colony they should take turns sharing 

information) 

 

 

direction/signal) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

2.9 TW ask the groups a question or two 

after they finish presenting (maybe a 

prediction question or a clarification that 
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3.2 SW compare the different ways that 

each of the colonies began their fight 

for independence, through verbal 

brainstorming between group 

members 

3.3 SW share with their classmates and 

create a class GO on the 

Smartboard/Overheard 

Projector/Chalkboard 

their classmates did not ask) 

3.1 TW instruct students to think about 

the different ways that each of the 

colonies began their fight for 

independence, while handing out the GO 

Wrap-up: 

- If you had been a freedom fighter in the Spanish colonies as Spain and the U.S. went to war, how would you feel about 

the war? Why? 

- What do you think will happen as a result of the Spanish-American War? 

o Will the Puerto Ricans fear be true? Have they traded one master for another? 

- Do you know of other reasons why a nation might want its freedom? If so, why? 
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Question Strips for the groups (separate the questions so that each group has their own, based on their colony) 

All groups 

1. Why was Spain called "the empire on which the sun never sets"? 

 

 

 

 

2. Explain why Spain's last few colonies were very important to her economy. 

 

 

 

 

3. During the period of Spain's colonial rule, native populations in the islands of Cuba, the Philippines, and 

Puerto Rico ______. 

A. Nearly died out due to harsh conditions 

B. Developed strong cultural identities 

C. Improved their living conditions, becoming civilized and educated 

D. Enjoyed prosperity from the abundance of jobs brought by Spanish settlement 

4. Children of island merchants going to school in Europe discovered that ______. 

A. The outside world was harsh and they were lucky to be sheltered from it. 

B. Conditions in Spain were even tougher than they were for the natives of the island colonies. 

C. Spanish citizens and others in the world lived under much better conditions than people of their 

homelands. 

D. The Spanish overlords were doing the best they could to improve conditions in the islands. 

The 

Philippines 

- Describe some ways Jose Rizal helped his people 

- What did the newspaper, published by Rizal, illustrate to the world? 

- What type of change did Rizal support? 

- Why was he arrested? Then what happened? 

- What happened as a result of Rizal’s death? 

- Who became the leader of the rebel government? 

- What happened to the leader of the rebel government? 

- What did he think/believe? 
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Cuba 

- Besides being a rebel fighter, José Marti was a __________________. 

- What was the name of the longest war fought between Cuba and Spain for Cuban independence? 

- Why was it fought? 

- Who led the Cuban rebels? 

- How did the war begin? 

- How did the Ten Years’ War end? 

- When did the next major conflict start? 

- Who were the main leaders of the “Cuban War for Independence”? 

- Why was it so difficult for the Spanish to quash the Cuban rebel forces? 

- What happened after the Cubans starting dying from starvation and disease? 

Puerto Rico 

- Why did the Puerto Rican people want their freedom from Spain? 

- Who started the uprising in 1868? What did he become known as? 

- What did Luis Muñoz Rivera do? Where did he go? Why did he go there? 

- Was Rivera successful? Why or why not? 

- Who invaded the island next? Why? 
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Reasons for 
wanting 

independence 

 
The Phillipines 
fight toward 

independence 

 

 

The Cuban 
fight toward 

independence 

 
The Puerto 
Rican fight 

toward 
independence 
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, GO= Graphic 

Organizer; GW= Groups will 

SIOP Lesson: Latin American Freedom Fighters Part 2   TWO DAYS  Grade: Global History (colonialism/independence) 

Content Standards:  

RI.9/10.1 Cite strong and thorough textual evidence to support analysis of what the text says explicitly as well as 

inferences drawn from the text 

SL.9/10.4 Present information, findings, and supporting evidence such that listeners can follow the line of reasoning and 

the organization, development, and style are appropriate to the task, purpose, and audience 

SL.9/10.3 Evaluate a speaker’s point of view, reasoning, and use of evidence and rhetoric, identifying any fallacious 

reasoning or exaggerated or distorted evidence. 

Key Vocabulary: envoy, emerged, relics, autonomy, disheartened, 

clashed, ravaged, wobbled, rival factions, erupted, intervened, exile, 

absence, 

 

HOTS: 

- What are the effects of the Spanish-American War? 

- Was the outcome for the better or worse? Support your answer 

with information from the text(s) and/or you history book 

Visual/Resources:  

- Latin American Freedom Fighters Part 2- After the War 

- Vocabulary PPT 

- Class GO chart from Part 1  

- One copy of questions per group 

- One pen per group 

- Sets of Reader-Writer-Speaker tents 

- Cause and effect charts (Copies) 

- Take your Corner prompt signs (yes, why? and no, why?) 

Connections to Prior Knowledge/Building Background: 

- What were the colonies’ reasons for wanting their independence from Spain? 

- What were some ways they tried to obtain (get) their independence? 

- Would you want freedom from the ruling nation if you lived in a colony? 

Content Objectives: 

1. SWBAT determine the effects of the 

Spanish-American War on the 

colonies involved 

2. SWBAT evaluate the outcome and 

argue/support their opinion 

Language Objectives: 

3. SWBAT write and/or verbally state 

the effects of the S-A War 

4. SWBAT verbally explain and support 

Meaningful/Activities: 

 

 

 

 

 

 

 

 

Review/Assessment: 

A) TW brainstorm to review the previous 

article about the S-A War and the 

colonies 

B) TW present Key Vocabulary via PPT 

C) TW ask students to think about and predict 

the answer the following questions using 

Secret Answer: 

1. Who do you think has control over the 

colonies at the end of the Spanish-
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their stance on the outcome of the war  

 

 

 

 

 

 

 

 

 

1.1 SW read the article in groups using 

Reader-Writer-Speaker triads (One 

student reads the article aloud, the writer 

writes the group responses to the 

questions, the speaker presents the group’s 

ideas to the class) 

1.2 GW work together to develop responses to 

the questions regarding the article 

 

1.3 Speaker student will present their group’s 

responses as asked for by the teacher (if 

time) 

 

 

DAY TWO 

 

 

1.3 Speaker student will present their group’s 

responses as asked for by the teacher (if 

needed) 

1.4 /2.1/3.1 GW work together to write the 

effects of the S-A war for each of the 

colonies involved. SW use information 

from the article and their own background 

American War? Spain(1)? U.S.(2)? 

Colonies rule themselves (3)? 

2. Do you think the conditions will be 

better after the war? Yes (1)  No (2) 

D) SW hold up their answer close to their 

chests so the no one else can see 

E) SW be allowed to support their answer if 

they would like 

 

 

 

TW monitor groups, giving assistance 

when/where needed 

 

 

 

 

 

TW monitor groups, giving assistance 

when/where needed.  

 

 

TW have the classroom set up with the yes/no 

prompts for take your corner 
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knowledge 

 

 

 

 

 

 

 

 

 

2.5/4.1 SW move to the corner with their 

desired answer and discuss why they think 

that with the other students in their corner 

using the sentence frames: 

 - I think ________ because 

______________________ 

 

 

 

 

 

 

 

 

2.8/4.4 SW move to the corner with their 

desired answer and discuss why they think 

that with the other students in their corner 

using the sentence frames: 

 - I think ________ because 

______________________ 

 

 

 

 

 

 

 

1.5/2.2/3.2 TW ask groups to share one effect 

of the war on one of the colonies 

2.3 TW direct students to the next activity 

(take your corner) 

2.4 TW ask: Using the article, the questions, 

and your knowledge: Do you think the S-

A war helped the colonies?  

 

 

 

 

 

 

 

 

2.6/4.2 TW ask students in each corner to 

share why they are there using the 

sentence frame 

2.7/4.3TW ask: Using the article, the 

questions, and your knowledge: Do you 

think the colonies’ history would have 

been different if the Spanish-American 

War had not occurred? 

 

 

 

 

 

 

 

2.9/4.5TW ask students in each corner to 

share why they are there, using the 

sentence frame 

2.10/4.6 TW ask: Using the article, the 

questions, and your knowledge: How 
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2.11/4.7 SW brainstorm answers with the 

people in their corner 

 

might the colonies’ history have been 

different if the Spanish won the Spanish-

American War? 

 

 

2.12/4.8 TW ask students to share their 

thoughts with the class  

Wrap-up: 

- Do you think that the U.S. should have control over other nations since it was once a colony? Why or why not? 

- Why is freedom from the “mother”/ruling nation so important to many colonies?  

- Why do we ask humans want freedoms? How does having freedom make you feel? 
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The 
Spanish-
American 

War 

Cuba 

 

 

 

 

 

Puerto Rico 

 

 

 

 

 

The Phillipines 

 

 

 

 

 

 

All colonies 

 

 

 

 

 

 

Guam 

 

 

 

 

The effects of the  

Spanish- American War  

on the colonies involved 
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Group Member Names: ____________________________________________ 

Latin American Freedom Fighters: After the War 

 

1. Explain how the U.S. acquired Guam, Cuba, Puerto Rico, and the Philippines. 

_________________________________________________________

_________________________________________________________ 

2. Define imperialism. Why did some people think the practice was not a proper 

policy for America? 

_________________________________________________________

_________________________________________________________

_________________________________________________________ 

3. Why does the article state that neither Spain nor the U.S. absorbed the 

major impact of the Spanish-American War? Who bore the brunt of the war 

and its outcomes?  

_________________________________________________________

_________________________________________________________

_________________________________________________________ 

4. In June, 1898, the U.S.S. Charleston fired on Guam. The island's Spanish 

governor was surprised because______. 

A. He didn't think the U.S. cruiser was armed. 

B. He didn't know Spain and the U.S. were at war. 

C. He found his garrison had run out of gunpowder and couldn't return 

the fire. 

D. He thought his cannons had sunk the Charleston the day before. 

5. How did the end of the Spanish American War affect each of the two big 

nations involved? 

_________________________________________________________

_________________________________________________________

_________________________________________________________ 
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6. Puerto Rican Luis Muñoz Rivera was a hero to his people because ______. 

A. He was a great statesman who persuaded both Spain and the U.S. 

to grant Puerto Rico measures of self-rule. 

B. He was a brilliant guerilla fighter who died in battle. 

C. He was the general who led an army of rebels to win Puerto Rico's 

freedom from Spain. 

D. He was executed by the Spanish for standing up for Puerto Rico's 

right to freedom. 

7. After the Spanish American War, Cuban rebel leaders Calixto García and 

Máximo Gómez went on to lead their nation in peacetime. 

A. False 

B. True 

8. The war between America and the Philippines resulted in ______. 

A. The entrance of Spain into the conflict 

B. The deaths of many more Americans than Filipinos 

C. The Philippines remaining a U.S. territory until after WWII 

D. Filipinos winning their independence 

9. When did each of the colonies gain their independence? 

Guam- __________ 

Puerto Rico-__________ 

Cuba-__________ 

The Philippines-__________ 
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Russian Texts 

 

CRT Author Covert, Brenda B. 

CRT Title Marc Chagall 

Related Lang./Ethnic 

Background 

Russian 

Content Area(s) Art 

Age groups Grade 6-9 

Themes Art 

Where can I find this 

CRT? 

http://www.edHelper.com 

Short 

Summary/Suggested 

uses 

- Biography of Chagall’s life 

- What does it mean to give something all you have got? 

- Personal Reflection into what the students are good at doing, 

Artistic and creative representation 

Note: This text is a two-day lesson. 
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, 

GO= Graphic Organizer 

SIOP Lesson: Marc Chagall  TWO DAYS  Grade: 6-9 

Content Standards:  

RL.9/10.7 Analyze the representation of a subject or a key scene in two different artistic mediums, 

including what is emphasized or absent in each treatment 

a. Analyze works by authors or artists who represent diverse world cultures 

RL.6-9.1 Cite specific textual evidence when writing or speaking to support conclusions drawn from  the 

text. 

W.8-12.11Create a presentation, artwork, or text in response to literary work with a commentary that 

identifies connections. 

W.8-12.11b Create poetry, stories, plays, and other literary forms 

 

Key Vocabulary: expressionism, cubism, “seven fingers”, 

exhibition, lithography, murals, humorous, fanciful 

 

HOTS: 

- What are the similarities and differences in the types of 

painting? 

- How does Chagall combine them? What does that tell 

you about Chagall? 

- What do you think is the metaphor in Chagall’s 

artwork? 

Visual/Resources:  

- Chagall article 

- Pictures of Chagall’s work from his early period 

- Picture of Chagall’s self-portrait “Self Portrait with 

Seven Fingers” 

- Map of Chagall’s life journey (Belarus, Russia, France, 

U.S., back to France) 

- Expressionism v cubism 

- Teacher-created “Self Portrait with Seven Fingers” 

Connections to Prior Knowledge/Building Background: 

- What do you enjoy to do the most, your favorite activity? For Marc Chagall, he enjoyed painting and was able to make a 

career out of it. 

 

Content Objectives: 

1. SWBAT explain the differences 

between Cubist and Expressionist 

art. 

2. SWBAT identify the metaphor of 

Meaningful/Activities: 

 

 

 

Review/Assessment: 

1.1 TW demonstrate pictures of the 

vocabulary terms, especially the 

styles of painting. 
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having “seven fingers” 

Language Objectives: 

3. SWBAT verbally tell other what 

they do with Seven Fingers 

 

1.2 CW read the article about Chagall’s 

life and development of art skills, 

using the “chunk and chew method” 

1.3 CW stop after each paragraph and 

“chew” what they have read by 

discussing and clarifying with their 

class mates. Sentence frames can be 

made available for beginner students. 

 

 

 

1.5 SW compare Chagall’s expressionist 

work with cubist work to discuss the 

differences and decide the 

characteristics.  

 

 

 

1.7 CW follow Chagall’s life and infer 

how the places he lived and his 

experiences changed how he painted 

 

DAY TWO 

 

2.1 CW examine Chagall’s self-portrait.  

 

  

 

 

 

 

 

 

 

 

 

 

 

 

 

1.4 TW show pictures of Chagall’s work 

to coincide with the different styles he 

used throughout his career. 

 

 

 

 

1.6 TW ask the class to share their ideas 

and write the characteristics with the 

correct paintings as the students share. 

 

 

 

 

 

 

 

 

2.2 TW tell the class that Chagall painted 

himself with seven fingers. 

2.3 TW direct students to read Chagall’s 

idea about seven fingers and answer 

the question “According to Chagall’s 

definition, what do you do with seven 

fingers?” 
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2.4 SW determine what they do well, 

and draw/paint themselves with 

seven fingers doing their activity 

(ex. If they are good at basketball 

they will draw themselves 

playing basketball with seven 

fingers) 

2.5 SW title their painting “I 

______________ with seven 

fingers.” 

Wrap-up: 

3.1 SW show the class their artwork and tell what they do with “seven fingers” using the sentence frame: 

o I _________________________ with seven fingers. 

o Higher students may expand and give more detail 

 

 

  



USING A MODIFIED                                136 
 

 

 Rain (La Pluie), 1911 

http://www.guggenheim.org/new-york/collections/collection-online/artwork/790 

  

http://www.guggenheim.org/new-york/collections/collection-online/artwork/790
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Self Portrait with Seven Fingers, 1913 

Wikipaintings.org 
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 Paris through the window, 1913 

http://www.guggenheim.org/new-york/collections/collection-online/artwork/793 

  

http://www.guggenheim.org/new-york/collections/collection-online/artwork/793
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Expressionism 

• the artist paints 
or draws what 
he/she feels 

Cubism 

• displays multiple 
angles of 3-
dimensional 
objects at one 
time, on a 2D 
painting 

Chagall: painted his emotions 

and showed multiple angles of 

people and objects  
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CRT Author Hautzig, Esther 

CRT Title The Endless Steppe (adapted) 

Related Lang./Ethnic 

Background 

Polish, Russian, Siberia 

Content Area(s) History, ELA 

Age groups Grade 10/11 (History), or Middle School (Acceptance) 

Themes World War II, interment/prison camps, Acceptance 

Where can I find this 

CRT? 

Larson, S.  (2006).   Pacemaker: World literature (2nd ed.).  Parsippany, 

NJ: Pearson Learning Group. 

Short 

Summary/Suggested 

uses 

- Esther and her family are living in a camp/village in Siberia with 

many other families. They are able to move to a less crowded hut, 

but have to allow the village “outcast” to live with them.  

- Could be used as a history lesson about the conditions in Siberian 

camps compared to those elsewhere (US and Germany). The text 

notes difficult and crowded living conditions, but a life in a fertile 

area. 

- Could be used with MS students to discuss acceptance of others. 

Note: Two lessons are included one for ELA and another for Global History 
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, 

GO= Graphic Organizer 

SIOP Lesson: The Endless Steppe TWO DAYS Grade:  Middle School ELA 

Content Standards:  

RL.6-8.1 Cite specific textual evidence to support conclusions drawn from the text 

RL.6-8.4 Interpret words and phrases as they are used in a text, including determining technical, 

connotative, and figurative meanings, and analyze how specific word choices shape meaning and tone. 

W.6-8.4 Produce clear and coherent writing in which the development, organization, and style are 

appropriate to the task, purpose, and audience 

W.6-8.11 Develop personal, cultural, textual, and thematic connections within and across genres as they 

respond to texts through written, digital, and oral presentation, employing a variety of media and genres. 

Key Vocabulary: steppe, manure, whitewash, cubbyhole, 

pumice, gauze, outcast, cast off 

 

HOTS: 

- What does acceptance mean to you? 

- Why should we be accepting of others? 

- Why are some people not accepting of others? 

Visual/Resources:  

- Copies of “The Endless Steppe” (Adapted) by Esther 

Hautzig 

- Copies of blank frame-up 

- Copies of acceptance/intolerance chart 

Connections to Prior Knowledge/Building Background: 

- Have people ever made fun of you? How did it make you feel? 

- Have you ever been not accepted before people even knew you? 

- Have you ever made fun of someone else? Why/What caused you to make fun of someone? 

- Have you ever not included anyone before you got to know them? 

Content Objectives: 

1. SWBAT differentiate between 

examples of 

intolerance/acceptance from their 

lives and in a story 

2. SWBAT determine how they 

Meaningful/Activities: 

 

1.2 Put the BBK questions on the board. 

1.3 SW create a list of intolerance and 

acceptance examples from their 

Review/Assessment: 

1.1 TW introduce the story  
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think to best treat people by 

creating “rules of acceptance” 

 

Language Objectives: 

3. SWBAT present their “rules” to 

the class using the frame-up 

activity 

personal experiences 

1.4 SW read to look for 

incidents/examples of 

acceptance/intolerance 

1.6 SW highlight or mark these examples 

 

 

 

 

1.8 SW think about/answer/discuss 

PRQs, take notes where they need to 

 

 

DAY TWO 

 

1.10SW add to their list of intolerance 

and acceptance examples from the 

story 

2.1 SW develop four rules of acceptance 

using their lists for justification of 

their rules 

2.2 SW fill in their frames with their four 

rules and a picture (w/ or w/o a 

caption)  

3.1 SW present their Frame-ups to the 

class 

 

 

 

 

 

1.5 TW instruct to pay attention to 

Vanya’s part of the story 

 

1.7 TW display post reading questions 

(PRQs), instruct that the students 

take notes during their group/pair 

discussion 

 

 

 

1.9 TW ask for the class to share their 

thoughts and ideas about the PRQs 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

3.2 TW create a chart of the rules 

showing frequency for the students 

(see wrap-up) 
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Wrap-up: 

Day one: 

- Why did Esther’s mother want them to treat Vanya well? 

- What happened because they accepted him? 

Day two: 

- TW display the chart of rules that the students had in their frames and discuss the frequency to promote discussion on the 

class determined “best ways” to promote acceptance in the world. 
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PRQ: Display using PPT 

1. What happened to turn Ivan Petrovich into a bum? 

2. What lesson about people does Vanya’s story teach? 

3. How would you feel if you were Vanya? 

4. Would you feel differently if you were Ivan (Vanya after living with the family)? 

5. Why do you think the other families/children didn’t accept/like Vanya? 

6. Would you have been friends with him? Why or Why not? 

Frame-up 

1. Brainstorm 4 rules about how to treat other people that you would enforce in a perfect world. 

2. Check for grammar accuracy with a classmate 

3. Write one rule in each side of the frame.  

4. Draw a picture to illustrate how the world would be different if everyone followed those rules 

a. Write a caption: The world would be better if everyone followed these rules because ___________________________.
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Examples of 

acceptance 

from Personal 

Experience 

Examples of 

acceptance 

from “The 

Endless Steppe” 

Examples of 

intolerance 

from Personal 

Experience 

Examples of 

intolerance 

from “The 

Endless Steppe” 
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, GO= 

Graphic Organizer 

SIOP Lesson: The Endless Steppe  Grade: Global History 2 

Content Standards:  

RL.6-8.1 Cite specific textual evidence to support conclusions drawn from the text 

RL.6-8.4 Interpret words and phrases as they are used in a text, including determining technical, connotative, and 

figurative meanings, and analyze how specific word choices shape meaning and tone. 

W.6-8.4 Produce clear and coherent writing in which the development, organization, and style are appropriate to 

the task, purpose, and audience 

Key Vocabulary: steppe, manure, whitewash, cubbyhole, 

pumice, gauze, outcast, cast off 

 

HOTS: 

- How would you feel if your family was moved to the 

internment camp? 

- How were the conditions in this camp? 

Visual/Resources:  

- Copies of “The Endless Steppe” (Adapted) by Esther 

Hautzig 

- Question sheets 

- QAR Posters/handouts for student reference 

Connections to Prior Knowledge/Building Background: 

- What are internment camps? 

- When were internment camps used? 

- How would you feel if your family was moved from your home to a camp? What would you do? 

Content Objectives: 

1. SWBAT use the QAR strategy to 

successfully answer the question 

about the text. 

 

Language Objectives: 

2. SWBAT discuss and develop their 

answers in groups/pairs using the 

QAR strategy. 

Meaningful/Activities: 

 

 

 

 

 

 

 

 

 

 

Review/Assessment: 

 

1.1 TW introduce the text and give 

background information 

1.2 TW remind students of good reading 

strategies (ie. Reviewing comprehension 

questions before reading and 

highlighting or staring important info 

(questions) during reading) 

1.3 TW remind students to use the QAR 

posters to determine the type of question 
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1.5 SW review the questions that they will 

answer 

1.6 SW take turns reading the text and 

highlighting important information. 

1.7 SW discuss what type of question each 

is and where they should refer for the 

answer using the posters 

1.8 /2.1 SW work in groups or pairs to 

find and respond to the questions 

about the text (beginners can cite in 

the passage, intermediate and 

advanced should write out answers) 

 

 

 

 

 

 

 

1.11SW discuss their feelings/thoughts 

about the text in groups  and share 

with the class 

 

and where they should refer to for their 

answers. 

1.4 TW instruct students to read the 

questions and to take turns: Student A 

reads and Student B highlights 

information, switch every page or 

paragraph 

 

 

 

 

 

 

 

 

 

1.9 TW ask groups to share their responses 

and ideas from the questions. 

1.10 TW instruct students to discuss their 

overall feelings/thoughts about the text 

using any of the sentence frames:  

 I think that this story is ________ 

 ___________________________. 

 I feel that ___________________ 

 ___________________________. 

 If I were Esther I would feel ____ 

 ___________________________. 

 

Wrap-up: 

- How would you feel if your family was moved to the internment camp? 

- How were the conditions in this camp? 

- What do you think caused the family to be put in the camp? 
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Name ____________________________________________ “The Endless Steppe” 

 

1. What challenges must Esther’s 

family face in Siberia? Have you 

ever faced challenges similar to 

Esther’s? How? When? 

 

2. What were the conditions like in 

Siberia? 

 

3. What details tell you that the new 

hut is better than the old one? 

 

4. Why was Esther so happy to move 

into the new hut even though it had 

no floors, no heat, and no glass in 

the windows? 

 

5. What is challenging about living 

with Vanya? 

 

6. How would you describe the family 

in this story? 

 

7. Describe Esther’s life on the 

Steppe. 

 

8. How would you feel if your family 

was moved to a place like the 

Steppe in Siberia? Why? 
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CRT Author Polacco, P. 

CRT Title The Keeping Quilt 

Related Lang./Ethnic 

Background 

Russian 

Content Area(s) Social Studies, ELA 

Age groups Grades 6-8 

Themes Traditions and Customs, Family 

Where can I find this 

CRT? 

Schifini, A., Short, D., & Tinajero, J. V. (1997). High point A. New York, 

NY: Hampton-Brown Books 

 

Short 

Summary/Suggested 

uses 

- The Keeping Quilt is a quilt that has been passed down in Paula’s 

family for generations. Each woman that has had it has a story. 

Soon it will be Paula’s turn to add her story to the quilt. 

- Use this text to share family customs and traditions. Students can 

learn more about each other’s lives through the discussions about 

traditions. Some students might even find something that they 

have in common with someone that they hadn’t talked to much 

before. 

Note: This text has two lessons and spans two days. 
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, GO= 

Graphic Organizer 

SIOP Lesson:  The Keeping Quilt  Grade: 6-8 

Content Standards:  

RL.6-8.1 Cite several pieces of textual evidence to support analysis of what the text says explicitly as well as 

inferences drawn from the text. 

 W.6-8.4 Produce clear and coherent writing in which the development, organization, and style are appropriate to 

the task and purpose 

Key Vocabulary: apron, babushka, bouquet, bride, celebrate, 

engaged, husband, nightdress, quilt, tablecloth, wedding huppa 

 

HOTS: 

- Why are traditions important? 

Visual/Resources:  

- Copies of “The Keeping Quilt” 

- Questions/Predictions GO 

- Traditions GO 

 

Connections to Prior Knowledge/Building Background: 

- What are some of your family’s traditions? 

- Is there an item that you have that once belonged to one of your relatives? How does that item make you feel? 

Content Objectives: 

1. SWBAT explain traditions and the 

importance of the quilt 

2. SWBAT compare and contrast 

family traditions they keep with the 

tradition of the story 

Language Objectives: 

3. SWBAT make inferences about 

why traditions are important based 

on the text and their experiences. 

Meaningful/Activities: 

 

TW introduce the text and activity 

1.1 SQP2RS in small groups (<4) SW 

survey the text, look at the pictures and 

bold words write two or three 

questions you think the story will 

answer 

- TW create a class list of questions 

1.2 SW predict what information/questions 

the text might answer and the possible 

answers 

1.3 SW predict what might happen in the 

story/why is it called “The Keeping 

Review/Assessment: 

 

 

 

 

 

 

 

 

 

 

Throughout this process the teacher will 

act as a guide/facilitator. TW ask the 

questions and instruct what SW make 
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Quilt”? 

1.4 SW read the text in pairs or small 

groups (<4) using highlighters to mark 

important information (referencing 

class questions/key terms) 

1.5 SW summarize the information from 

the text in their small groups 

1.6 TW ask students to summarize the text 

aloud 

1.7 The class will begin to answer their 

questions using the information from 

the text. TW facilitate discussion and 

ask students to demonstrate where in 

the text they found their answer. SW 

determine which predictions were 

confirmed or disconfirmed. 

2.1 SW create a T chart to answer the 

question: What tradition does your 

family keep? How is it similar or 

different to the tradition of the 

Keeping Quilt? 

3.1 SW use the text and their experiences 

to infer “Why are traditions 

important?” SW use evidence from the 

text and their lives in their 

writing/pictures. 

 

 

 

predicts about by giving them prompts. 

 

 

 

 

 

 

TW check for clarity and correctness of the 

student summaries 

Wrap-up: 

- TW ask students to share why they believe traditions are important 
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Name: _________________________________________________________________ The Keeping Quilt 

Write a list or draw pictures to show the similar and different characteristics between your family tradition and 

the family tradition in “The Keeping Quilt”. 

Questions 
 

Predicted 

Answers 

 
confirmed (+) 

disconfirmed (-) 

 

Summary 
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My family tradition 

-   

-   

-   

-   

-   

The Keeping Quilt tradition 

-   

-   

-   

-   

-   

Both: 

-    

-   

-   

-    

-   

-   

Why are family traditions important? 
-use evidence from the text and your experiences to answer the question 
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, GO= 

Graphic Organizer 

SIOP Lesson: The Keeping Quilt  DAY TWO   Grade: 6-8 

Content Standards:  

W.6-8.4 Produce clear and coherent writing in which the development, organization, and style are 

appropriate to the task and purpose 

W.6-8.5 Develop and strengthen writing as needed through planning and editing 

W.8-12.11Create a presentation, artwork, or text in response to literary work with a commentary that 

identifies connections 

W.8-12.11b Create poetry, stories, plays, and other literary forms 

 

Key Vocabulary: quilt, traditions 

 

HOTS: 

- Why are family traditions important? 

- What makes them important to you? 

- Why do people have family traditions? Are they 

something you would like to continue? Why/Why not? 

Visual/Resources:  

- Cardstock pieces 

- Blank paper for scrap copy 

- Spider diagrams 

Connections to Prior Knowledge/Building Background: 

- Why was the quilt so important to Patricia and her family?  

- Is there something or some event just as important to your family? Why? 

Content Objectives: 

1. SWBAT design and create a quilt 

square that depicts a family 

tradition that is important to them 

Language Objectives: 

2. SWBAT write/draw and discuss 

the important characteristics of a 

family tradition 

 

Meaningful/Activities: 

 

2.1 SW brainstorm words that describe 

the characteristics of family 

traditions. SW refer to chart from day 

one 

2.2 SW discuss the characteristics they 

have listed with a partner or small 

group 

2.3 SW add to their list as per the 

Review/Assessment: 
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discussions 

 

 

2.5 SW share with the class and write the 

characteristics on the class copy 

(Smartboard/projector) 

1.1 SW use the chart from day one (My 

family tradition) or another tradition 

to draw/design a quilt square that 

depicts their family’s tradition 

1.2 At the bottom SW write why the 

tradition is important to them using 

the sentence frame: My family 

tradition of _________________ is 

important to me because __________ 

      ______________________________. 

 

 

 

 

 

2.4 TW ask students to share their 

group’s ideas verbally or in writing 

on the class spider diagram 

 

 

 

 

 

Wrap-up: 

- Fist list: Why are family traditions important? 
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Family 
Traditions 
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Chinese Texts 

 

CRT Author Yee, Paul 

CRT Title Gambler’s Eyes 

Related Lang./Ethnic 

Background 

Chinese 

Content Area(s) ELA 

Age groups Grade 7/8 

Themes Fitting in, Acceptance 

Where can I find this 

CRT? 

Yee, P. (1989). Tales from gold mountain: Stories of the Chinese in the 

New World. New York, NY: MacMillan 

Short 

Summary/Suggested 

uses 

- A blind man enters into a casino and begins playing and winning. 

When other people try to follow along on his bets his luck turns 

and he decides to leave. Later at another casino he is not allowed 

to play and so he leaves upon leaving he is accosted by some men 

who learn the hard way why the blind man keeps to himself and 

his eyes shut. 

- Use to talk about acceptance and being kind to others with 

differences. 
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USING A MODIFIED                                            162 
 

 

Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, 

GO= Graphic Organizer 

SIOP Lesson: Gambler’s Eye  Grade: 7/8 

Content Standards:  

RL.7/8.1 Cite several pieces of textual evidence to support analysis of what the text says explicitly as well 

as inferences drawn from the text. 

 SL.7/8.4 Present information, findings, and supporting evidence such that listeners can follow the line of 

reasoning and organization, development, and style are appropriate to the task, purpose, and audience. 

W.7/8.4 Produce clear and coherent writing in which the development, organization, and style are 

appropriate to the task and purpose 

Key Vocabulary: jingle, sealed, blind, ragged, patched, fan-

tan table, beckoned idlers, tail-end, lo and behold, spectator, 

ducked, jumped, winced, warily 

 

HOTS: 

- Have you ever been treated differently or know 

someone that was treated differently? 

- How did that make you/them feel? 

- What do you think someone would do to fit in? 

Visual/Resources:  

- Copies of Gambler’s Eyes by Paul Yee 

- Copies of Short Story Flow Chart 

- Vocabulary words clearly posted for students to 

reference during reading 

Connections to Prior Knowledge/Building Background: 

- TW introduce the short story about a blind man. What does blind mean? 

- Discuss the setting of a gambling hall, show pictures of a typical gambling hall during the early 1900s America. 

- Introduce the vocabulary via pictures/sounds/words ask students if they know any of the words 

Content Objectives: 

1. SWBAT identify a short story’s 

elements (title, author, setting, 

main characters, and sequence of 

events) using a short story flow 

chart 

2. SWBAT evaluate the extent to 

which they enjoyed the short 

Meaningful/Activities: 

1.1 SW read the story with a partner for 

meaning and general understanding. 

1.2 SW read the story a second time and 

identify through writing the elements 

of the story in the short story flow 

chart 

3.3 SW describe the main character using 

Review/Assessment: 
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story, and provide rationale for 

their rating on the Short story 

flow chart 

Language Objectives: 

3. SWBAT describe the main 

character of a short story with 

adjectives other than “nice” and 

“good”. 

4. SWBAT write in three sentences 

the beginning, middle, and end of 

the short story they have read. 

adjectives other than “nice” and 

“good” 

4.1 SW write three sentences to 

summarize the beginning, middle, 

and end of the story in the short story 

flow chart. 

2.1 SW record their evaluation of the 

story in the Short Story Flow Chart 

using the sentence frames: I enjoyed 

the story (a lot/ a little) because 

__________________. I did not 

enjoy the story because 

_________________. The story 

made me feel _________________. 

2.2 SW verbally evaluate the story and 

describe to their partner why they 

enjoyed or didn’t enjoy the story (as 

recorded in their Short Story Flow 

Chart) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

1.3 TW record the elements on the class 

Short Story Flow Chart as per student 

responses 

 

3.4 TW ask students to share their 

characterizations of the main 

character 

2.3 TW ask students to evaluate the story 

using the sentence frames 

Wrap-up: 

- TW ask students 

o How did being different make the blind man feel?  

o How would you have felt?  

o Should we exclude someone just because they are different? 
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Name: ________________________________________________________ 

Short Story Flow Chart 
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CRT Author Wang Wei 

CRT Title Green Creek 

Related Lang./Ethnic 

Background 

Chinese 

Content Area(s) ELA 

Age groups Grade 9/10 

Themes Poetry 

Where can I find this 

CRT? 

Larson, S. (2006). Pacemaker: World literature (2nd ed.). Parsippany, 

NJ: Pearson Learning Group. 

Short 

Summary/Suggested 

uses 

- A descriptive poem about the beauty of the Green Creek 

Note: This poem is spread out over two lessons and three days. 
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, 

GO= Graphic Organizer 

SIOP Lesson: Green Creek TWO DAYS Grade: 9/10 

Content Standards:  

RL.9/10.1 Cite several pieces of textual evidence to support analysis of what the text says explicitly as well 

as inferences drawn from the text. 

RL.9/10.2 Determine a theme or central idea of a text and analyze in detail its development over the course 

of the text 

RL.9/10.4 Determine the meaning of words and phrases as they are used in the text, including figurative and 

connotative meanings; analyze the cumulative impact of specific word choices on meaning and tone. 

W.9/10.4 Produce clear and coherent writing in which the development, organization, and style are 

appropriate to the task and purpose 

 

Key Vocabulary: bounds, dense, water chestnuts, lucid, 

serene, loaf, simile, adjective, meadow, mountain, lazy, noisily 

 

HOTS: 

- What are similes? 

- What are adjectives? Give some examples 

Visual/Resources:  

- Copies of “Green Creek” by Wang Wei 

- Vocab terms and definitions index cards 

- Spider web organizer for class discussion 

- Index cards to add adjectives to the word wall 

- Whiteboards for the pairs to write or draw their similes 

Connections to Prior Knowledge/Building Background: 

- Brainstorm poetry using a spider web model 

- Think about a place in nature and how you might describe it. 

How does that place make you feel? 

Content Objectives: 

1. SWBAT identify the definitions 

of the vocabulary from the poem 

2. SWBAT comprehend the poem 

and its meaning. 

 

Language Objectives: 

3. SWBAT verbally explain a simile 

Meaningful/Activities: 

 

 

 

 

1.3 SW verbally brainstorm their 

knowledge of poetry 

Review/Assessment: 

1.1 TW discuss vocab via PPT or 

pictures. 

 

1.2 TW prompt the students to 

brainstorm what they know about 

poetry and record on the board 

 



USING A MODIFIED                                           168 
 

 

4. SWBAT write or draw a simile  

 

 

 

1.5 SW look for and find their 

vocabulary match by giving and 

receiving information from their 

classmates 

1.6 SW stand with their match and 

read their vocab word and 

definition for the class to decide 

if they are correct. 

1.7 SW return to their seats. 

 

DAY TWO 

 

 

 

 

 

1.9 SW read the poem in pairs 

highlighting or underlining 

descriptive words, “adjectives”, 

in the stanzas 

 

 

 

 

 

 

 

 

1.4 TW give each student a card, 

either with a vocab term or a 

definition/image 

 

 

 

 

 

 

 

 

 

 

 

1.8 TW have students brainstorm 

with a partner about a natural 

place and two words or pictures 

they might use to describe that 

place. TW write these words on 

the board and label them 

“adjectives” 

 

 

 

 

2.2 TW have students add adjectives 

to a word wall or poster 

2.3 TW facilitate the discussion 

through questioning and 

referencing the poem 
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2.4 SW discuss the feeling that they 

get from the poem, what from the 

poem gives them that feeling? 

 

3.1 SW find and discuss the simile in 

the poem.  

 

 

 

4.1  SW work in pairs to create a 

simile through words or pictures 

on white boards 

 

 

 

 

 

 

 

 

3.2 TW ask students about the simile 

and what one must have, writing 

an example on the board 

 

 

 

Wrap-up: 

- SW share their similes with the class 
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bounds 
jumps/moves forward 

quickly 
serene calm and peaceful 

dense thick or crowded loaf 
pass the time doing 

little 

water chestnuts 

plants found in watery 

marshes (wetlands) of 

Asia and Africa 

simile 

a poetic device using 

like or as to make a 

comparison 

lucid clear adjective 

words that describe a 

noun such as large, 

quiet, loud, thin 

meadow 

open, grassy field

 

mountain 

tall rocky peaks 

 

lazy 
inactive, slow moving, 

dislike for exertion 
noisily 

with a lot of noise, loud 
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Poetry 
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= 

Higher Order Thinking Skills, GO= Graphic Organizer 

SIOP Lesson: Green Creek DAY THREE  Grade: 9/10 

Content Standards:  

W.9/10.3 Write narratives to develop real experiences or events using 

effective technique, well-chosen details, and well-structured event 

sequences 

W.9/10.4 Produce clear and coherent writing in which the development, 

organization, and style are appropriate to task, purpose, and audience. 

W.9/10.5 Develop and strengthen writing as needed by planning and editing 

W.8-12.11Create a presentation, artwork, or text in response to literary work 

with a commentary that identifies connections. 

W.8-12.11b Create poetry, stories, plays, and other literary forms 

 

Key Vocabulary: simile, adjective, stanza 

 

HOTS: 

- What are the elements of a poem? 

- How do words combine to make a good poem? 

Visual/Resources:  

- Copies Poem Organizer 

Connections to Prior Knowledge/Building Background: 

3. Think again about a place in nature or your favorite place 

4. Describe it to your partner 

Content Objectives: 

1. SWBAT use poetry to 

describe a natural 

place or their favorite 

place 

Language Objectives: 

2. SWBAT write a poem 

describing a place 

using adjectives and 

similes. 

Meaningful/Activities: 

 

 

 

 

 

1.2 SW use the building 

background to write or 

draw about their 

favorite place 

 

 

2.1 SW fill in a GO to help 

them create a poem 

2.2 SW write a poem about 

their favorite or a 

natural place 

Review/Assessment: 

1.1 TW pick a place all of the 

students know (maybe the 

classroom). As a class 

brainstorm adjectives and 

feelings. Include a simile 

remind students about 

rhyme scheme. Write a 

poem with the class. 

 

 

1.3 TW monitor students GO 

and poem writing 

 

 

 

 

 

Wrap-up: 

- Share their progress, simile, or rhyme scheme 

- Finished poem: homework due in 2 days 
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 Name of place: 

 __________________________  

 

 

  

  

 

 

 

  

Adjectives to describe the place: 

This place makes me feel: ____________________, _____________________ 

______________________, _________________________ 

 ______________________, _____________________. 

 

 This place makes me feel ___________________, _____________________, 

 ______________________, _____________________. 

 

 This place makes me feel ___________________, _____________________, 

 ______________________, _____________________. 

 

Nature Poetry organizer 

A simile (comparison using like or as) about the place: 

______________________________________________________________________________

________________________________________________________________ 

 ______________________, _____________________. 

 

 This place makes me feel ___________________, _____________________, 

 ______________________, _____________________. 

 

 This place makes me feel ___________________, _____________________, 

 ______________________, _____________________. 

 

__________________________ 

 

__________________________________________________________________________ 

 

__________________________________________________________________________ 

 

__________________________________________________________________________ 

 

__________________________________________________________________________ 

 

__________________________________________________________________________ 

 

__________________________________________________________________________ 

 

__________________________________________________________________________ 

 

__________________________________________________________________________ 
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CRT Author Carpenter, F. 

CRT Title The Good Brother’s Reward 

Related Lang./Ethnic 

Background 

Chinese 

Content Area(s) ELA 

Age groups 9-11 

Themes Family, Folktale, Karma 

Where can I find this 

CRT? 

Larson, S.  (2006).   Pacemaker: World literature (2nd ed.).  Parsippany, 

NJ: Pearson Learning Group.  

Short 

Summary/Suggested 

uses 

- A family moves in with their extended family and the young boy 

does not understand why his family must help the other and feels 

put out.  His grandmother tells him a story about a pair of 

brothers.  One was kind and good, but poor.  The other was mean, 

selfish, and rich.  The rich brother would not help his poor brother 

or his family.  The story discusses what occurs to the rich brother 

as a result.  

- This story and the lessons can be used to teach about the value of 

kindness to others that are less fortunate.  The story is a good 

example of a folktale that the students can use to write their own.  

- The end of the lessons the students will perform a freeze frame in 

which they discuss the emotions and thoughts of the characters 

during their assigned scene. 
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, 

GO= Graphic Organizer 

SIOP Lesson: The Good Brother’s Reward  TWO DAYS Grade: 9-11 

Content Standards:  

RL.9-11.1 Cite several pieces of textual evidence to support analysis of what the text says explicitly as well 

as inferences drawn from the text. 

 SL.9-11.4 Present information, findings, and supporting evidence such that listeners can follow the line of 

reasoning and organization, development, and style are appropriate to the task, purpose, and audience. 

SL.9-11.1b Work with peers to promote civil, democratic discussions and decision-making, set clear goals 

and deadlines, and establish individual roles as needed. 

SL.9-11.6 Adapt speech to a variety of contexts and tasks. 

W.9-11.4 Produce clear and coherent writing in which the development, organization, and style are 

appropriate to the task and purpose 

Key Vocabulary: shelter, huddled, porter, sprouted, gourds, 

brim 

 

HOTS: 

- Why is it important to treat others well? 

- Why can selfishness be a negative thing? 

- How can we be fair to others? 

Visual/Resources:  

- Copies of “The Good Brother’s Reward”  

- Short Story flow chart 

- Scene Slips for the “Frozen Moment” 

Connections to Prior Knowledge/Building Background: 

- Does your extended family live with you? Do you know someone whose extended family lives with them? 

- Why might the families live together? How could it be helpful? 

- What is a folktale? How do they end? 

Content Objectives: 

1. Identify a short story’s elements 

using a Short Story Flow Chart 

2. Evaluate the extent to which they 

enjoyed the short story, and 

provide a rationale for their rating 

on the short story flow chart 

Meaningful/Activities: 

1.1 SW read the story with a partner for 

meaning and general understanding. 

1.2 SW read the story a second time and 

identify through writing the elements 

of the story in the short story flow 

chart 

Review/Assessment: 
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3. Read about a scene in a short 

story, and with peers re-enact the 

scene as a tableau, including key 

characters, events, and settings 

4. Watch a tableau to determine 

which scene the actors are 

portraying 

Language Objectives: 

5. SWBAT write in three sentences 

the beginning, middle, and end of 

a short story they have read. 

6. SWBAT in writing describe the 

main character(s) of a short story 

with adjectives other than “nice” 

and “good” 

7. Orally describe the roles they are 

playing in the tableau by 

assuming a character or element 

of the story 

8. Listen to characters in the tableau 

in order to determine the scene 

they are portraying 

6.1 SW describe the main character using 

adjectives other than “nice” and 

“good” 

5.1 SW write three sentences to 

summarize the beginning, middle, 

and end of the story in the short story 

flow chart. 

2.1 SW record their evaluation of the 

story in the Short Story Flow Chart 

using the sentence frames: I enjoyed 

the story (a lot/ a little) because 

__________________. I did not 

enjoy the story because 

_________________. The story 

made me feel _________________. 

2.2 SW verbally evaluate the story and 

describe to their partner why they 

enjoyed or didn’t enjoy the story (as 

recorded in their Short Story Flow 

Chart) 

 

 

 

 

 

DAY TWO 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

1.3 TW record the elements on the class 

Short Story Flow Chart as per 

student responses 

6.2 TW ask students to share their 

characterizations of the main 

character 

 

 

 

2.3 TW ask students to evaluate the 

story using the sentence frames 
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3.1GW select a scene from the teacher’s 

slips 

3.2 GW work together to develop a 

freeze frame for their scene 

7.1 GW develop their characters and 

statements; SW have a character that 

they have to portray and act like 

when they are “unfrozen” 

4.1 GW take turns posing in their freeze 

frames 

 

 

 

 

8.1 SW listen to the other students and 

groups to determine which scene the 

group is portraying 

8.2 This continues until all groups have 

gone 

TW review the short story asking 

students questions such as: 

a. What was the story about? 

b. Who were the characters? 

c. What was the conclusion? 

SW use their memory and the Short 

Story Flow Chart to answer the questions 

 

 

 

 

 

 

 

4.2 TW unfreeze the students one at a 

time to describe what they are doing/how 

they are feeling/what they are thinking in 

the scene (7.2) 

 

Wrap-up: 

- What would you do if a family member needed assistance? 

- Do you think Sang Chip deserved what came out of his gourds? 

- Would you have accepted Sang Chip and allowed him into your house? 

- What is the moral of this folktale? 



USING A MODIFIED                                           179 
 

 



USING A MODIFIED                                      180 
 

 

CRT Author Liyi, H. 

CRT Title The Story of Washing Horse Pond 

Related Lang./Ethnic 

Background 

Chinese 

Content Area(s) ELA 

Age groups Grade 9/10 

Themes Folk Tales 

Where can I find this 

CRT? 

Larson, S.  (2006).   Pacemaker: World literature (2nd ed.).  Parsippany, 

NJ: Pearson Learning Group.  

Short 

Summary/Suggested 

uses 

- To save his village from drought a young man goes on a 

treacherous journey to find a fabled water source. He sacrifices 

himself for the good of his village. 

Note: This story is spread over four lessons and five days. 
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, 

GO= Graphic Organizer; WN= When needed 

SIOP Lesson: The story of Washing Horse Pond DAY ONE Grade: 9/10 

Content Standards:  

RL.10.1. Cite strong and thorough textual evidence to support analysis of what the text says explicitly as well as 

inferences drawn from the text, including determining where the text leaves matters uncertain 

RL.9. 2. Determine a theme or central idea of a text and analyze in detail its development over the course of the 

text, including how it emerges and is shaped and refined by specific details; provide an objective summary of the 

text. 

RL.10. 4. Determine the meaning of words and phrases as they are used in the text, including figurative and 

connotative meanings; analyze the impact of specific word choices on meaning and tone, including words with 

multiple meanings or language that is particularly fresh, engaging, or beautiful. 

Key Vocabulary: drought, thrive, spring, withered, furiously, 

parched, misery, priceless, folktale 

 

HOTS: 

- What is foreshadowing? Why does an author use 

foreshadowing? 

- What are the differences between omniscient and first 

person narrator? When could each be used? 

 

Visual/Resources:  

- Copies of “The Story of Washing Horse Pond” 

- Copies of the story’s questions 

- Picture vocabulary 

- Overheard copy of the story  

Connections to Prior Knowledge/Building Background: 

- Have you ever lived during a drought? What do you think you would risk to find water? 

- Show pictures of a drought while discussing the vocabulary 

- Where is Dali, China? 

- What does a folktale usually tell/teach us about? 

Content Objectives: 

1. SWBAT define and describe 

characteristics of a folktale 

2. SWBAT explain the difference 

between an omniscient narrator 

Meaningful/Activities: 

 

1.1 TW present the vocabulary through 

pictures 

1.2 SW draw or write a definition for the 

Review/Assessment: 
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and first person narration 

3. SWBAT comprehend and discuss 

the events of a text 

 

Language Objectives: 

4. SWBAT make predictions about 

a story using “I think 

that___________ 

because_____________.” 

 

vocabulary (WN with a partner) 

2.1 TW show examples of first person 

narrator v. omniscient narrator, with 

bolded key words (I v. he, she, they) 

2.2 SW discuss in pairs and determine 

the difference between 1
st
 person and 

omniscient narrators. 

4.1 SW read the title, vocabulary words, 

and look at the pictures of the text to 

make predictions in pairs using the 

sentence frame “I think that 

___________ will happen because 

___________.” 

3.1 In groups/pairs SW read aloud the 

first 3 pgs of text and answer the 

questions in their GO 

 

 

 

 

 

 

3.4 SW verbally discuss their answers 

with their peers and the class 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

3.2 TW monitor the groups’ progress 

and give assistance where needed 

 

3.3 TW ask students to give their 

answers to the during reading 

questions that they were able to 

answer 

 

Wrap-up: 

- TW ask what do you think Akui will risk to find the water and get it to his village? 
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Name: _______________________________________________    Washing Horse Pond pg. 157- 163 Questions 

Before Reading During Reading After Reading 

 

What do you think the story is about? 

____________________________ 

____________________________ 

____________________________ 

____________________________ 

 

What do you predict Akui’s good deed 

will cost him? 

____________________________ 

____________________________ 

____________________________ 

____________________________ 

 

Pg. 157 What event is foreshadowed at the end of the 

first paragraph? 

__________________________________________ 

__________________________________________ 

List three (3) examples of the omniscient narrator: 

1. ________________________________ 

________________________________ 

2. ________________________________ 

________________________________ 

3. ________________________________ 

________________________________ 

 

Pg. 160 Predict: What will Akui do once he finds the 

stream? 

______________________________________ 

______________________________________ 

 

Pg. 161 Why does Akui smile? 

______________________________________ 

______________________________________ 

Describe Akui: 

_________________________________________ 

_________________________________________ 

 

Why does Akui think there must be water near the 

pine tree? 

_________________________________________ 

_________________________________________ 

 

What animals help Akui find water? 

_________________________________________ 

_________________________________________ 

 

Why do the village people make sure Washing 

Horse Pond is a place of beauty today? 

_________________________________________ 

_________________________________________ 

_________________________________________ 

Imagine you are Akui. What are you thinking while 

you dig for water at the magic pond, after you talk 

to the God of Treasure Peak? 

_________________________________________ 

_________________________________________ 

_________________________________________ 
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, 

GO= Graphic Organizer 

SIOP Lesson: The story of Washing Horse Pond  DAY TWO/THREE Grade: 9/10 

Content Standards:  

RL.10.1. Cite strong and thorough textual evidence to support analysis of what the text says explicitly as well as 

inferences drawn from the text, including determining where the text leaves matters uncertain 

RL.9. 2. Determine a theme or central idea of a text and analyze in detail its development over the course of the 

text, including how it emerges and is shaped and refined by specific details; provide an objective summary of the 

text. 

RL.10. 4. Determine the meaning of words and phrases as they are used in the text, including figurative and 

connotative meanings; analyze the impact of specific word choices on meaning and tone, including words with 

multiple meanings or language that is particularly fresh, engaging, or beautiful. 

Key Vocabulary: drought, thrive, spring, withered, furiously, 

parched, misery, priceless  

 

HOTS: 

- How can you use a text to create questions? 

- What is a third person narrator and how/why is it used? 

Visual/Resources:  

- Copies of Washing Horse Pond 

- Copies of BDA reading questions (from Day ONE) 

- Blank question forms for student question composition 

- Slips of paper 

- Can/box 

Connections to Prior Knowledge/Building Background: 

- What is an omniscient narrator? How do you know a story has an omniscient narrator? 

 

Content Objectives: 

1. SWBAT comprehend and discuss 

the events of a text 

2. SWBAT compose questions from 

the text 

3. SWBAT respond correctly to 

their peers’ questions from the 

text 

 

Language Objectives: 

4. SWBAT demonstrate verbally an 

Meaningful/Activities: 

 

 

 

1.2 SW read the remaining 3 pages of 

text and answer the during/after 

questions. 

4.1 TW ask students to find and 

underline 2 different examples of 

an omniscient narrator in the text 

Review/Assessment: 

1.1 TW ask students to summarize the 

first part of the story from Day One 
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example of an omniscient 

narrator from the text 

 

4.2 SW share with their 

partners/groups and then with the 

class 

 

 

 

DAY THREE 

2.1 TW explain and demonstrate how 

to compose “canned questions” 

with examples from past texts 

 -Knowledge 

 -Comprehension 

 -Synthesis 

 -Evaluation 

TW give each group a different 

colored marker or slips of paper 

2.2 SW work together to write one 

question on each slip of paper (1 

for each category) to go into the 

can.  

 -Each student should take a turn 

writing (unless they are pre-/early 

production students) 

 -SW write the answer on a 

separate sheet of paper. 

3.1 SW take turns pulling questions 

out of the can and answering 

them based on the story until all 

questions are pulled. A student 

cannot answer their own group’s 

question. 

 

3.4 SW share their ideas for folktales 

 

 

1.3 TW check for understanding of the 

passage by discussing the BDA 

questions and student 

thoughts/reactions 

 

 

 

 

 

 

 

 

 

 

 

 

 

2.3 TW monitor students’ work and 

discussions in groups and give assistance 

when needed. 

 

 

 

 

 

 

 

 

3.2 TW monitor student answers 

3.3 TW tell students that they will be 

making their own folktales 



USING A MODIFIED                                          187 
 

 

and discuss the folktales that are 

frequently taught/read to them by 

their parents or some that they 

have heard of 

 

 

 

3.5 TW show some folktales and their 

lessons for students that are having 

trouble coming up with ideas for the 

discussion 

Wrap-up: 

- What do folktales tell us? 

- What is the lesson that this folktale has taught? 

- What are some folktales that you are familiar with? 
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Group Names: __________________________________________________________ 

Group color: ___________________________    The Story of Washing Horse Pond 

*Each student should have a turn to write a question* 

1. Write your groups questions and answers on this paper.  

2. Then write one question on each slip of paper. 

3. Put the slips in the can 

Knowledge 

Question:  

 

 

Answer: 

Comprehension 

Q:  

 

 

A: 

Synthesis 

Q: 

A: 

Evaluation 

Q: 

A: 
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, GO= 

Graphic Organizer; WN=When Needed 

SIOP Lesson: The story of Washing Horse Pond  DAY FOUR/FIVE  Grade: 9/10 

Content Standards:  

W.9/10.3 Write narratives to develop real or imagined experiences or events using effective technique, well-

chosen details, and well-structured event sequences.  

a. Engage and orient the reader by setting out a problem, situation, or observation, establishing one or 

multiple point(s) of view, and introducing a narrator and/or characters; create a smooth progression of 

experiences or events. 

b. Use narrative techniques, such as dialogue, pacing, description, reflection, and multiple plot lines, to 

develop experiences, events, and/or characters. 

c. Use a variety of techniques to sequence events so that they build on one another to create a coherent 

whole. 

d. Use precise words and phrases, telling details, and sensory language to convey a vivid picture of the 

experiences, events, setting, and/or characters.  

e. Provide a conclusion that follows from and reflects on what is experienced, observed, or resolved over 

the course of the narrative. 

f. Adapt voice, awareness of audience, and use of language to accommodate a variety of cultural contexts 

W.9/10.4 Produce clear and coherent writing in which the development, organization, and style are appropriate to 

task, purpose, and audience. 

W.9/10.6 Use technology, including the Internet, to produce, publish, and update individual or shared writing 

products, taking advantage of technology’s capacity to link to other information and to display information 

flexibly and dynamically 

W.8-12.11Create a presentation, artwork, or text in response to literary work with a commentary that identifies 

connections. 

W.8-12.11b Create poetry, stories, plays, and other literary forms 

 

Key Vocabulary: storyboard, folktale, slide, artwork 

 

HOTS: 

- How can you use omniscient narrator in a story? What 

type of story could it be? How will you incorporate it? 

Visual/Resources:  

- Completed Storybird.com folktale GO and example 

- Story GO 

- Computers  
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Connections to Prior Knowledge/Building Background: 

- What are some lessons we have learned from folktales? What other lessons could a folktale teach us? 

Content Objectives: 

1. SWBAT write their own folktale 

using storybird.com 

 

Language Objectives: 

2. SWBAT discuss verbally the 

lessons learned from folktales 

Meaningful/Activities: 

DAY FOUR (No computers) 

 

 

 

 

 

 

1.1 From the brainstorm list SW in pairs 

create a story board for a folktale that 

teaches a lesson that is important to 

you in your life or a re-tell a folktale 

from your family/culture, with at least 

8 slides/2 sentences a slide at least 

 

 

 

 

 

DAY FIVE (with computers) 

 

1.2 TW show the class a completed 

storyboard and the example 

storybird.com folktale 

-TW show how to look through 

pictures 

 

 

 

 

Review/Assessment: 

2.3 SW discuss what the folktale of 

Washing Horse Pond taught them.  

2.4 TW ask “What are some other lessons 

we have learned from folktales?” 

2.5 SW brainstorm in groups and discuss 

as a class. TW make a list on the 

board. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

1.3 TW correct the grammar on the 

storyboards, Refer students to 

sequencing and storytelling writing 

charts (WN, these charts students 

should already have) 
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1.4 SW look through the drawings and 

artwork on storybird.com that will go 

with their folktale 

1.5 TW demonstrate how to make a slide 

on storybird.com 

1.6 SW work together to type their stories 

into storybird.com with the pictures 

they have chosen 

 

 

 

 

 

 

 

 

1.7 TW monitor student pairs and give 

assistance where needed. 

Wrap-up: 

o TW ask students to discuss the lesson that their folktale teaches the class and why it is an important lesson to learn. 
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Picture 1 Picture 2 Picture 3 

Caption:___________________________ 

__________________________________ 

__________________________________ 

__________________________________ 

Caption:___________________________ 

__________________________________ 

__________________________________ 

__________________________________ 

Caption:___________________________ 

__________________________________ 

__________________________________ 

__________________________________ 

Picture 4 Picture 5 Picture 6 

Caption:___________________________ 

__________________________________ 

__________________________________ 

__________________________________ 

Caption:___________________________ 

__________________________________ 

__________________________________ 

__________________________________ 

Caption:___________________________ 

__________________________________ 

__________________________________ 

__________________________________ 

Picture 7 Picture 8 Extra Picture  
Caption:___________________________ 

__________________________________ 

__________________________________ 

__________________________________ 

Caption:___________________________ 

__________________________________ 

__________________________________ 

__________________________________ 

Caption:___________________________ 

__________________________________ 

__________________________________ 

__________________________________ 
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CRT Author Mori, T. 

CRT Title Through anger and love 

Related Lang./Ethnic 

Background 

Chinese 

Content Area(s) ELA, Family, Life Issues 

Age groups Grade 6-9 

Themes Family, Solving life’s problems 

Where can I find this 

CRT? 

Hong, M. (Eds.) (1993) Growing up asian-american. New York, NY: 

William Morrow and Company 

Short 

Summary/Suggested 

uses 

- Use to discuss coping and problem solving in difficult situations 

- Use to illustrate unconditional love of family 
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, GO= 

Graphic Organizer 

SIOP Lesson:  Through anger and love TWO DAYS  Grade: 6-9  

Content Standards: RL.6-9.1 Cite several pieces of textual evidence to support analysis of what the text says explicitly as well as 

inferences drawn from the text. 

 RL.6-9.2 Determine a theme or central idea of a text and analyze its development over the course of the text, 

including its relationship to the characters, setting, and plot; provide an objective summary of the text. 

 RL.6-9.11b Establish and use criteria to classify, select, and evaluate texts to make informed judgments about the 

quality of the pieces. 

 W.6-9.4 Produce clear and coherent writing in which the development, organization, and style are appropriate to 

task, purpose, and audience. 

 W.6-9.1 Write arguments to support claims using valid reasoning and relevant and sufficient evidence. 

 SL.6-9. 4. Present information, findings, and supporting evidence such that listeners can follow the line of 

reasoning and organization, development, and style are appropriate to the task, purpose, and audience. 

Key Vocabulary: suspicious, undoubtedly, eagerly, jitney, 

braced, lurched, uncertainty, suppose, jingle, carnations, roses, 

gross profit, net profit, disappointment, bitterness, loneliness, 

prelude 

 

HOTS: 

- How do people deal with difficult situations?  

Visual/Resources:  

- Copies of Through anger and love by Toshio Mori 

- Copies of the Short Story Flow Chart 

- Chart paper or computer paper 

 

Connections to Prior Knowledge/Building Background: 

- When were you faced with a difficult choice? 

- Could you leave your family behind if you had to? 

- What would you do to make money if you ran away from home? 

Content Objectives: 

1. SWBAT use and illustration, a 

definition, and a contextualized 

sentence to determine a vocabulary 

word. 

2. SWBAT identify a short story’s 

elements (title, author, setting, 

Meaningful/Activities: 

1.1 SW get assigned 2-3 words from the 

key vocabulary. 

1.2  TW give each student the same 

number of pieces of computer paper as 

the student has words.  

1.3 SW define the vocabulary using a 

Review/Assessment: 
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main characters, and sequence of 

events) using a short story flow 

chart 

3. SWBAT evaluate the extent to 

which they enjoyed the short story, 

and provide rationale for their 

rating on the Short story flow chart 

Language Objectives: 

4. SWBAT read a contextualized 

sentence that includes a vocabulary 

term 

5. SWBAT read the definition for a 

vocabulary term 

6. SWBAT describe the main 

character of a short story with 

adjectives other than “nice” and 

“good”. 

7. SWBAT write in three sentences 

the beginning, middle, and end of 

the short story they have read. 

modified 4-corners vocabulary 

technique (beginners should be paired 

with higher level students) 

a. SW write the word 

b. SW define the word using a 

dictionary or their knowledge of 

the term 

c. SW write a sentence using the 

word 

d. SW draw a picture OR give 

examples of the term 

 

 

 

 

 

 

DAY TWO 

 

2.1 SW read the story with a partner for 

meaning and general understanding. 

SW predict why the father and son 

fought. 

2.2 SW read the story a second time and 

identify through writing the elements 

of the story in the short story flow 

chart 

6.1 SW describe the main character using 

adjectives other than “nice” and 

“good” 

7.1 SW write three sentences to 

summarize the beginning, middle, and 

end of the story in the short story flow 

 

 

 

 

 

 

 

 

 

 

 

4.1/5.1 TW ask students to present their 

vocabulary term(s) to the class  

1.4 SW guess which term is being 

presented. 

1.5 SW post the term on the wall for 

reference while reading 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

2.3 TW record the elements on the class 

Short Story Flow Chart as per student 
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chart. 

 

 

 

 

3.2 SW record their evaluation of the story 

in the Short Story Flow Chart using the 

sentence frames: I enjoyed the story (a 

lot/ a little) because 

__________________. I did not enjoy 

the story because 

_________________. The story made 

me feel _________________. 

3.3 SW verbally evaluate the story and 

describe to their partner why they 

enjoyed or didn’t enjoy the story (as 

recorded in their Short Story Flow 

Chart) 

 

responses 

 

6.2 TW ask students to share their 

characterizations of the main character 

3.1 TW ask students to evaluate the story 

using the sentence frames 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Wrap-up: 

- How did Haruo face his problem? Was it a good reason to run away? 
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Arabic Texts 

 

 

CRT Author Werner, L. 

CRT Title Little Syria 

Related Lang./Ethnic 

Background 

Arabic 

Content Area(s) History 

Age groups Grade 9/10 U.S. History/Global History (immigration) 

Themes Immigration 

Where can I find this 

CRT? 

(2012).  Saudi Aramco World. 63(6). www.saudiaramcoworld.com   

Short 

Summary/Suggested 

uses 

- Use alongside an immigration unit to illustrate the parallels 

between Syrian immigrants and other immigrants of the time.  

- Ask students to share their immigration reasons and story if they 

are willing. 

- How much has changed between then and now in terms of 

reasons for immigrating?  

http://www.saudiaramcoworld.com/
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, 

GO= Graphic Organizer 

SIOP Lesson: Arab Immigrants in NYC DAY ONE Grade: 9/10       

Content Standards:  

RI.9/10.1 Cite strong and thorough textual evidence to support analysis of what the text says explicitly as 

well as inferences drawn from the text.   

  a. Develop factual, interpretive, and evaluative questions for further exploration of the topic(s). 

RI.9/10.4 Determine the meaning of words and phrases as they are used in the text. Analyze how speech 

choice affects the meaning and tone of the passage. 

RI.9/10.2 Determine a central idea of a text and analyze its development over the course of the text. Provide 

an objective summary of the text 

SL.9/10.1d Respond thoughtfully to diverse perspectives, summarize points of agreement and disagreement, 

and qualify or justify opinions to make new connections in light of the evidence 

SL.9/10.1e Seek to understand diverse perspectives and cultures and communicate effectively with 

audiences or individuals from varied backgrounds 

Key Vocabulary: Ellis Island, immigrants, tenements, street 

peddler 

 

HOTS: 

- What are the differences and similarities between the 

Arabic immigrants and the immigrants discussed in the 

textbook?  

- What are the reasons for immigration to the U.S. for the 

various groups of immigrants? Why are they similar or 

different? 

Visual/Resources:  

- Article from Saudi Aramco 

o “Little Syria: 

- Pictures of street peddler’s cars, tenement buildings, 

etc. to clarify key terms of the reading 

- Key terms print outs (add the terms that you feel are 

appropriate for you students’ levels) 

- Chart for summarizing and questions, Day one and two 

copies (Class set and electronic) 

Connections to Prior Knowledge/Building Background: 

- Immigration to the U.S. from European countries during the early 1900s (See Review/Assessment 1.3) 

- TW have the key words for the reading on the board and the class will discuss what the meanings are 

- TW write/have a picture of the meaning next to the key term 

 -SW copy/draw the definitions of the key terms into their notes 

Content Objectives: 

1.1 Summarize the life of Arab 

Meaningful/Activities: 

 

Review/Assessment: 

A. Review immigration and the main 
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immigrants in Little Syria 

1.2 Compare and contrast the 

immigrants in Little Syria to 

other immigrants from the 

textbook 

1.3 Explain what immigration is and 

why it occurred so abundantly in 

the early 1900s U.S. 

Language Objectives: 

2.1 SWBAT Analyze the text for 

answers to predictions/questions 

2.2 SWBAT orally and through writing 

summarize the typical 

lifestyle/occupation of a person 

living in Little Syria   

 

 

 

TW introduce the text and activity 

1.5 SQP2RS in small groups (<4) SW 

survey the first 3 pages of text and 

then formulate two or three questions 

that they think the text will answer. 

- TW create a class list of 

questions 

1.1 a. SW predict what 

information/questions the text might 

answer and the possible answers 

2.1 SW read the text in pairs or small 

groups (<4) using highlighters to 

mark important information (see 

class questions/key terms) 

1.1/2.2 SW summarize the information 

from  the text in their small groups 

1.1/2.2 TW ask students to summarize 

the text aloud 

1.1 The class will begin to answer the 

questions using the information from the 

text. TW facilitate discussion and ask 

students to demonstrate where in the text 

they found their answer. SW determine 

which predictions were confirmed or 

disconfirmed. 

 

1.2 TW instruct students to create a list 

of the key traits of immigrants that 

lived in Little Syria.  

1.6 SW create a list of the traits(beginner 

students can number or star the traits 

occupations/lifestyles of immigrants 

as per the textbook/previous lessons. 
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that they find in the text or work with 

another student to identify the traits) 

 

 

 

 

 

1.2 TW ask for student volunteers to tell 

information from their list and create 

a class list 

Wrap-up:  
o 1.2 TW ask for student volunteers to tell information from their list and create a class list 
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Traits/Important Information: 
immigrants living in Little Syria 
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Name: _________________________________________________________________ Little Syria/Immigration into the U.S. 

Questions 
 

Predicted 

Answers 

 
confirmed (+) 

disconfirmed (-) 

 

Summary 
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Name: ____________________________________________ Key terms: “Little Syria” 

1 Immigrant emigrés 

2 Ellis Island  

3 Street Peddler 

 
4 Tenement building 

 
5 “Little Syria”  

6   

7   

8   

9   

10   
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, GO= 

Graphic Organizer 

SIOP Lesson: Arab Immigrants in NYC  DAY TWO  Grade: 9/10       

Content Standards:  
RI.9/10.1 Cite strong and thorough textual evidence to support analysis of what the text says explicitly as well as 

inferences drawn from the text.   

  a. Develop factual, interpretive, and evaluative questions for further exploration of the topic(s). 

RI.9/10.4 Determine the meaning of words and phrases as they are used in the text. Analyze how speech choice 

affects the meaning and tone of the passage. 

RI.9/10.2 Determine a central idea of a text and analyze its development over the course of the text. Provide an 

objective summary of the text 

SL.9/10.1d Respond thoughtfully to diverse perspectives, summarize points of agreement and disagreement, and 

qualify or justify opinions to make new connections in light of the evidence 

SL.9/10.1e Seek to understand diverse perspectives and cultures and communicate effectively with audiences or 

individuals from varied backgrounds 

Key Vocabulary: Ellis Island, immigrants, tenements, street 

peddler, 

 

HOTS: 

- Why did groups immigrate to the U.S. in the early 1900s?  

- Why are groups immigrating today? 

- How are these similar or different? What can you infer 

about the world from these facts? 

Visual/Resources:  

- Text “Little Syria” Saudi Aramco (class set) 

- Key terms list (electronic see day one) 

- “Character” trait list (electronic See Day one) 

- Venn diagram (class set and one electronic) 

Connections to Prior Knowledge/Building Background: 

- Review the questions and answers from yesterday as well as the list of “character” traits 

- TW have the key words for the reading on the board and the class will discuss what the meanings are 

- TW write/have a picture of the meaning next to the key term 

 -SW copy/draw the definitions of the key terms into their notes 

Content Objectives: 

1. Summarize the life of Arab 

immigrants in Little Syria, using the 

text and personal experience 

Meaningful/Activities: 

 

 

Review/Assessment: 

 

- Review the questions and answers 

from the previous day and review 
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2. Compare and contrast the 

immigrants in Little Syria to other 

immigrants from the textbook 

3. Explain what immigration is and 

why it occurred so abundantly in 

the early 1900s U.S. for Arab 

Americans 

Language Objectives: 

4. SWBAT Analyze the text for 

answers to predictions/questions 

5. SWBAT orally and through writing 

summarize the typical 

lifestyle/occupation of a person 

living in Little Syria   

 

 

 

 

 

 

 

 

 

1.1 SQP2RS in small groups (<4) SW 

survey the last 2 pages of text and then 

formulate two or three questions that 

they think the remainder of the text will 

answer. 

- TW create a class list of questions 

1.2 SW predict what information/questions 

the text might answer and the possible 

answers 

4.1 SW read the text in pairs or small 

groups (<4) using highlighters to mark 

important information (see class 

questions/key terms) 

1.3/4.2 SW summarize the information 

from the text in their small groups 

1.4/4.3 TW ask students to summarize the 

text aloud 

1.5 The class will begin to answer the 

questions using the information from 

the text. TW facilitate discussion and 

ask students to demonstrate where in 

the text they found their answer. SW 

determine which predictions were 

confirmed or disconfirmed. 

the key terms of the text 

- Review the list of “character” traits 

of immigrants living in Little Syria 
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2.2 SW create Venn diagram following the 

teacher’s model and using the 

resources indicated by the teacher 

(10mins) 

 

 

 

3.2 SW explain why they believe so many 

people of Arab descent immigrated to 

the United States during this time 

period.  

3.3 SW listen to and ask Arab-American 

students in their class about the reasons 

their family immigrated and develop 

connections to why/when  other groups 

immigrated in large numbers to the U.S. 

 

2.1 TW demonstrate a Venn Diagram to 

compare and contrast the immigrants of 

Little Syria with immigrants from other 

backgrounds. TW tell/show students they 

can use their lists from yesterday and their 

textbooks to find the information discussed 

prior in class. TW give page 

numbers/headings and will bring up the 

class created list from yesterday  

 

 

 

 

 

2.3 TW Create a class Venn diagram on the 

board prompting for student input 

 

 

 

Wrap-up: Class call out 

- Were the Arab immigrants living in Little Syria different from other immigrants? 

o What were some things they had in common with other immigrants? 

o How were they unique? 
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Immigrants in Little Syria 

 

 

 

 

 

 

 

 

 

 

 

 Other immigrants groups 
living in NYC 

 

 

 

 

 

 

 

 

 

 

 

Traits of both groups: 

-    

-    

-    



USING A MODIFIED                                      211 
 

 

CRT Author Lunde, P. 

CRT Title Patterns of the Moon, Patterns of the Sun 

Related Lang./Ethnic 

Background 

Arabic 

Content Area(s) Math 

Age groups Grade 6 

Themes Calendars, Conversions 

Where can I find this 

CRT? 

(2012).  Saudi Aramco World. 63(6). www.saudiaramcoworld.com   

Short 

Summary/Suggested 

uses 

- Compare the Hijri and the Gregorian calendar 

- Learn way the calendars run on different time frames that are 

important to each background 

  

http://www.saudiaramcoworld.com/
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, 

GO= Graphic Organizer 

SIOP Lesson: Hijri Calendar  Grade: 6 

Content Standards:  

- Math 5OA.1 Use parentheses, brackets, or braces in numerical expressions, and evaluate expressions with these 

symbols. 

- RI.6.1 Cite textual evidence to support analysis of what the text says explicitly as well as inferences drawn from the 

text 

- RI.6.4 Determine the meaning of words and phrases as they are used in a text, including figurative, connotative, and 

technical meanings 

Key Vocabulary: Hijri, compensate, anno hegirae 

 

HOTS: 

- What are the similarities and differences between the 

Julian/Gregorian and Hijiri calendars? 

- Why are there different calendars? 

Visual/Resources:  

- “Patterns of the Moon, Patterns of the Sun” Saudi 

Aramaco article 

- Smartboard Notebook page with the conversions on it 

(for calculating), page with key terms, page with 

compare/contrast chart (or class copies) 

- GO Split page note-taking: 5 W’s 

Connections to Prior Knowledge/Building Background: 

- What are some features of the standard American calendar that are unique/interesting? 

Content Objectives: 

1.1 Explain the differences between 

the Julian/Gregorian calendar and 

the Hijri calendar 

1.2 Explain the origins and facts of 

the Hijri calendar 

1.3 Justify why there are different 

calendars 

1.4 Calculate year conversions 

Language Objectives: 

2.1 Orally tell about the differences 

in the calendars 

2.2 Describe orally and in writing the 

Meaningful/Activities: 

 

 

 

 

1.2 SW survey the text in pairs and 

formulate before reading questions in 

their GO 

1.2 SW in pairs read the text and use the 

Split page note-taking GO to organize 

their information on the Hijri calendar. 

Review/Assessment: 

1. TW ask the class what are some 

of the interesting things about the 

calendar that they know? TW 

create a list. TW introduce the 

text about calendars. 
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origins of the Hijri calendar 

2.3 Tell the Hijri year conversion of 

important events 

Student may use highlighters to mark 

important information. 

2.2 SW discuss the answers to their 

questions on the split page note-taking 

1.1/2.1 In their pairs SW discuss the 

similarities and differences between the 

two types of calendars 

 - “They are alike because ____” 

 - “They are different because___” 

 and explain why there are different 

calendars in the world 

- “I think that there are different 

calendars because _____” 

- “The article says that _______” 

 

1.4 TW introduce and demonstrate the 

conversion from the Gregorian calendar 

to the Hijri calendar using his/her birth 

year! SW calculate the Hijri year of their 

births and the year they will graduate.  

2.3 SW share their answers with the 

class. 

 

 

2.2 TW ask what information they found 

about the Hijri calendar. Where did it 

come from? When was it started? By 

whom?etc. SW volunteer to response 

orally. 

 

 

2.1 After working in their pairs, TW ask 

for student volunteers to orally share 

with the class their questions and the 

answers that they found. TW create a 

chart. 

 

 

 

 

 

 

Wrap-up: Fist list 

- TW ask students to think of four things they have learned about the different calendars today. They should put up one 

finger every time they think of a piece of information until they have four fingers up. TW model the procedure with her 

own example. TW give students one minute to think and the ask the students to tell one of their pieces of information 

while the teacher keeps a class fist list on his/her hand(s) as information is stated. 
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Name: __________________________________________________ Hijri Calendar 

On the Before Reading side, write a question for each question word that you hope will be 

answered by the article. On the During Reading side record the answer that you found while 

reading. 

Before Reading During Reading 

 

Who? 

 

 

 

 

What? 

 

 

 

 

When? 

 

 

 

 

Where? 

 

 

 

 

Why? 

 

 

 

How? 
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Name: _________________________________________ Hijri Calendar 

Information Compare 

Write/draw about the different calendars from the reading. Tell how each is 

unique and then at the bottom, how they are similar. 

Hijri Calendar Julian/Gregorian Calendar 

  

Both calendars: 
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CRT Author N/A 

CRT Title Naomi Shihab Nye 

Related Lang./Ethnic 

Background 

Arabic 

Content Area(s) ELA 

Age groups 5-12 

Themes Biographies, Getting to know you 

Where can I find this 

CRT? 

Within the lesson 

Short 

Summary/Suggested 

uses 

- Use at the beginning of the year or close to it in order to get to 

know your students and for them to interact with and learn about 

each other. 

Note: This text is spread across three days that are all included in one lesson. 



USING A MODIFIED                                      218 
 

 



USING A MODIFIED                                           219 
 

 

Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, GO= 

Graphic Organizer 

SIOP Lesson: My Biography  THREE DAYS  Grade: 6-12  

Content Standards:  

SL.6-12.4 Present information, findings, and supporting evidence such that listeners can follow the line of 

reasoning and the organization, development, and style are appropriate to the task, purpose, and audience. 

SL.6-12.1e Seek to understand and communicate with individuals from different cultural backgrounds 

RI.6-12.1 Cite several pieces of textual evidence to support analysis of what the text says explicitly as well as 

inferences drawn from the text. 

RI.6-12.3 Analyze the interactions between events, and ideas in a text. 

W.6-12.4 Produce clear and coherent writing in which the development, organization, and style are 

appropriate to task, purpose, and audience 

W.6-12.11b Create stories, poetry, plays, and other literary forms 

Key Vocabulary: surroundings, bachelor’s degree, publish, 

immediately, attend, background, influence, poetry 

 

HOTS: 

- What information should be included in a biography? 

- How can you get that information? 

Visual/Resources:  

- Nye biography 

- Biography brainstorm 

- Interview questions slide 

- Vocab via PPT or pictures 

- Map showing St. Louis, MO; Ramallah, Palestine; and 

San Antonio, Texas 

- Flip cameras or recorders(for beginners/intermediate) 

Connections to Prior Knowledge/Building Background: 

- What is a biography?  

- What questions should a reporter ask to get information to write a biography? 

- In order to learn about our classmates what questions should we ask them? 

Content Objectives: 

1. SWBAT search for and recognize 

the key information in a 

biography 

2. SWBAT develop biography 

questions to ask their classmates 

based on information from the 

biography 

Meaningful/Activities: 

 

 

 

 

 

 

 

Review/Assessment: 

1.1 TW Review vocab and post a picture 

of Nye with her occupation so the 

students have a reference point. 

1.2 TW tell and demonstrate to the class 

how to read the biography: 

- Stop and think after each 

paragraph. What information did 
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Language Objectives: 

3. SWBAT verbally ask and respond 

to questions about their lives 

4. SWBAT analyze the information 

and write an accurate biography 

about their classmate 

5. SWBAT verbally introduce their 

classmate to the class using their 

biography and the third person 

 

 

 

1.3 SW read the short biography in 

groups. 

1.4 SW stop and think after each 

paragraph and mark important 

information. 

 

 

 

 

 

 

 

 

 

 

 

 

2.2 SW brainstorm with their groups 

questions that a reporter might ask 

and write their notes on a white 

board/laminated paper board 

 

 

 

 

 

2.4 GW verbally add questions to the list. 

TW write the questions (advanced 

students might be able to “be the 

teacher” and write their group’s 

question(s) on the board) 

that paragraph tell us? 

- Underline or star important 

information 

 

 

 

 

1.5 TW ask students/groups to read the 

important information sentences that 

they marked. TW mark the important 

sentences on the board/overhead 

projector 

 

3.1 TW ask What questions do you think 

a reporter asked Nye in order to write 

the biography? What questions can 

you make from each paragraph? And, 

In order to learn about our classmates 

what questions should we ask them? 

 

 

 

 

 

2.3 TW use the slide with questions 

developed during the BBK section and 

add to the list by asking groups for their 

input. 
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DAY TWO 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

2.7 In pairs, SW discuss the questions 

they think are important to ask each 

other 

2.8 SW record the questions on their GO 

2.9 SW brainstorm/answer the questions 

for themselves (On their own). 

  

 

 

 

 

3.2 SW interview each other using the 

recorders or flip cameras.  

3.3 SW upload the video to the computer, 

with teacher assistance. 

3.4/4.1  SW listen and take notes on the 

interview filling in their classmate’s 

 

2.5 TW review the questions that the 

class developed yesterday and add 

any others that time did not allow for.  

- TW introduce/show his/her 

answers to the questions from 

yesterday 

- TW show and give instruction on 

how to use the recorders or flip 

cameras needed in the day’s 

activity 

2.6 TW divide the class into pairs, and 

instruct students to write the list of 

questions they will ask each other 

during the interview. 

 

 

 

 

 

 

 

3.1 TW assign pairs that are ready to 

interview to the recorders or flip 

cameras, again showing them which 

buttons to use in needed 
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answers on their GO  

 

 

 

 

 

 

 

4.2 SW write a biography about their 

classmate using the information 

gathered in the recorded interview. 

 

 

DAY THREE 

 

 

 

 

5.3 SW take turns introducing their 

classmate to the class 

(beginners/intermediate can read from 

their biography or use pictures to 

introduce their partner, beginners 

should generally be paired up with 

other students) 

5.4 T/SW place stickers or pins on the 

classroom map to show where the 

classmate they interviewed is 

from/has lived/has visited as learned 

about through the biographies. 

(Stickers/pins should be color 

coordinated, for example: blue for 

born, purple for where they have 

 

5.1 TW post his/her own biography based 

on the questions that the class 

brainstormed as an example, TW 

mention and discuss that the 

biography should have chronological 

order, like in the example and in 

Nye’s. It goes from YoungOlder 

 

 

 

 

 

 

5.2 TW introduce him/herself  to the 

class by reading the biography that 

was posted yesterday 
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lived, yellow for places visited) 

 

Wrap-up: 

DAY ONE 

- Why do we write biographies? 

- Why is it important to learn about others? 

- How are Naomi Shihab Nye’s experiences similar or different from your own? What would be one question that you 

would ask her about her life if you could? 

DAY TWO 

- What have you learned about your classmate? (Tell two things) 

DAY THREE 

- TW add his/her pins/stickers to the map and ask the students to share their thoughts about our class make-up to their 

partner. 

- Discuss as a class the pins and some of the places lived/visited etc. 
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Naomi Shihab Nye 

Naomi Shihab Nye was born on March 12, 

1952. She was born in St. Louis, Missouri. 

Her father is Palestinian and her mother is a 

German American. She does not have any 

brothers or sisters. She began writing poetry 

when she was six. She says she began writing 

poetry immediately after learning how to 

write. Nye learned about poetry from the 

books her mother would read to her and from 

watching a certain show on TV.  

 

 

 

 

Then during high school she lived in both Ramallah in Palestine, the Old City in 

Jerusalem, and San Antonio Texas. In Ramallah, she met her father’s mother, her 

grandmother. She always was writing about her surroundings, people, and emotions. 

 

 

 

What question(s) does this paragraph answer? 

What question(s) does this paragraph answer? 
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After high school, she attended Trinity University. There she earned a Bachelor’s 

degree in English and world religions. 

 

 

She has been published many times. Nye writes poetry for adults and children on 

many different topics. Her experiences of living in two countries and having a 

mixed background have influenced a lot of her work. She hopes that it is helpful 

and inspiring to others as well.  

 

 

 

Information retrieved from: 

http://www.pifmagazine.com/1999/08/interview-withnaomi-shihab-nye/ 

http://www.poets.org/poet.php/prmPID/174#sthash.3c1GYwK0.dpuf 

 

  

What question(s) does this paragraph answer? 

What question(s) does this paragraph answer? 
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After reading the biography, what questions did you and the class think of? 

Write all of your questions from the boxes here: 

 

Other questions added to the board: 

The questions my classmate and I are going to ask each other: 

 

 

  

 



USING A MODIFIED                                      227 
 

 

Questions and Answers: 

The Life of ______________________________________ (name) 

 

Write your questions and your classmate’s answers in the boxes. Then using 

numbers decide in which order the information should go to write the rough draft. 

Order (#) Question and Answer: 
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Rough Draft: Use complete sentences 

The Life of _________________________________________ (name)

 

Finally,    
 

 

 Then,   
 
 
 

  

    First, 
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CRT Author Zughaib, H. 

CRT Title I Honor My Grandmother 

Related Lang./Ethnic 

Background 

Arabic 

Content Area(s) ELA 

Age groups Grade 7-9 

Themes Family, Role Models 

Where can I find this 

CRT? 

Schifini, A., Short, D., & Tinajero, J. V. (1997). High point A. New York, 

NY: Hampton-Brown Books 

 

Short 

Summary/Suggested 

uses 

- Use to talk about traditions concerning respect and how respect is 

demonstrated in the students’ families.  

- Use for discussing role models or people that have been 

influential in the students’ lives. 

 

CRT Author Chagoya, E. 

CRT Title I Honor My Mother and Father 

Related Lang./Ethnic 

Background 

Spanish 

Content Area(s) ELA 

Age groups Grade 7-9 

Themes Family, Role Models  

Where can I find this 

CRT? 

Schifini, A., Short, D., & Tinajero, J. V. (1997). High point A. New York, 

NY: Hampton-Brown Books 

 

Short 

Summary/Suggested 

uses 

- Use to talk about traditions concerning respect and how respect is 

demonstrated in the students’ families.  

- Use for discussing role models or people that have been 

influential in the students’ lives. 

 

Note. These two texts can be used together or separately. One is Spanish/Mexican related and the other is 

Arabic related. Please be aware and use the texts accordingly 
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, 

GO= Graphic Organizer 

SIOP Lesson: I Honor My…  DAY ONE Grade: 7-9  

Content Standards:  

RL.7-9.2 Determine central ideas or themes of a text and analyze their development; summarize the key supporting details and ideas.  

RL.7-9.3 Analyze how and why individuals, events, and ideas develop and interact over the course of a text.  

RL.7-9.7a Analyze works by authors or artists who represent diverse world cultures 

RL.7-9.10. Read and comprehend complex literary and informational texts independently and proficiently.  

W.7-9.4 Produce clear and coherent writing in which the development, organization, and style are appropriate to task, purpose, and 

audience. 

SL.7-9.1 Engage effectively in a range of collaborative discussions with diverse partners  

b. Work with peers to promote civil, democratic discussions and decision-making, set clear goals and deadlines, and establish individual 

roles as needed. 

d. Respond thoughtfully to diverse perspectives, summarize points of agreement and disagreement, and qualify or justify opinions to make 

new connections in light of the evidence 

Key Vocabulary: seamstress, unusual, knit and crochet, color 

theory, landscapes 

 

HOTS: 

- Why are people honored? What are their characteristics 

that make these people more important to you than 

other people? 

- How do the people that you honor make you feel? 

- How do you show honor for the elders in your family? 

- What have they taught you? How have they shaped 

who you are as a person? 

Visual/Resources:  

- I Honor My Grandmother memoir and picture (Arabic) 

- I Honor My Father and Mother memoir and picture 

(Spanish/Mexican) 

(pick one or both depending on your student 

population)  

Connections to Prior Knowledge/Building Background: 

- Has anyone in your family or community taught you an important skill or more about something that interests you? How 

has that affected you and who you are? 

- Is honoring (or showing respect) of past generations important in your family/culture? Why/Why not? 

a. How do you demonstrate this? 

Content Objectives: 

1. SWBAT discuss the 

Meaningful/Activities: 

 

Review/Assessment: 

TW discuss: What is a memoir? With the 
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characteristics of important 

people in their lives 

2. SWBAT determine why some 

people are good influences on 

their lives 

Language Objectives: 

3. SWBAT verbally tell how the 

people in the story were 

important influences on the 

author’s lives 

 

 

1.1 SW read the text(s) in small groups 

1.2 SW discuss why the main 

person/people in the memoir(s) are 

important in the authors’ lives. 

1.3 /3.1 SW write answers to the 

questions about the memoir(s) and 

make connections with people in 

their lives that inspire/are important 

to them 

1.4 /3.2 SW discuss their answers with 

their groups and then with the class 

 

 

 

class. 

TW review the vocab of each text prior 

to reading it 

 

 

 

 

TW monitor and make informal 

observations of the students’ interactions 

and give assistance where needed. 

 

 

 

 

2.1 TW ask the students what made the 

people in the memoirs good influences 

on the authors’ lives? 

 

Wrap-up: 

- SW answer the teacher question in their groups. Each group will have to share one characteristic but they can’t repeat 

what another group said. 

 

  



USING A MODIFIED                                           234 
 

 

Think about it questions: 

1. How would you describe the people in the memoir(s)? What are the characteristics of the grandmother that make the author 

“honor them”? The father and mother? 

______________________________________________________________________________________________________

______________________________________________________________________________________________________ 

2. Teta and Enrique’s parents helped them become talented artists. They pushed them to be better.  

a. How do the people in your life push you to be better? 

________________________________________________________________________________________________  

b. What do they do to make you better at what you do? 

________________________________________________________________________________________________ 

c. What skills have they taught you? 

________________________________________________________________________________________________ 

3. What caused the two authors to become artists? How do you know? 

________________________________________________________________________________________________ 

4. How are the two works of art similar and different? 

______________________________________________________________________________________________________

______________________________________________________________________________________________________ 

5. Based on your experiences, what is the best way to honor someone? Why? 

______________________________________________________________________________________________________

______________________________________________________________________________________________________ 
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Key: SW=Students will; TW= Teacher will; SWBAT= Students will be able to…; HOTS= Higher Order Thinking Skills, GO= 

Graphic Organizer 

SIOP Lesson: I Honor My…  DAY TWO  Grade: 7-9 

Content Standards:  

W. 7-9.3 Write narratives to develop real or imagined experiences or events using effective technique, well-chosen details, and well-structured event 

sequences.  

W. 7-9.4 Produce clear and coherent writing in which the development, organization, and style are appropriate to task, purpose, and audience. 

W.7-9.5 Develop and strengthen writing as needed by planning, revising, editing, rewriting, or trying a new approach.  

SL. 7-9.4 Present information, findings, and supporting evidence such that listeners can follow the line of reasoning and organization, development, 

and style are appropriate to the task, purpose, and audience. 

Key Vocabulary: influence, honor, dedicate, characteristics  

 

HOTS: 

- How have other people helped to shape/influence who 

you are? 

- What are some important lessons these people have 

taught you? 

- How has that lesson changed you? 

Visual/Resources:  

- Blank Frame up 

- Questions on Smartboard/Overhead Projector 

Connections to Prior Knowledge/Building Background: 

1. Why were the family members honored in the two stories? 

2. Who do you honor in your family or adults close to you? Why? 

Content Objectives: 

1. SWBAT determine what makes 

someone important to them 

2. SWBAT discuss the importance 

of specific persons in their lives 

with their classmates 

Language Objectives: 

3. SWBAT draw/create a picture to 

represent someone that is 

important to them and why they 

are important   

4. SWBAT write about that person 

Meaningful/Activities: 

 

 

 

 

1.1 SW brainstorm with their classmate: Why 

would you “honor” someone? (like the 

authors of the memoirs did) What makes a 

person important to you? 

2.1 SW answer the question of the board by 

talking to their classmate(s): Who in your 

Review/Assessment: 

 

SW Summarize the two stories from last 

class and why the people in the memoirs 

were important to the authors 

 

 

 

TW ask for student input and ideas 

giving his/her own input based on 

his/her life, too 
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and what they were taught by 

them 

5. SWBAT verbally tell about 

someone in their life that has 

impacted their lives 

 

life is important to you because they taught 

you about something or how to do 

something? 

2.2 SW chose one person in their life that is 

important to them 

2.3 SW brainstorm why that person is 

important to them by answering the 

questions: What lesson/skill has this person 

taught me? How have they changed who I 

am becoming? How would I be different if 

they weren’t in my life? 

3.1 Using the Frame-up SW draw a portrait of 

someone that they honor or make a photo 

collage from magazines. 

4.1 On the four sides of the frame SW write the 

qualities or characteristics of that person 

that makes them honorable. Why do you 

honor them? Take ideas from the 

brainstorm. 

4.2 At the bottom of the picture SW use the 

dedication: 

-  “I dedicate this _____________ to 

________________ because they taught 

me/showed me/helped me_________ 

________________________________. 

5.1 SW verbally share their frames with their 

classmates (as a whole class or in small 

groups), and then hang the frames in the 

room to remind the students of the 

important people in their lives or take the 

frames home to give to that person 

 

 

 

 

 

 

 

 

 

 

TW monitor and assist where needed. 

TW help with spelling and grammar if 

necessary. 

 

 

 

 



USING A MODIFIED                                           237 
 

 

Wrap-up: 

5.2 SW in groups verbally elaborate on their frames and the theme of the memoir by answering: 

- How have other people helped to shape/influence who you are? 

- What are some important lessons these people have taught you? 

- How has that lesson changed you? 
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Discussion 

In order to write the curriculum for this project, it was essential to attempt to think about 

what would be important to and for the students from the five backgrounds.  In addition, an 

important factor was how each text would illustrate something relatable for the group, which the 

text is intended.  While reading the texts, it was helpful to reflect on the rubric questions and 

tentatively determine the relevancy before finishing the text, as well as which lesson and reading 

strategies would be the best to convey the understandings from the text.  After determining that a 

text was culturally relevant deciding on how to best use the text in a lesson was also considered.  

Each lesson attempted to include at least one SIOP component in order to strengthen the lesson 

and effectively reach ELLs.  Many of the reading strategies from SIOP that are incorporated into 

the lessons are useful for many of the texts.  Throughout the curriculum, some strategies are used 

multiple times for different texts.  The strategies used in each lesson depended on the type and 

content of the text. 

At first, CRTs that could be included for the content areas were difficult to find.  This is 

because the encountered content area texts were mostly written in academic English rather than 

in the dialect of the students.  However, the content area CRTs that are included align with Gay’s 

(2010) definition of CRP.  These texts illustrate a viewpoint that is different from the viewpoint 

of the mainstream textbook, they give light to a side that may not have been thoroughly 

discussed in the textbook, or discuss an event particular to the language/ethnic heritage 

background that is similar to the events being studied in the textbook yet is not mentioned in the 

text.  For both mainstream students and ELLs, the ability to examine critically the texts and the 

status-quo is a crucial aspect of CRP.  Likewise, the ability to think critically is a skill that is 
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emphasized in the Common Core Learning Standards recently adopted by New York State and 

numerous other states nationwide (New York State Department of Education, 2013). 

The stories that were selected for the English Language Arts (ELA) content area are texts 

that could be included in different thematic units.  These texts do not necessarily coincide with 

any other content areas and should be used within that thematic unit.  In addition, the texts for 

ELA could be used with pull-out ESL classes or with mainstream/push-in classes in which the 

ELLs would be the more knowledgeable other on the topic.  For example, when using the Day 

ah dallas mare toes text, the students that come from a family of Mexican descent or are from 

Mexico can share their experiences with the holiday and discuss its importance to them and their 

heritage.  In this way, the non-ELLs are exposed to different viewpoints and first-hand 

information.  Whereas, the ELLs are able to demonstrate the value that they add to the class and 

their ability to share about their heritage can lead to increased feelings of pride (Gay, 2010; 

Pahar & Sensoy, 2012). 

Some of the texts were difficult to analyze using the rubrics.  This was due to the 

information provided in the texts.  Some texts, like the Patterns of the moon, Patterns of the sun 

text lacked characters.  Other texts did not investigate a problem to which the students could 

relate.  Lastly some of the texts referred to non-gendered objects as the characters or the focal 

point of the text which made it difficult to rate, such as in Green Creek.  In cases such as these, 

the researcher rated the texts on what information was available and took the average of the 

items answerable by the points scored on the rubric.  The texts were still required to be at least 

75% culturally relevant. 

Throughout the research process, CRTs geared toward younger students (those in the 

elementary or early elementary years) were easily found.  Many of these CRTs used some 
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combination of English, the student’s L1, and/or an English-dialect derived from mixing the L1 

and English.  These CRTs were often trade books written by authors native to one of the L1 

communities included in the study.  Additionally, although a number of the research articles 

utilized to create this curriculum project included suggested CRTs for some of the language 

backgrounds these CRTs were again written to appeal to a younger audience.  

According to design, the lesson plans and texts that are included can be used in either the 

mainstream inclusion classroom or the ESL classroom.  While some lessons would work best in 

an ESL classroom, most are easily transferrable in the mainstream classroom, which would 

provide an atmosphere for socio-cultural learning in which the proficient English speakers are 

the more knowledgeable others.  The proficient English students would scaffold the English and 

assist their ELL counterparts in any comprehension difficulties.  Because the texts are CRTs and 

are relevant for the students that are native members of the language/ethnic background 

community, many of the lessons draw on information that the ELL students may inherently 

know or to which they more readily relate than their proficient English-speaking counterparts do.  

By including these texts in the curriculum, the students are able to demonstrate their knowledge 

of the topic.  Studies have shown that this can increase their feeling of pride in their heritage, 

value as a class participant, and demonstrate to the other students that they too have plenty to 

offer to the class (Gay, 2010; Pahar & Sensoy, 2011). 

Limitations 

The design of the curriculum project was structured to be for middle and high school 

students and was mainly focused on the content areas (English, history, science, and math) with a 

few lessons interspersed for art and home and careers.  However, the final product includes more 

lessons for English and history than for math or science, which was not intended in the design.  
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The curriculum was meant to contain relatively equal lessons for each of the content areas.  

Regarding math and science, many of the texts encountered during the research process were 

dated newspaper articles, written in academic English, or were not highly relatable to the 

students’ current issues.  Therefore, finding relatively current and relatable CRTs in math and 

science was difficult. 

The texts included are varied across the grade levels as per the design; however, texts that 

could include grade nine, on either the high end or the low end, were frequent.  The texts and 

lessons included in the curriculum project could be most useful to schools with a high 

concentration of one of the language/ethnic heritage backgrounds included in the project.  For 

schools that have high populations of a couple or a few of the languages included in the project, 

it is recommended that the teachers select the texts that are most relevant for specific classes 

based on the students in the class.  Another option in the case of multiple language representation 

is to utilize an equal number of texts from each of the language/ethnics heritage backgrounds.  

By doing so, students may be less inclined to feel the superiority of one background over the 

other(s). 

Another limitation of the curriculum project is that some of the CRTs that were 

researched to be included in the curriculum were omitted for personal reasons of the researcher.  

By personal reasons, it is meant that the texts included topics that the researcher did not see fit 

for a school curriculum.  This is based on her own judgment of moral values and ideals of what 

is appropriate to be instructed in schools.  For this reason, some CRTs that were researched were 

omitted due to their content including but not limited to controversial language, scenes, and 

themes, however; these omitted texts can be found in Shepard, R., Thomas, J., & Gonzalez, R. 

(Eds.) (2010).  Alongside researcher exclusion, is the limitation that the researcher is not a native 
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member of any of the language/ethnic heritage backgrounds included in the curriculum project.  

Therefore, she had to rely on her previous interactions and experiences with students from these 

backgrounds and from the feedback of teachers within the school districts around whose needs 

the project was centered. 

This project was limited by it being a project without a hands-on research component.  It 

is the belief of the researcher that student input would have benefited the results of the project, 

by strengthening its validity.  The rubrics that were used in creating the curriculum were 

redesigned by the researcher through suggestions gathered during the research phase of the 

project.  Unfortunately, student input on the validity of the rubrics was not attainable and the 

researcher had to rely on the information gathered in the literature and through conversation with 

current ESL educators that work with the students for the language/ethnic heritage backgrounds 

herein contained. 

Future Study/Modifications/Changes 

The variety of languages (Spanish, Russian, Arabic, and Chinese) included in this 

curriculum is to reflect the languages in the two districts that are included in the study.  

However, instead of focusing on numerous language groups, the project would benefit from 

focusing on one of the language groups.  By focusing on one language group, the curriculum 

could be developed more completely across all of the content areas and more texts from the 

specialty areas.  Additionally, some of the texts in the curriculum are adaptations that were 

designed for ELLs.  These texts are written by authors that are natives to the language/ethnic 

group about topics that are relevant for these students.  However, the full novels and texts of the 

adaptation would be a good addition to this project and provide for more interactions and 
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discussions on topics that are relevant to the students from the language and ethnic heritage 

background. 

This curriculum project is by no means all-inclusive.  There are a plethora of additional 

books, articles, poems, and artistry that could be included for these four language groups alone.  

It is vital to recognize that there are more CRTs being added to libraries around the world 

frequently.  Other CRTs can be found and purchased or downloaded via the internet.  The goal 

here was to create a curriculum whose parts were just as valuable as the whole.  The usefulness 

of this curriculum varies based on the student population in a given school or district.  The 

usefulness of this curriculum project also depends on the curriculum currently in place in the 

school or district.  For example, some schools teach history or science classes in a different order 

than those included in the curriculum, therefore the ages and grade levels may exactly coordinate 

to the topics at that level in every district.  This project is meant to enhance the curriculum 

currently in place and enrich the students more thoroughly than by using the textbook alone. 

In the future, this project could, be expanded to consider each of the language 

backgrounds on their own.  From that point, a CRT curriculum could be designed strictly for the 

focus language (Arabic, Chinese, Spanish, Russian, etc.) that would be more all encompassing 

than the content-area/language background sampler of the current project.  Although, a teacher 

that is currently working with a group of students whose language and ethnic heritage 

background is not included in this study could use the rubrics and the background information 

given about CRTs to begin searching for CRTs to enrich their students’ learning. 

If, as in the current case, the school district does have a variety of large ELL student 

populations that speak many different languages, the researcher suggests including one type of 

text in the study, either literature texts or expository.  The current project includes both 
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expository texts and informational texts and while both types are included in the Common Core 

Learning Standards and are important to the knowledge in the content areas, including both made 

researching for the rubric and texts more complicated. 

More CRTs 

While creating this curriculum project there were a number of CRTs that had value, 

which simply could not fit into the curriculum (Appendix D).  These texts, though very useful to 

an English teacher, would have decreased the scope of this curriculum project overall and greatly 

limited the list of CRTs.  However, these sources would be beneficial to read in an ESL class 

(depending on the students in the class) or a mainstream English class (depending on the themes 

being studied).  Another option could be to use them for free reading time or as texts that could 

spark a student’s desire to read.  Many of the additional CRTs are novels written by authors that 

are natives to the languages and ethnic backgrounds of the persons about which they write.  The 

stories are intriguing, captivating, and relatable for many young people and not just those from 

the language/ethnic heritage background.  Some of the themes included are coming of age, 

moving, divorced or divorcing parents, loss of family members due to illness, death, or jail, and 

coping with changes in the young people’s lives.  A list of authors and poets along with select 

works is included in the appendices.  

Implications 

Although previously mentioned, this curriculum project is not all-inclusive.  However, it 

is a good starting point for any teacher that is trying to make their classroom or their course 

curriculum more culturally relevant for the students.  As a teacher just starting to use CRPs, one 

can try one or two of the texts from their students’ background group to gauge its level of 

effectiveness and reception.  Some advice for teachers wanting to try CRP in their classroom is 
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to start slowly, start small.  Do not dive in headfirst as it is possible to become overwhelmed.  It 

is important to get comfortable first with the different approaches so that the change is not 

overwhelming for the teacher or the students.  

Dissemination of Project 

The results of this project were provided to the school districts whose ELL demographics 

were the basis of the curriculum.  It is the hope of the researcher that the resources that were used 

in the development of this curriculum will be purchased for the schools, if they did not already 

have them.  Additionally, the project has been shared with other TESOL students that are already 

or plan to be teaching ELLs.  I hope that this project will be useful to others, both students and 

educators, which are looking to expand their knowledge of CRP and CRTs to be used in the 

classroom for the enrichment of all students, but specifically ELLs.  
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Appendix A 

Cultural relevance rubric (developed by Freeman, as cited in Ebe, 2012) 
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Appendix B 

Cultural Relevance Rubric for Literature 

Complete this rubric using your knowledge of your students and their home lives to determine if 

a book that you have selected would be culturally relevant for them to assist in the understanding 

of the topic that is currently under discussion in the classroom. 

Cultural Relevance Rubric: Literature: Teacher Use 

1. Are the characters in the story similar to your students and their families? Do they come 

from the same ethnic background? 

Very similar .......................................................................................No similarities 

5  4   3   2  1 

2. Have your students ever lived in or visited places like those in the story? 

Yes .................................................................................................................No 

5  4   3   2  1 

3. Do the characters speak the same home language as your students? 

Yes .................................................................................................................No 

5  4   3   2  1 

4. Do the characters in the story face problems similar to those of your students (in language, 

school, home-life, work)? 

Yes .................................................................................................................No 

5  4   3   2  1 

5. How close are the main characters to your students in age?  

Very close ..........................................................................................Not close at all 

5  4   3   2  1 

6. Have you ever heard/been made aware of your students experiencing similar events as 

those that the characters in the story experience?  

Yes .................................................................................................................No 

5  4   3   2  1 

7.  Does the story have main characters that are the same sex (M/F) as your students? 

Y2es ...............................................................................................................No 

5  4   3   2  1 

8.  Are the celebrations in the story similar to those that your students’ families celebrate?* 

Yes .................................................................................................................No 

5  4   3   2  1 N/A 

 Does the text expand on or introduce the topic of discussion in the classroom? Does it 

 coincide with the unit (similar themes and lessons?) 

Yes .................................................................................................................No 

5  4   3   2  1 

Cultural Relevance score:  ______/40*    _____/35 if #8=N/A* 
* A text should have a relevancy score of 30 (27 if #8=N/A) or above, 75%, to be considered culturally relevant for the unit in 

which it will be used.  The final item should merely be used for planning purposes and not included in the overall score.   

Title: _______________________________________________________________________ 

Author: _____________________________________________________________________ 
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 Appendix C  

Cultural Relevance Rubric for Expository texts 

Complete this rubric using your knowledge of your students and their home lives to determine if a 

text/article that you have selected would be culturally relevant for them to assist in the understanding of 

the topic that is currently under discussion in the classroom. 

Title: _________________________________________________________________________ 

Author: _______________________________________________________________________

 Cultural Relevance Rubric: Expository Text: Teacher Use 

1. Are the characters in the text/article similar to your students and their families? Do 

they come from the same ethnic background? 

Very similar .......................................................................................No similarities 

5  4   3   2  1 

2. Have your students ever lived in or visited places like those in the text? 

Yes .................................................................................................................No 

5  4   3   2  1 

3. Do the people discussed in the text/article speak the same home language as your 

students? 

Yes .................................................................................................................No 

5  4   3   2  1 

4. Do the persons in the text face problems that could be similar to those of your 

students (in language, school, home-life, or work) or their relations?* 

Yes .................................................................................................................No     N/A 

5  4   3   2  1 

5. Does the article discuss an event that is important in the heritage of your students?  

Yes ................................................................................................................ No 

5  4   3   2  1 

6. Does the article expand on the students’ knowledge of their culture or illustrate the 

inherent value of the culture in today’s world? 

Yes .................................................................................................................No 

5  4   3   2  1 

7.  Does the article/text include persons that are the same sex (M/F) as your students? 

Yes .................................................................................................................No 

5  4   3   2  1 

8. Does the article/text provide students with a different perspective and/or encourage 

them to examine critically the current status quo or their textbook? 

Yes .................................................................................................................No 

5   4   3   2  1  

Cultural Relevance score:  ______/40*    _____/35 if #4=N/A* 
* A text should have a relevancy score of 30 (27 if #4=N/A) or above, 75%, to be considered culturally relevant for the 

unit in which it will be used.  The final item should merely be used for planning purposes and not included in the overall 

score.   



USING A MODIFIED  258 
 

 

Appendix D 

Novel-length CRTs not in curriculum 

Listed below are more CRTs that are not included in the curriculum but as mentioned in 

the Results would be good reading texts for some ESL students 

 

Title Author Language/Background 

American-born Chinese Yang, Gene Chinese 

Money Boy Yee, Paul Chinese 

The Secret Keepers Yee, Paul Chinese 

What Happened this Summer Yee, Paul Chinese 

Jesse Soto, Gary Spanish 

Buried Onion Soto, Gary Spanish 

Neighborhood Odes Soto, Gary Spanish 

Livin’ up the street Soto, Gary Spanish 

Taco DeJesus, Joe Spanish-Puerto Rico 

Esperanza Rising Ryan, Pam Muñoz Spanish 

I wanna be your shoe box García, Christina Spanish/Chinese 

Once in a Promised Land Halaby, Laila Arabic 

Various (stories and poetry) Nye, Naomi Shihab Arabic 

Post-Gibran: Anthology of new 

Arab American writing 

Mattawa, K. & Akash, M. Arabic 

 

- 50 greatest works of immigration literature, this website is a collection of 

immigration titles from 1850-present.  These titles could be used for a cross-content 

area unit between history and ELA in middle or high school. 

http://oedb.org/library/features/coming-to-america:-50-greatest-works-of-

immigration-literature  

- The following webpage is where one can purchase texts on the themes of exile and 

diaspora that are written by Arab-American authors.  

http://www.syracuseuniversitypress.syr.edu/books-in-print-series/arab-american-

writing.html 

http://oedb.org/library/features/coming-to-america:-50-greatest-works-of-immigration-literature
http://oedb.org/library/features/coming-to-america:-50-greatest-works-of-immigration-literature
http://www.syracuseuniversitypress.syr.edu/books-in-print-series/arab-american-writing.html
http://www.syracuseuniversitypress.syr.edu/books-in-print-series/arab-american-writing.html
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- Wingshooters by Nina Revoyr, published by Akashic Books (ISBN 

9781936070718). 

o Racial tensions build and ignite beginning when Japanese-American 

Michelle is abandoned at her grandparent’s home in a small all white 

Wisconsin town. 

- Vietnamerica by GB Tran, published by Villard Books, an imprint of Random 

House. (ISBN 9780345508720). 

o GB spent  his life running away from his family history. Now through a 

graphic novel he unravels the rich, fascinating story of his family’s journey 

from Vietnam to America. 

- City of Veils: A Novel by Zoë Ferraris, published by Little, Brown and Company, a 

division of Hachette Book Group (ISBN 9780316074278) 

o The beaten, burned and indecently exposed body of a young female 

filmmaker sparks a murder investigation CSI – Saudia Arabia style. 

- Dogfight: A Novel by Matt Burgess, published by Doubleday, a division of 

Random House, Inc. (ISBN 9780385532983) 

o Alfredo Batista is a hustler with a heart. His girlfriend is pregnant, his 

brother has just been released from prison, and they’re all crammed together 

in a typical Boricuan apartment. This unexpectedly humorous novel brings 

Jackson Heights, Queens to life. 

- Girl in Translation by Jean Kwok, published by Riverhead Books, a member of 

Penguin Group (USA) Inc. (ISBN 9781594487569) 
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Appendix E 

Common Core Learning Standards met within curriculum 

Content 

Area 
Standards 
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1. Read closely to determine what the text says explicitly and to make logical inferences from it; cite specific textual evidence when writing or 

speaking to support conclusions drawn from the text.  

2. Determine central ideas or themes of a text and analyze their development; summarize the key supporting details and ideas.  

3. Analyze how and why individuals, events, and ideas develop and interact over the course of a text.  

4. Interpret words and phrases as they are used in a text, including determining technical, connotative, and figurative meanings, and analyze how 

specific word choices shape meaning or tone.  

5. Analyze how an author’s choices concerning how to structure a text, order events within it (e.g., parallel plots), and manipulate time and create 

such effects as mystery, tension, or suspense. 

6. Assess how point of view or purpose shapes the content and style of a text.  

7. Integrate and evaluate content presented in diverse formats and media, including visually and quantitatively, as well as in words. 

7a. Analyze works by authors or artists who represent diverse world cultures 

8. Delineate and evaluate the argument and specific claims in a text, including the validity of the reasoning as well as the relevance and sufficiency 

of the evidence.  

9. Analyze how two or more texts address similar themes or topics in order to build knowledge or to compare the approaches the authors take.  

10. Read and comprehend complex literary and informational texts independently and proficiently.  

11. Respond to literature by employing knowledge of literary language, textual features, and forms to read and comprehend, reflect upon, and 

interpret literary texts from a variety of genres and a wide spectrum of American and world cultures. 
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Content 

Area 
Standards 

C
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2
 

1. Write arguments to support claims in an analysis of substantive topics or texts, using valid reasoning and relevant and sufficient evidence.  

2. Write informative/explanatory texts to examine and convey complex ideas and information clearly and accurately through the effective selection, 

organization, and analysis of content.  

3. Write narratives to develop real or imagined experiences or events using effective technique, well-chosen details, and well-structured event 

sequences.  

a. Engage and orient the reader by setting out a problem, situation, or observation, establishing one or multiple point(s) of view, and 

introducing a narrator and/or characters; create a smooth progression of experiences or events. 

b. Use narrative techniques, such as dialogue, pacing, description, reflection, and multiple plot lines, to develop experiences, events, and/or 

characters. 

c. Use a variety of techniques to sequence events so that they build on one another to create a coherent whole. 

d. Use precise words and phrases, telling details, and sensory language to convey a vivid picture of the experiences, events, setting, and/or 

characters.  

e. Provide a conclusion that follows from and reflects on what is experienced, observed, or resolved over the course of the narrative. 

f. Adapt voice, awareness of audience, and use of language to accommodate a variety of cultural contexts 

4. Produce clear and coherent writing in which the development, organization, and style are appropriate to task, purpose, and audience. 

5. Develop and strengthen writing as needed by planning, revising, editing, rewriting, or trying a new approach.  

7. Conduct short as well as more sustained research projects based on focused questions, demonstrating understanding of the subject under 

investigation. 

9. Draw evidence from literary or informational texts to support analysis, reflection, and research.  

11. Develop personal, cultural, textual, and thematic connections within and across genres as they respond to texts through written, digital, and oral 

presentations, employing a variety of media and genres.  

11b. Create poetry, stories plays, and other literary forms 

C
C

R
 L

is
te

n
in

g
 a

n
d
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ea
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 6
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1. Engage effectively in a range of collaborative discussions with diverse partners  

b. Work with peers to promote civil, democratic discussions and decision-making, set clear goals and deadlines, and establish individual roles 

as needed. 

d. Respond thoughtfully to diverse perspectives, summarize points of agreement and disagreement, and qualify or justify opinions to make 

new connections in light of the evidence 

e. Seek to understand diverse perspectives and cultures and communicate effectively with audiences or individuals from varied backgrounds 

2. Integrate and evaluate information presented 

3. Evaluate a speaker’s point of view, reasoning, and use of evidence and rhetoric, identifying any fallacious reasoning or exaggerated or distorted 

evidence. 

4. Present information, findings, and supporting evidence such that listeners can follow the line of reasoning and organization, development, and 

style are appropriate to the task, purpose, and audience. 

6. Adapt speech to a variety of contexts and tasks 

Math 5OA.1 Use parentheses, brackets, or braces in numerical expressions, and evaluate expressions with these symbols. 

 


