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The Senior English Seminar initially was designed to be a high school grade 12 elective. Through work with two pilot teachers and approximately 100 additional private and public school teachers from the eight regions in Virginia, project staff found that teachers were embedding the strategies, ideas, and emphasis on the college and career readiness performance expectations (CCRPE) in their other English classes. High interest and engaging fiction and non-fiction texts selected by students begins the transformative journey from capable student to confident reader, researcher, and writer with knowledge and skill sets to support work in college and/or career after high school graduation. This document is designed to (1) support a teacher who is starting an English Seminar class and (2) provide a suggested format for facilitating a one-day professional development session to engage teachers in reflecting on their own professional practice in order to create a more student-focused classroom.
[bookmark: _Toc211504360]Senior English Seminar Overview

The Capstone course/ English Senior Seminar is designed for students who have passed the EOC reading and writing SOLs with a proficient score between 400 and 450.  The students are college intending but not fully prepared. In the yearlong course students prepare for the challenges of college and careers.

The focus of the class is the College and Career Ready English Performance Expectations with an emphasis on nonfiction and research. A course content description and the performance expectations appear on the Virginia Department of Education website. The pilot teachers have developed and refined this course to engage students in order to meet the CCRE.  Foundational efforts to increase college and career readiness is the need for student engagement, and the Senior English Seminar is guided by the principle that building student engagement is a process.   Thus, the course is designed to help students first identify and develop interests through literacy-based experiences with an emphasis on social interaction in the classroom.  In the pilot classrooms, this was accomplished through an initial focus on self-selected reading in high-interest young adult and adult-level fiction and narrative non-fiction. Over the span of the course, students learn to approach their topics of interest through an academic lens, building knowledge of the conventions and purposes of academic writing, reading as a researcher in a range of expository texts, and participating in academic conversations.    
[bookmark: _Toc211504361]Course Progression

At the beginning of the course students construct individual literacy timelines, which document both their positive and less than productive reading and writing experiences from across their academic lives.  This activity provides the teacher with a better understanding of the students’ literate histories and also gives students an opportunity to reflect on their own experiences as a beginning point, and later, as a point of comparison once progress has been made.  These timelines serve as a prompt for whole-class and small group conversations about literacy, literate development, and goals for the course.

The process of students identifying and pursuing interests through reading and writing is set in motion through the introduction of a range of high quality, compelling fiction and narrative non-fiction texts.  The pilot teachers accomplish this first by presenting to students their own personal text sets—a collection of texts they have read that are connected by theme or topic.  Teachers next introduce a variety of texts on different topics by reading aloud excerpts that captured the themes of each.  Students are then provided the opportunity to read within the texts and topics that interest them, with a goal of developing their own focused text sets.  

Nonfiction is introduced into the course first in the form articles that connect to topics students are pursuing in their fiction and narrative non-fiction reading.  Because students are invested in these topics, this is a productive context for examining reasons and strategies for summarizing, annotating, and avoiding plagiarism. After the teacher models the annotation of an article, students begin to read articles that connect to their text topic (such as search for self, leadership) and practice the annotation and summarization skills.  Over the course of the year, this activity is repeated at greater levels of difficulty.   The first articles can be newspaper and magazine articles, but over time as students gain expertise in their topics, the stakes are raised to articles from a database search and then to even more scholarly sources. 

Initially students write regular journal entries and contribute to a class blog, discussing the books and articles they are reading. As time progresses the writing becomes more sophisticated with analysis and comparison and contrast of two or more texts.  Students then learn the elements of rhetoric and argumentation and practice synthesis of sources as they develop and present their arguments. 
 (
There are major products each quarter and although the format can vary, the products demonstrate critical thinking, analysis, synthesis and proper use of primary and secondary sources.  
)
There are major products each quarter and although the format can vary, the products demonstrate critical thinking, analysis, synthesis and proper use of primary and secondary sources.  The initial product can be a simple thematic presentation and later projects might be an involved collaborative video presentation or a synthesis essay. Research is embedded in the product development so the students perfect their research skills and understanding of documentation.  All research and products are driven by student choice, often based on their text set theme or topic.

Oral communication skills are strengthened through discussion and presentations, both formal and informal.  In writing, speaking, and visual presentations, students make intentional decisions about language and images based on audience and purpose. 


[bookmark: _Toc211504362]Insights from the Pilot Classrooms

 (
As students take the 
leap
 to greater independence and responsibility for their learning, they need an atmosphere of trust and confidence.  
)During the pilot year, students needed assistance with time management and long-term planning. To address the students’ need for greater self sufficiency and to develop an understanding of the demands of college, the teacher shares college syllabi and gives students calendars; so they take on the responsibility for planning and managing work to meet deadlines.  Students are also included in the development of assignments and rubrics which become collaborative efforts.   

The pilot experience provided many lessons that give insight as new sites establish an English Senior Seminar.    First, the development of strong student teacher relationships is critical.  As students take the leap to greater independence and responsibility for their learning, they need an atmosphere of trust and confidence.  The English Senior Seminar classroom needs to be a safe place   to practice new skills and to explore and make decisions.  Second, the teacher is an important part of a successful equation.  He/she is comfortable with textual analysis strategies and is also able to engage students in reading a variety of texts from books to articles to dense non-fiction.  Flexible and supportive, the teacher understands that the goal of the course is for students to become independent, strategic, engaged thinkers.
[bookmark: _Toc211504363]Characteristics of Senior English Seminar Teachers


The Senior English Seminar elective is a new offering in many schools and in other schools the CCRPEs are embedded into the grade level English course. This class is focused on skill building and uses books to identify student interests so that students will be driven to access and use high level nonfiction to research their topic and write. In working with many teachers who sought to learn more about this instructional option, project found that the teachers who had high fidelity with implementation and success stories to share, possessed several common characteristics. The effective teachers are:
· self-starters who can build a class
· flexible and tolerant of ambiguity
· knowledgeable of many instructional strategies, typically a benefit of being a mid-career teacher
Further they, 
· possess both ability and systems to differentiate for individual student journeys, including, but not limited to texts the student selects, resources to recommend, and multiple means to provide formative feedback on the work products
· garner support and respect for the class from students, administrators, and department team members
· are open to student input and ownership
· develop good relationships with students
· maintain high expectations of students and scaffold experiences to support students in reaching the high expectations
[bookmark: _Toc211504364]Description of Students

The students targeted by the Senior English Seminar Elective are minimally competent students. They previously have not participated in remediation classes. Overall, the students are compliant, rarely in trouble. In short, they earn passing grades. They passed both the writing and English 11 Standards of Learning (SOL) test in the 400-450 range. Yet, they do not have adequate skills, specifically in critical thinking and analysis. These students intend to enter the workplace, community college, or a university upon high school graduation. Yet, the same students often are unable to articulate how this journey may occur or even their expectations of the journey. 
[bookmark: _Toc211504365]Identification of Students

Certainly, the English 11 SOL reading and writing test results can be used as one metric for identification. However, using the test scores come with a timing challenge relative to when students need to select their courses.

Share with English grade 11 colleagues the focus of the course and description of the students who should be encouraged to enroll in the course. Share information with guidance counselors and request suggestions. Ask for their recommendations of students who need to strengthen their skills. One way to describe the students for whom you are looking to recruit is as a student who will pass the SOL, but not be ready to do anything. 
[bookmark: _Toc211504366]Recruitment of Students

Having a targeted list of students is a start, getting the students to select the class is next. Approaches that teachers have used include:
· Calling students’ homes, speaking with parents and their student about the purpose and anticipated outcomes of the class
· Hosting an information session at school after school or during a flexible period during the school day. Send passes to the students so they can come
· Use current year students to help recruit the next year’s class. 



[bookmark: _Toc211504367]Professional Development Preparation

The essential lessons learned from the 2011-12 pilot and two professional development academies inform the design of the professional development daylong session presented in Appendix A. The daylong session emphasizes literature, writing, and analysis with insights provided by the pilot teachers and their students. A series of common questions that arise during the professional development sessions appears in Appendix B. To prepare for the professional development day, participants skim two articles and read one book from a text set. During the day, participants will: 
· Examine the CCRPE
· Discuss honoring student language and choice in learning
· Focus on the connection between reading and writing in annotations and textual analysis
· Experience two model lessons
· Participate in a book discussion in which each person in the small group has read a different book related to a common theme

[bookmark: _Toc211504368]Course Planning


A common theme among English teachers who embarked on creating a student-focused classroom is that the “canon” no longer fits. One participant received a letter from a student saying that she had never really read a book in school, just skimmed them to pass the quizzes or write the papers. The goal of the course is to help prepare students for reading and writing not just in English class, but instead for a range of literacy demands across the college curriculum and in a variety of workplaces.  In the Senior English Seminar, teachers use high interest reading as the entry point to address the 51 CCRPE. Students have the choice to read genres and texts of interest to them. The teacher carefully scaffolds experiences so that students motivated by their own interest and learn how to use a series of skills in writing and communicating. The class leads the students on a journey to articulate their own analysis of an issue based on research they have conducted and material they have connected from a variety of sources. In essence, the teacher is the concierge of learning, knowledgeable in so many ways to assure that students have what they need at just the right moment.


The English Senior Seminar Course Planning Guide on the following pages provides a roadmap to one teacher’s approach to teaching the class. The pilot teacher and project staff have included lesson plans for key points during the school year which appear in Appendix C. 




English Senior Seminar Course Planning Guide: One Teacher’s Approach
Developed by Sara Brandt (Woodside High School) and Kerri Mahoney (The College of William and Mary)

Highlighted Text are lesson plans that were written for distribution and are linked within this document to where they appear in Appendix C.

[bookmark: _Toc211504369]Marking Period 1 Syllabus (1MP)
	Topic
	Personal Identity: Who do you think you are?  Who are you now?  Why do I like the books I like?  How do the books influence me?


	Focus

	· Public Speaking Skills and Writing Skills
· Building students’ sense of ownership over their own learning

	Notes
	· In lesson 4, students begin their independent reading. They will continue to complete independent reading books throughout the rest of the school year. The teacher and students should keep track of all the books started and completed.
· Administer a pre-test on students’ reading and writing skills within the first few weeks of school. The same test should be given as a post assessment in the final weeks of school. (VA Community College System Placement Test)
· Students will keep an ePortfolio of all work throughout the school year to be used in reflection and assessment.
· An important aspect of this course is building relationships with the students. The first two lessons are a start for this, but brief get-to-know-you activities and discussion should continue periodically throughout the year.

	Key Concepts (to focus on in lessons and assignments)
	1. Audience (informal vs. formal) – self (journal writing), friends, peers, teacher, etc.
2. Author’s Message/purpose
3. Tone
4. Voice
5. Interpretation
6. Qualifying Statements


	Lesson Plans
	1. Literacy Timeline Lesson Plan
a. Teacher and students create literacy timelines in order to reflect on themselves and their experiences as readers
b. Key concepts: interpretation, audience


	
	2. Student Response page prompt
a. Students complete an open-ended question survey to reflect and share more in detail about themselves, their goals, and their experiences
b. Key concept: audience


	
	3. Introduce students to my text set and topic – Personal Identity: who or what defines you?
a. Students begin their independent reading journey in this class with an introduction to the teacher’s own ‘text set’
b. Key concepts: audience, qualifying statements


	
	4. Discovering Books for Independent Reading 
a. Students use online sites with book reviews to locate, rate, review, keep track of and share their reading
b. Key concepts: interpretation, qualifying statements, audience
c. Suggested texts: amazon.com; goodreads.com


	
	5. Scheduling and Time Management
a.  Share your 1MP syllabus (contains the dates that the class meets and what is due when, etc.) and give students a basic copy of the nine weeks calendar (one month per sheet of paper) for them to manage their time with reading, writing, and assignments.
b. Purpose: building students’ sense of ownership
c. Suggested Test: Sample college course syllabus to compare to high school expectations and help students see what they need to learn to do over the course of the year to prepare. 


	
	6. Examining Identity: What does the contents of your purse or backpack say about you?
a. Students explore their possessions and complete a writing prompt
b. Key concept: interpretation
c. Suggested Text: http://www.nytimes.com/     Search  “A Wallet Lost 40 Years Ago is Now Found” Create a lesson plan modeled after the story.


	
	7. Examining Assumptions about Identity
a. Students debate ideas about identity 
b. Key concept: qualifying statements (work on public speaking skills)
c. Suggested Reading: Barack Obama’s 2004 speech at the DNC Convention (Class analyzes speech for details about Obama’s identity. Teacher pulls out the assumptions for student discussion - I believe / don’t believe – here’s how my experience influences my beliefs) . . . OR uses strategies such as: three corners (one for each assumption), Gallery Walk


	
	8. The Words We Use Impact Our Message
a. Students define voice and tone and explore how we use language to effectively communicate and some of the inherent challenges of doing this.
b. Key concept: tone, voice, audience, message
c. Suggested Text: Essay: “English is a Crazy Language” by Richard Lederer http://english-zone.com/language/english.html; Animated Short Film “The Human Voice” http://storycorps.org/animation/the-human-voice/ 


	
	9. Narration with a Purpose
a. Students consider the purpose of storytelling and begin exploring the message they want to share about their personal lives and stories (tie to writing a college application essay)
b. Key concepts: author’s message/ purpose, audience, tone, interpretation
c. Suggested Texts:  At the following website there are many links and resources about storytelling. http://www.storynet.org/   or Bill Harley’s “Stories Outloud” TED talk http://www.storynet.org/ ; Animated Short Film: “Granny O’Grimm’s Sleeping Beauty” http://vimeo.com/7937986# (use as a hook for the lesson)


	
	10. 6 Word Memoirs
a. Students read sample 6 Word Memoirs and then design and complete an assignment in response to the memoirs they read
b. Key concept: interpretation
c. Suggested Text: 6 Word Memoirs are available at http://www.smithmag.net/sixwords/ 
d. Note: This can be connected to ongoing work on writing a college application essay.


	
	11. Making Connections Notecard Lesson Plan
a. Students share with each other about the books they have been reading by making text-to-text connections
b. Key concepts: author’s message/purpose, interpretation, qualifying statements


	
	12. Plagiarism Lesson Plan – modeling highlighting and annotating
a. The teacher will model how to highlight and annotate an article. This type of modeling should be repeated and reinforced through lots of student guided and independent practice throughout the school year.
b. Key concepts: audience, message, interpretation


	
	13. How do you want to be seen / viewed?  How do people see / view you?
a. The teacher models highlighting, annotating, and writing a summary of an article and students practice this with their own article (connected to their own text sets) and make a presentation to the class. Journal Article Lesson Plan for text set: “Superman and Me” (Cultural Identity)
b. Key concepts: author’s message, summary, interpretation, making connections, audience
c. Suggested Text: Essay “Superman and Me” by Sherman Alexie http://whisperdownthewritealley.wordpress.com/2010/06/22/sherman-alexies-the-joys-of-reading-writing-superman-me/ 


	
	14. Favorite Passage Lesson Plan
a. Students choose, share, and complete a written response to a favorite passage from their independent choice book.
b. Key concept: author’s message, audience, interpretation
c. Note: this lesson should be repeated throughout the year as the students will always be reading new books and this gives them an opportunity to share what they are reading with each other.


	
	15. Voice: Listening for message and tone
a. Key concept: voice, message, audience, tone, interpretation
b. Listen to podcasts from storycorp.com – what is a podcast?  How is the person getting their message across? What is their message?  What is their tone of voice in the podcast?  How do you know that is their tone of voice?  What elements are included in the podcast to convey that message, tone, etc.?


	
	16. Voice: Sight and Sound 
a. Key concepts: voice, tone, message, purpose, interpretation
b. Compare/Contrast:  Read an article from NPR StoryCorp site (suggestion: Teacher Category – “I’m Curious How I Could Have Reached Out to You Better” http://storycorps.org/topics/teachers/ ) and then listen to the podcast of that same article from NPR site. What assumptions do you make when reading the article as opposed to hearing it?  What is the tone of the article when you read it?  What is the tone of the article when you hear it?  Is the tone the same/different?  Why/why not?


	Product
	1MP Product:  Representation of Self/Identity – “This I Believe . . .” Public Speaking in a poem, list, paragraph form, etc.  “Don’t Be Boring!”  -> Student designed assignments (guidelines/instructions), student scheduling and time management, student-teacher developed rubric.]





[bookmark: _Toc211504370]Marking Period 2 Syllabus (2MP)
	Topic
	Where do you and/or your interests fit in the world?

	Focus
	Visual Literacy and Nonfiction – How do we illustrate our ideas (words, pictures, sounds, etc.)?  How do we get people to understand the world the way we see it?  How does this make your life richer?  Different perspectives . . .

	Notes
	· Throughout the 2MP, students are analyzing and listening to podcasts, analyzing and looking at visuals, analyzing and reading articles that relate to their text set topic.
· Students will continue to read books related to their text sets
· The teacher should repeat lessons on highlighting and annotating text with more challenging pieces
· Invite a college and career counselor to speak to students about the process of planning to apply for colleges and/or plan for life after high school.

	Key Concepts (new concepts to focus and build on in lessons and assignments; also continue reinforcing concepts from 1MP)
	1. Analysis – what is it and how does it work? 
2. Symbolic and literal representation
3. Visual literacy terminology
4. Illustration (how do we illustrate our ideas using words, images, etc.?  How do you get other people to understand your message / intention?)
5. Compare / Contrast


	Lesson Plans
	1. Scheduling and Time Management
a. Share the 2MP syllabus (contains the dates that the class meets and what is due when, etc.) and give students a basic copy of the nine weeks calendar (one month per sheet of paper) for them to manage their time with reading, writing, and assignments.
b. Get students thinking about who they are and how others see them. Have students bring in a current picture of themselves and a picture of them as a baby or a picture of their parents.  Turn in all pictures to teacher who then randomly puts the old and new pictures around the room for students to try and pair up.


	
	2. What is analysis? 
a. Define analysis, model a Process of Analysis, and have students apply this process to analyzing images. The focus is on making the Process of Analysis explicit and meaningful to students.
b. Key concept: analysis
c. Suggested Texts: http://www.humanities.umd.edu/vislit/modules_frameGaze.php; a selection of images of the teacher’s choosing; handout on analysis.


	
	3. Visual Literacy Lesson
a. Students will practice their analysis skills by looking more in-depth at images and applying terminology to their analysis
b. Key concepts: analysis, visual literacy terminology
c. Suggested Texts: Paintings from the National Gallery of Art website are including in the lesson plan


	
	4. Model Analytical Writing with Student Photograph analysis essay
a. Model how communicating an analysis works by sharing a model piece or by writing a class analysis 
b. Key concepts: analysis, visual literacy terminology, interpretation
c. Suggested Texts: http://www.newseum.org/exhibits-and-theaters/permanent-exhibits/pulitzer/videos/pulitzer-prize-photos.html; or http://www.loc.gov/pictures/index/subjects/


	
	5. Analyzing Literal Representation (photography)
a. Students choose one Pulitzer Prize Photo (or other news photograph) to respond in a one-page response paper using the model essay and process of analysis for guidance.
b. Key concepts: analysis, literal representation, interpretation, visual literacy terminology
c. Suggested texts: Breaking News and Feature Photography Pulitzer Prize winners available at http://www.pulitzer.org/bycat  


	
	6. Introduction to Graphic Novels
a. Students work with the school librarian to explore graphic novels
b. Key concepts: literal and symbolic representation, visual literacy


	
	7. How do you want the world to see you?
a. Students discuss and analyze body art and its impact (personal, social, cultural). 
b. Key concepts: analysis, visual literacy, symbolic and literal representation
c. Suggested texts: NYTimes topic (variety of multimedia and articles) on Tattoos http://topics.nytimes.com/top/reference/timestopics/subjects/t/tattoos/index.html

	
	8. Symbolic Representation: Gallery Walk lesson
a. Students examine abstract and symbolic images and make connections between the images and their individual text sets.
b. Key concepts: literal and symbolic representation, visual literacy, analysis, compare/contrast
c. Suggested texts: images used in the lesson are included in the attached PowerPoint presentations.


	
	9. Compare and Contrast texts with Analytical Writing
a. Find 2 images related to student text set topic (one literal, one symbolic) and write one page analysis response to each of the images (one literal, one symbolic).  Student will choose one of the two one-page responses and bring in four copies for peer writing conferences in class.  
b. Key concepts: literal and symbolic representation, visual literacy, analysis, compare/contrast, illustration


	
	10. Engaging in Peer Review Process
a. Use peer review process to revise one of the two analysis responses. Students will take home with them the four edited copies to finalize a paper to give to the teacher (teacher will only read the finalized paper); student will also include a reflective piece answering the following questions such as:  Which editor did you listen to and why?  Who didn’t you listen to and why didn’t you?  What did you learn from this process?
b. Key concepts: literal and symbolic representation, analysis, compare/contrast


	
	11. Library Scavenger Hunt: Identifying Credible and Academic Sources
a. Students work with the school librarian to learn about library resources and how to identify sources.
b. Key concepts: analysis, audience


	
	12. Online Database Article Lesson
a. Students identify, read, annotate, and present (with an accompanying image) a high quality article based on their library research. Students should be involved in scheduling and time management of this assignment.
b. Key concepts: compare/contrast, analysis, illustration


	
	13. What’s in a Name? Examining Cultural Identity
a. How do we identify ourselves through our language(s)?  Is your name “a pain in the spice cabinet”?  Use a contemporary essay to model highlighting, annotating and making connections to texts while building students’ discussion skills.
b. Key concepts: analysis, author’s purpose/message, audience, compare/contrast
c. Suggested text: “The F Word” by Firoozeh Dumas http://www.katiesclasses.com/resources/The%20F%20Word.pdf (note: the title refers to the author’s name) 


	
	14. Cliques, Labels, Communities, and Masks: How do we analyze and write about the world around us?
a. The teacher models and the students perform close readings of texts that examine culture, society, and identity. The students then create a text about how they see the world with a clearly embedded message to the audience. Students should be involved in designing the final product assignment for this lesson.
b. Key concepts: analysis, illustration (how to we illustrate ideas?), compare/contrast, interpretation, audience, author’s message/ purpose
c. Suggested texts for modeling (use a variety over a few days):
i.  What’s the line between cool and not cool? Geeky Nerds are Leaders of the Cool Pack by Phil Kloer http://www.utsandiego.com/uniontrib/20040715/news_1c15nerds.html 
ii. “In a Teenage Waistland, Fitting In” http://www.washingtonpost.com/wp-dyn/content/article/2005/07/29/AR2005072902176.html
iii. Who are you online? How does your virtual profile jive with your real life? “Alter Egos: Avatars and Their Creators” by Julian Dibbell excerpt and review: http://www.lensculture.com/alter.html; 
iv. “Facebook: Editing Myself” by Mrigaa Sethi http://ubcompositionsummer2012.files.wordpress.com/2012/05/ub-facebook-editing-myself.pdf;  suggested paired reading with the 2002 AP Language and Composition Question 3 Prompt about private vs. public life from Testaments Betrayed excerpt by Milan Kundera http://www.collegeboard.com/prod_downloads/ap/students/english/eng_lang_frq_02.pdf (scroll to page 5)
v. A brief summary of “Masks” by Lucy Grealy http://litmed.med.nyu.edu/Annotation?action=view&annid=351


	Student Product
	2MP Project:  Students compare/contrast themselves with a character from one of their text set books (See Figure 1 below) Connect to cultural norms. How is your identity constructed, and how do others see you? Literal and symbolic images should combine to identify you. How do you interpret a character and how do you represent him literally and symbolically? How do we project on the character(s) we read from a book? 



							


	
		











		
 (
Analysis
3-5 Symbolic Images
3-5 Symbolic Images
3-5
 
Literal Images
3-5
 
Literal Images
STUDENT:
CHARACTER from book:
5 qualities 
that are
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from yourself and chosen character
Evidence in the book: 5 quotes from the book
)Figure 1: Compare a Book Character to Self



				





			


















[bookmark: _Toc211504371]Marking Period 3 Syllabus (3MP)
	Topic
	Community and Responsibility: now that you know something about who you are, how do you fit in with your community?  What are you going to contribute to society?

	Focus
	Argumentation

	Note
	· Develop an intellectual community by having students bring in texts (article, visual, podcast, etc.) on their own once a week and write one page responses to their chosen text.  Students need to connect the text to culture, history, and / or current events.  Students need to be able to write an effective argument, that is coherent and cohesive – analyze not summarize!
· Students need to read critically, and question everything in order to analyze an author’s meaning, purpose, effect, tone, and stance
· Students will start to read more college level, denser text in the classroom this semester to get them college ready.
· Need to bring in speakers who have dedicated their lives to public service:  police, military, social worker, fireman, nurse, etc.
· Keep track of students’ progress with future plans and provide guidance with college applications, etc. 


	Key Concepts  (New concepts to focus and build on in lessons and assignments; also continue reinforcing concepts from 1MP and 2MP)

	1. Rhetorical triangle (speaker, audience, purpose) 
2. Appeals of logos, ethos, pathos 
3. Evaluation
4. Audience (more specific)
5. Diction
6. Tone – to create tone more effectively
7. Message – to convey OUR message/purpose more effectively – What makes it good?  Why and how do we say it?


	Lesson Plans
	1. Scheduling and Time Management – 3MP syllabus (contains the dates that the class meets and what is due when, etc.), students are given a basic copy of the nine weeks calendar (one month per sheet of paper) for them to manage their time with reading, writing, and assignments.


	
	2. How do you define community? How are you connected to a community of people?
a. Students debate the definition of community (geographical location, online space one belongs to, share interests/ activities are all possibilities) and create a profile of a community to which they belong based on how their daily activities connect them to a community of people.
b. Key concepts: message, audience, tone, evaluation, analysis
c. Suggested Text: “Defining Community” by Keith Hopper http://keithhopper.com/essay/definition-of-community 

	
	3. Examining Community: What does your community do for you?
a. Students debate ideas about community.
b. Key concepts: message, evaluation, audience (focus on developing student discussion skills)
c. Students define community and identify all the communities to which they belong. Possible text: http://keithhopper.com/essay/definition-of-community Then as a class identify assumptions about communities such as: Communities give us a sense of belonging; communities keep us from being lonely; communities keep us safe. Discuss how my experience influences my beliefs about communities. Use three corners, a Gallery Walk or another strategy to process.


	
	4. How can we connect with others – despite our differences?
a. Students participate in discussion connecting texts, their text sets, and their personal experiences to draw conclusions about how and why we act and react to the people around us.
b. Key concepts: compare/contrast, message, tone, audience
c. Suggested texts: “Be Cool to the Pizza Dude” by Sarah Adams (http://www.npr.org/templates/story/story.php?storyId=4651531 (website includes text and audio) paired with “I Believe in Empathy” by Azar Nafisi http://www.npr.org/templates/story/story.php?storyId=4753976 (website includes text and audio) 


	
	5. What is Argument? Analyzing Texts Using The Rhetorical Triangle
a. Students analyze advertisements through the lens of the rhetorical triangle.  Be sure to note the difference between argument and persuasion.
b. Key concepts: rhetorical triangle, appeals of logos, ethos, and pathos, audience, message
c. Suggested Text: “Ethos, Logos, Pathos: Three Ways to Persuade” http://www.calstatela.edu/faculty/jgarret/3waypers.htm 


	
	6. Analyzing Purpose and Intended Audience in Speeches
a. Students will analyze video of famous movie or political speeches and write a speech with their parents as the intended audience
b. Key concepts: analysis, argument, purpose, intended audience, tone, message, appeals to logos, ethos, pathos
c. Suggested texts: a database of speeches (including written, audio, and video versions is available at www.americanrhetoric.com 

	
	7. Classroom Activity Using Diction 
a. Students explore how the author’s diction (word choice) tells the audience stories about him/herself.
b. Key concepts: audience, tone, message, ethos, pathos, logos


	
	8. Nonfiction Excerpt: In depth Analysis of Argument in Nonfiction
a. Teacher models by highlighting and annotating nonfiction written text that relates to the teacher’s text set. The students then identify, analyze and present their own nonfiction piece. At this point in the year, the teacher should be directing students to more challenging texts.
b. Key concepts: evaluation, analysis, argument, diction, tone
c. Suggested Text: “Shame” by Dick Gregory (for teacher model) http://campuses.fortbendisd.com/campuses/documents/Teacher/2009/teacher_20090410_1726.pdf 


	
	9. Challenging/challenged texts: Arguments with Impact
a. Teacher and students analyze, interpret and evaluate a series of texts that have had a major impact on our communities using annotation strategies and discussion.
b. Key concepts: the rhetorical triangle, audience, message, purpose, analysis, argument, diction, tone, interpretation, evaluation
c. Suggested texts: 
i. Martin Luther King, Jr. “I Have a Dream” speech (YouTube video) 
ii. Sojourner Truth “Ain’t I a Woman” speech (race and gender equality) 
iii. Thomas Jefferson’s Declaration of Independence (note: each text should be studied through the lens of argument)


	
	10. Examining Life Through Texts: How do you fit in? What is your responsibility to your community?
a. The teacher models and the students practice analyzing multimedia texts through the lens of how arguments are constructed and evaluate them in terms of meaning to the students’ own lives, experiences, beliefs, and goals. The students should be involved in designing two assignments related to a series of contemporary readings on this topic: one assignment should be a rhetorical analysis of a text and one assignment should be the students creating their own text in response to the questions raised about their own roles in their community. Students should apply the key concepts in creating their texts.
b. Key concepts: rhetorical triangle, audience, purpose, argument, analysis, message, tone, diction
c. Suggested Texts: 
i. “Commencement Address” by Jon Stewart http://www.youtube.com/watch?v=ajPvjKFFIAo  – Life after high school: who does the grading in the global village?
ii. Timeless Commencement addresses including  J.K. Rowling, Steve Jobs, Meryl Streep http://www.brainpickings.org/index.php/2011/06/10/best-commencement-graduation-speeches/


	
	11. Song Lyric Analysis
a. This lesson is scaffolding for the student final marking period product. The teacher models an analysis of song lyrics that relate to her text set. Students find and analyze song lyrics that relate to their text sets.
b. Key concepts: analysis, evaluation, message, tone


	
	12. Evaluating Podcasts
a. Students listen to professional and student create podcasts to evaluate them for content and form. Students use these as models for designing and creating their own podcasts.
b. Key concepts: evaluation, message, purpose, tone, audience, and appeals to logos, ethos, and pathos.
c. Note: the lesson plan includes a list of recommended sample podcasts to download and use.


	
	13. Revising and Assessing: Students are Part of the Process
a. Students and teacher work together to build the assessment tool for the podcast assignment and then students revise their scripts and podcasts based on the assessment criteria they created and agreed upon.
b. Key concepts: evaluation, analysis, interpretation, argument


	Product
	Students create a Podcast – how does their text set topic relate to the community? Students should incorporate the song and their analysis of it from lesson 11 to highlight the importance of their text set topic and what they have learned and want to share about it. Important to reinforce what students have learned about Fair Use in Education for Copyrighted Materials (see student handout for assistance)
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	Topic
	Community and Responsibility: What are you going to contribute to society?

	Focus
	Communication: Students reflect on and apply what they have learned throughout the year.

	Notes
	· This marking period is designed as a culmination of the previous 3 marking periods in which the students will work to apply what they have learned to new situations and seek to solve problems and create products
· It is important to act as a mentor and guide for the students both through their final products and also as they make plans for after graduation
· One goal of this marking period is to allow students choice throughout the creation, managing, and assessment of their 2 final products within the structure of the lesson plans
· Modeling is key (of course!). The teacher needs to work through the 2 final projects with her own text set and demonstrate to the students the thinking process that leads to the final products.

	Key Concepts (New concepts to focus and build on in lessons and assignments; also continue reinforcing concepts from 1MP and 2MP)

	1. Fair use
2. Evaluation
3. Synthesis
4. Syntax
5. Voice

	Lesson Plans
	1. Planning for the Final Project
a. Students watch and analyze a student made video project  http://www.schooltube.com/ or http://www.youtube.com/playlist?list=PLDF05CF65DF064AE3 and break down the steps of what they will need to do to accomplish their own final project. This works together with the Scheduling and Time Management lesson plan, but students should already know their final project topics before they begin this lesson. NOTE: The teacher will introduce both final products prior to this lesson and use the lesson as a vehicle to guide them into making decisions about what they each want to do for the two products. The teacher will then follow up with individual conferences with each student.
b. Key concepts: evaluation, analysis, argument, voice, synthesis, fair use


	
	2. Teacher / student conferencing
a. Because students have a fair amount of freedom and choice to develop their final two products for the year, they need time to plan and meet with the teacher to get suggestions and guidance to follow through with their ideas (are they doable in the amount of time giving? will they adequately show off what the students know and can do? etc.). 
b. Key concepts: evaluation, synthesis, voice
c. Note: See Teacher and Student Conferencing Guide (in Appendix C)


	
	3. Scheduling and Time Management– 4MP syllabus (contains the dates that the class meets and what is due when, etc.), students are given a basic copy of the nine weeks calendar (one month per sheet of paper) for them to manage their time with reading, writing, and assignments. 
a. The teacher needs to schedule intermediate and final due dates for the whole class and let the individual students make their plan around these due dates. 
b. NOTE: You also should use this lesson to work with the students to create the grading rubrics for the final products. By this point, they should have enough understanding and a plan to be able to do this.

	
	4. Be the Critic: How do we evaluate the works of others?
a. Students will view a documentary and read professional reviews to analyze how we can go about constructively critiquing the works of others and also to gain insight about stylistic choices to make for their own films.
b. Key concepts: Evaluation, analysis
c. Suggested texts: the website http://www.shortoftheweek.com/ curates short films in many different genres and styles, using the ‘documentary’ tag will lead you to a list of short documentary films with commentary by the curators and contributors of the site. The teacher should view and decide on films that will engage the interest of her students. Some suggestions of short films with reviews that can be used for the annotation activity and are available on this website include: “Inventor Portrait: Ralph Baer” (3min.); “Everything is a Remix” (part 1, 7 minutes) – created with found footage; “Kitty and Lala, 80 Impression” (6.5 minutes); “The Voyagers” (16 minutes).

	
	5. Synthesis: A Teacher Model
a. The teacher will model for students how to construct a synthesis paper using her own text set as an example. The teacher will focus on clarity, using multiple sources, embedding quotations, balancing evidence and interpretation, and appealing to the audience. This will serve as a starting point for the students to work on their own final synthesis product.
b. Key concepts: Synthesis, syntax, voice, audience
c. NOTE: A lesson plan is not provided here, because every teacher needs to create her own model to use to demonstrate to the students how to work through the thinking behind creating a synthesis essay. Remember the final synthesis essay can take different forms but should still work as an essay.


	
	6. Reflecting on the Writing Process
a. Students have been engaged in the writing process throughout their school careers. This lesson provides them with an opportunity to engage with the process by reflecting on how to make the process work for their individual learning preferences. The goal is ownership and confidence in the process.
b. Key Concepts: Evaluation
c. Suggested texts: “Writing Process Animation” http://www.youtube.com/watch?v=V1pnpL8295E 

	
	7. Expanding the Text Set: What else do I need to know?
a. Students will revisit and review the texts that have contributed to their text set throughout the year and start to brainstorm which essential pieces they will include in their synthesis product and what other supporting information they will need, including creating or finding visual texts (pictures, graphs, etc.) to help illustrate and support their ideas. Students will then do research to complete their text sets.
b. Key concepts: synthesis
c. Suggested texts: The teacher should model sample additional research for her own text set. The texts the students research will vary depending on their topics.

	
	8. Text set to college and career
a. The students will identify and explore career fields related to their text set topics by doing Internet research.
b. Key concepts: analysis, evaluation
c. Suggested texts: “Career Briefs: Occupational Information” http://careerplanning.about.com/od/occupations/a/career_briefs.htm ; “United States Department of Labor: Occupation Finder” http://www.bls.gov/ooh/occupation-finder.htm 

	
	9. Interviewing: What makes a good interview? How do I conduct one?
a. Students will view and critique an interview, then practice writing interview questions and giving an interview. The students will use these questions and skills to conduct and include the results from an interview in one of their final products.
b. Key concepts: voice, evaluation, syntax
c. Suggested texts: “Katie Couric on How to Conduct a Good Interview” http://community.ejc.net/video/katie-couric-on-how-to-conduct-a-good-interview 

	
	10. Who’s Who in the Local Community: How can we make an impact?
a. Students will explore organizations in their local community that make a positive impact on people’s lives. A guest speaker from the community will join the class on this day. With the guest, the teacher will model how to conduct a good interview and the students will participate by asking additional open-ended questions and reflecting on what makes a good interview. The students will then go into the community and conduct an interview. Their interview should be related to and used in at least one of their final products.
b. Key concepts: Evaluation, synthesis
c. Suggested texts: For information on local civic organizations, go to your town’s .gov website or choose your town and then ‘Groups and Organizations’ at http://www.americantowns.com/va 

	
	11. Fair Use and Copyright
a. Students will analyze what fair use and copyright mean and how they apply to the work they do as students. They will be held accountable for applying fair use guidelines to their final products (this is necessary for the works to be published)
b. Key concepts: fair use
c. Suggested texts: This lesson relies on works from the Media Education Lab at the University of Rhode Island (http://mediaeducationlab.com/copyright) There are many resources available for teachers and students on this site, including lesson plans. The resources below are highly recommended for classroom use. 
i. Understanding Copyright Article http://mediaeducationlab.com/sites/mediaeducationlab.com/files  /Section%201%20understanding%20copyright%202009.pdf 
ii. Defining and Applying Fair Use article http://mediaeducationlab.com/sites/mediaeducationlab.com/files/ SECTION%203%20defining%20and%20applying%20fair%20use%202009.pdf
iii. Video: Code of Best Practices in Fair Use for Media Literacy Education http://mediaeducationlab.com/intro-video-code-best-practices-fair-use-media-literacy-education 
iv. Case study video: http://mediaeducationlab.com/teacher-case-study-video-elementary
v. Hypothetical Scenarios http://mediaeducationlab.com/sites/mediaeducationlab.com/files /SECTION%204%20five%20principles%20of%20the%20code%20of %20best%20practices%202009.pdf 
vi. Student Guide for Documenting the Fair Use Reasoning Process http://mediaeducationlab.com/document-fair-use-reasoning-process 

	
	12. Trouble Shooting: Technology to Life
a. We have to troubleshoot problems on the computer all the time, but what about in real life? When every day adversities come up in the months following graduation, how will the students handle them? Where can they go for help?
b. Key concepts: evaluation, voice
c. Suggested texts: Access to the websites of the colleges, military branches, or businesses that the students in the class have plans for after graduation.

	
	13. Public Speaking
a. Students will identify the characteristics of strong formal public speakers and practice their own public speaking skills. They will prepare a three – five minute formal speech to give to the class to introduce, summarize, and reflect on their final products.
b. Key concepts: voice, syntax, diction
c. Suggested texts: Audio and video of famous American speeches (political, film, graduation, etc.) are available online at www.americanrhetoric.com  

	
	14. Student Response Page Prompt (end of the year version)
a. Students complete an open-ended question survey to reflect and share more in detail about themselves, their goals, and their experiences.
b. Key concepts: evaluation, synthesis

	
	15. Peer review and critique of final products
a. Students review and provide critiques of their own and each other’s final products while reflecting on the growth and changes in the students as a whole.
b. Key concepts: evaluation, synthesis, voice, fair use
c. Suggested text: Class created website

	Product
	1. A text that works as a public service announcement (PSA) or mini-documentary that seeks to educate or persuade a defined audience about a meaningful and relevant topic to the students and their community. Note that this can take more than one form (for example, website, video, podcast) and it is up to the individual students to decide with the teacher the most appropriate form for their topic and audience.
2. A synthesis essay that demonstrates the journey the students have been on during the previous year through synthesizing and drawing conclusions about the multiple texts they have read and experiences they have had. Note that this can take more than one form (for example, a video or illustrated essay – a written essay that includes images/charts/graphs to help support and develop the main ideas) and it is up to the individual students to decide with the teacher the most appropriate form for their topic and audience.

Note: the form the two products take are up to the individual students and teacher to decide. Product 1 may be done in small groups, but each student should complete product 2 individually. The goal for the class will be to publish all of the students’ final products on a website or wiki page. This can be made public or kept private just within the class depending on the school rules, but at the very least, it will provide a venue for the students to share what they accomplished with each other.

Example of a possible student approach to these two products:
Text set topic: Leadership
PSA: How to be a leader in your community (includes: interview with a local community leader, information about community organizations that you can get involved with, interview with a student leader)
Synthesis Essay: What makes effective and ineffective leaders? (includes: examples from the fiction and nonfiction reading the student has done throughout the year woven together with analysis and interpretation by the student who then makes connections to his/her own life and goals)
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Sample Professional Development Session


Senior English Seminar Capacity Building
One Day Professional Development Session
Materials to Send to Participants: Approximately one month before the professional development session, select a text set, order enough multiples of the text set books to form groups of 5-8 participants who will each read a different book and then discuss the text set during lunch. Mail each participant a book. Make available the two articles included in this appendix and request participants to skim/read them.
Facilitator advanced reading: Read Appendix B to become familiar with the questions often asked and sample responses given during the workshop as well as be knowledgeable of the contents of this document. Read/skim the articles written by Dr. Anne Charity-Hudley and Dr. Christine Mallison as well as a second article authored by Dr. Gay Ivey that appear in this appendix. 
Pre-materials preparation: organization of participants into small groups of 5-8 people each reading a different text related to a common theme that was received  a month prior to the workshop, make your own literacy timeline to share as a model
Materials:  thin markers, 12 x 18 paper (1 piece per participant), chart paper, lesson plan copy, access to powerpoints noted (remember LCD and sound amplification), session evaluation, tookit
	Timing
	Reference 
Number
	Item
	Materials needed

	8:00-8:30 am
	
	Registration
	

	8:30 – 10:00 am
	
	Welcome (15 minutes)
Ask the tables to divide into two groups. Half the table shares an “aha” about the article by Dr. Ivey and the other half of the table shares their “aha” about the article by Dr. Charity Hudley during a table talk (3 minutes). Then have tables share their “aha” items with each other (5 minutes). Summarize “aha” that were overheard asking for a “thumbs up” if that aha was shared at the table.
	

	
	1
	Introductions --Literacy Timeline (30 minutes)
	12 x 18 white paper
Thin markers

	
	2
	CCRE Considerations and Sharing (45 minutes)
	Chart paper, markers, copy of CCRPE

	10:00-10:05 am
	
	Break
	

	10:05 – 10:50 am
	3
	Annotation Lesson Plan Modeling
	Copy of the lesson plan

	10:50 – 11 am
	
	Break
	

	11 am – noon
	4
	Writing in the Senior English Seminar
	April Lawrence PowerPoint

	Noon-1 pm
	
5
	Lunch
Book Talk
	PowerPoint slide
Table tents

	1 – 1:45 pm
	6
	Analysis Lesson Plan Modeling
	Copy of the lesson plan

	1:45 – 1:55pm
	
	Break
	

	1:55 – 3:00 pm
	7
8
	Meet the Teachers
Examine the Toolkit materials
	Access to the Toolbox document
Video file of the teacher interview
Scavenger Hunt

	3:00 – 3:30 pm
	9
10
11
	Next Steps
Questions and Answers
Session Evaluation
	Session evaluation, 1 per participant



Session Component How-to
1. Literacy Timeline
Refer to the first lesson plan in Appendix C. 
2. CCRE Considerations and Sharing 
Each participant should be given a copy of the Virginia English CCRE available on the VDOE website.  Give them time individually to read through the expectations and form an initial reaction.  Encourage participants to make notes/highlights on the one page Virginia English CCRE sheet about connections they see to their teaching practices, including strategy use. A facilitator’s tip is to mark the sheets (e.g., colored dot) so that participants can be instructed to divide into small groups (3-4 people) to do the next part of the CCRPE exploration and connection.

Then form small groups of three to four participants each. Provide them with a copy of the Connecting the 51 College and Career Readiness Performance Expectations to Classroom Practices handout included in this appendix. A response key is also provided.  Ask the small groups to focus on the first row with open boxes and to draft a summary statement (second column) of the key points for reading (first column). Allow 5 minutes, then share with the larger group. Next review with the group the student actions (third column) that likely would occur as the key points are addressed. Invite participants (large group) to contribute to teacher actions in terms of the strategies used (fourth column) they may want to refer to their notes on the CCRE page.

Next examine the second broad category of the CCRE, Writing. As a small group, invite participants to complete the first column of “key points” using their notes. Have a group report out and invite the other groups to offer input. As a whole group, read the summary statement (second column) and the teacher actions (fourth column). Ask participants in their small group to write what the student actions (third column) would be and then share.

Finally, provide the small group a longer time to work on the communication category (approximately 15 minutes, and depending on how the group is working add 3-5 more minutes). Then have different groups report out.

As a final step, project staff recommends that the facilitator make available to participants the key for the activity either as an electronic document or as a paper copy.
3. Annotation Lesson Plan Modeling
Refer to the Marking Period 1, Lesson 12: How to Avoid Plagiarism lesson plan in Appendix C. 
4. Writing in the Senior English Seminar
This module is still under development. Refer to the VDOE website for an update.(???????)
5. Lunch Time Text Talk
The lunch time talk is a participant facilitated session in which participants are pre-assigned to a group to discuss books. For teachers who often have students reading the same book, this experience is enlightening as the group realizes that they are talking about a theme as opposed to each other’s perspective on a particular book. The preparation for this experience is key.
Step 1:	 Identify 5-8 texts that relate to a common theme.
Step 2:	Secure copies of the books
Step 3: Group each text set (5-8 different and related titles) and sticker each book with the same colored dot or some other label
Step 4: 	Assign each participant to a particular group and maintain a record (see sample PowerPoint slide)
Step 5: Send each participant a book about one month prior to the professional development session.
Step 6: Make table tents for each group
Step 7: Tell participants that they will be sitting by book discussion group for lunch, place table tents on the tables as participants are getting their lunch, and project the PowerPoint slide
Step 8:	Circulate while participants are discussing books, listen, and if needed refocus discussion to focus on theme.
6. Analysis Lesson Plan Modeling
Refer to the Marking Period 2, Lesson 2: Analyzing Advertisements Using the Rhetorical Triangle lesson plan in Appendix C. 

7. Meet the Teachers
Refer to the VDOE website for access to the video.
8. Examine the Toolkit Materials
A scavenger hunt and key appears within this appendix. Consider having teachers doing it as a “think, pair, share.” 
9. Next Steps
Refer to the Marking 
10. Questions and Answers
Refer to the Appendix B for sample responses to common questions from the field.
11. Session Evaluation
A sample session evaluation appears within this appendix. 

For workshop use, the embedded PDF is recommended to be read by the workshop facilitator in preparation for the workshop.  The facilitator may want to make the paper available for participants after the workshop. The paper was presented at a virtual conference by a member of the project staff. The paper seeks to enhance linguistic awareness among educators so that best practices are used to empower non-standardized English speaking students to break down communication barriers.  Associated print materials are available online. If you wish to read additional commentary or post your own, visit the conference website.

To open the PDF participant page and activity key, double click on the document image. The computer must have Acrobat Reader to open the documents. 





For workshop use, the embedded PDF is recommended to be read by the workshop facilitator in preparation for the workshop.  The facilitator may want to make the paper available for participants after the workshop. The paper was presented at an international conference by one of the project leaders and frames the foundational basis for using text as an entry point for cultivating the CCRPEs. To open the PDF participant page and activity key, double click on the document image. The computer must have Acrobat Reader to open the documents. 





For workshop use, the two embedded PDF are recommended to be printed on legal paper to provide participants more room to write. To open the PDF participant page and activity key, double click on the document image. The computer must have Acrobat Reader to open the documents. 

PARTICIPANT PAGE: Connecting the 51 College and Career Readiness Performance Expectations to Classroom Practices


KEY: Connecting the 51 College and Career Readiness Performance Expectations to Classroom Practices


Senior English Seminar Elective Toolkit Scavenger Hunt(why is this important to include?) I don’t think it is
Mark which statements are true about the Senior English Seminar class using pages 2-7 of the Toolkit.
	
	
	True
	False

	1. 
	The Virginia Department of Education provided funding for the development of the program.
	
	

	2. 
	Educators have permission to use material in the toolkit.
	
	

	3. 
	Students who would benefit from the Senior English Seminar passed the reading and writing Standards of Learning test in Grade 11.
	
	

	4. 
	Reading in the class is a journey from high interest books to dense scholarly text. 
	
	

	5. 
	Research and products are driven by student choice.
	
	



6. List the three areas of focus for the Senior English Seminar.
· __________________________________________________________________
· __________________________________________________________________
· __________________________________________________________________

7. How many College and Career Readiness Performance Expectations are there?   ______

8. Describe how one teacher scaffolded the student experience in the Senior English Seminar.

9. Skim through the Appendix C to identify a lesson plan that you would consider using in your class. Write down the name and page number of the lesson plan.



10. A) Write down a question you have about the Senior English Seminar.

B) Obtain a response to your question and write it down. Review Appendix B for Q & A, check with a colleague at the table, and if needed, ask your facilitator. 


Senior English Seminar Elective Toolkit Scavenger Hunt
Answer Key

Mark which statements are true about the Senior English Seminar class using pages 2-7 of the Toolkit. Page numbers are provided for facilitator’s reference.
	
	
	True
	False

	1. 
	The Senior English Seminar elective class format was piloted in Virginia. P. 2 or p. 4 (2nd sentence of the first paragraph)

	X
	

	2. 
	The Virginia Department of Education provided funding for the development of the program. P. 3

	X
	

	3. 
	Students who would benefit from the Senior English Seminar scored proficient on their reading and writing Standards of Learning EOC test in Grade 11. P. 5, first paragraph under the “Senior English Seminar Overview.” A follow up question would be what is the proficient score range? (400-450). Also found on p. 7 under “Description of Students.”

	X
	

	4. 
	Reading in the class is a journey from high interest books to dense scholarly text. P. 5
	X
	

	5. 
	Research and products are driven by student choice. P. 6
	X
	



6. List the three areas of focus for the Senior English Seminar.
· Reading
· Writing
· Communication

7. How many College and Career Readiness Performance Expectations are there?   51

8. Describe how one teacher scaffolded the student experience in the Senior English Seminar. Responses will vary, should be based on information found on pages 8-19. Common responses include: 

· the topic for the quarter started with the student (quarter 1) and moved to how the student connects with the world (quarter 4)
· Focus changes (e.g., speaking and writing skills; visual literacy and nonfiction; argumentation)
· Key concepts begin with ones that are familiar to students and increase in complexity over the year

9. Skim through the Appendix C to identify a lesson plan that you would consider using in your class. Write down the name and page number of the lesson plan. 
Responses will vary.

10. A) Write down a question you have about the Senior English Seminar.
Responses will vary.


B) Obtain a response to your question and write it down. Review Appendix B for Q & A, check with a colleague at the table, and if needed, ask your facilitator. 
Responses will vary.





[image: G:\School Leadership Institute\VDOE\VDOE Capstone 2012\logo\Bag logo.jpg]Workshop Evaluation 

Please Check One:
___ Public School Teacher   ___ Private School Teacher

Directions: Indicate your rating of the overall program features and workshop facilitators by circling the corresponding number. Circle “1” for Poor, “2” for Fair, “3” for Good, or  “4” for Outstanding. Then respond to the open response questions below. 

	Overall Program Features

	Poor
	Fair
	Good
	Outstanding

	1) Organization and flow of workshop
	1
	2
	3
	4

	2) Quality of content to develop skills for collecting observation data
	1
	2
	3
	4

	3) Relevance of topics addressed in workshop to my job
	1
	2
	3
	4

	4) Usefulness of workshop materials
	1
	2
	3
	4

	5) Quality of content to develop skills for providing feedback and facilitating teacher reflection
	1
	2
	3
	4

	6) Opportunities to network/learn with peers
	1
	2
	3
	4

	7) Overall session rating
	1
	2
	3
	4

	Workshop facilitators
	

	8) Demonstrated mastery of subject

	1
	2
	3
	4

	9) Answered questions appropriately

	1
	2
	3
	4



	Session Overview
	Excellent
	Satisfactory
	Fair
	Poor

	Quality of Materials
	
	
	
	

	Meeting Room Facilities 
	
	
	
	

	Food Services
	
	
	
	

	Overall Evaluation of Program
	
	
	
	



1. What aspect of the workshop was of greatest value to you?



2. What else would be helpful to you as you plan to implement/embed CCRI performance expectations into your course>


3.  How do you plan to use what you have learned? (please include one specific example)

Appendix B

Common Questions and Approaches



 (
It’s not about you having all the answers. You simply have to be the vehicle to get them [the students] to the answers
. 
Pilot teacher
 
)Question and Approach is used as opposed to questions and answers as there are multiple ways to address each query. Depending on the teacher, instructional context, and stakeholders the response likely will differ. 
Question: Does the teacher have to read all the books that the students are reading?
Approach: No, teachers can ask a series of probing questions to get students talking about the books. Indeed if sustained silent reading is being used as a component of the class, an effective best practice is to circulate and quietly talk with students about the books they are reading. 
Question: What concerns do you have to parents objecting to a book their student is reading?
Approach: Respect and trust between home and school is important. A middle school teacher using student choice offered this approach saying that she tells students that they know what is acceptable in their homes. If the student sees a book on the bookshelf that would concern their parents, she expects the student to put it back on the bookshelf. She does not make students read particular texts. A high school teacher shared that communication with students’ families is key to build an understanding that students are selecting their books.  
Question: How useful is a classroom library?
Approach: Teachers need a variety of books in the classroom library to keep the momentum of reading going. Students who are not recreational readers will start and stop books several times before hitting their stride. Having books in the classroom is vital to a teacher being able to provide students options without having to take a trip to the school library.  
Question: How many books do you need?
Approach: Having 40 high interest young adult books representing different genres and themes is a solid basis. Several teachers reported that their classroom libraries grew as students read a book in the library and then purchased a book on the same them, and then donated that book to the class library when they were finished. Many teachers also indicated that they used the school library to supplement their classroom library.
Question: What about the “canon”?
Approach: The Senior English Seminar is an elective course with the freedom to teach students through individual research endeavors as opposed to Julius Caesar in 11 days as one participant shared. The focus in grade 12 should be preparing students to leave the K-12 environment with the tools they need for the next few years whether that is more schooling (e.g., college, trade school) or career.  The curriculum or “canon” is one way to prepare students. If the CCRPE are to be embedded into the SOL grade 12 English class then the strategies can be used in conjunction with the 12th grade standards.  


Question: How do you assess student learning?
Approach: While a final examination may not fit the model of this course, there are assignments, responsibilities (e.g., maintain a reading list), and projects which generate feedback and grades. Formative feedback is a critical element in ensuring that students are building capacity in their ability to demonstrate effectiveness with using the skills and knowledge specified in the CCRPE. There is also a test that has been created for the Virginia Community College system that can be used as a pre and post test to assess growth and college preparedness.
Question: How do you build student ownership and develop independent learners?
Approach: Initially the students need assistance in time management, planning their approach to projects, and building in intermediate due dates.  In Appendix C you will find model lesson plans.  A second part of ownership is the emphasis on student choice.  As the students have more choice in the reading and research topics, they will become more engaged and committed to the work. 
Question: What do you recommend if a field trip to a college is not possible?
Approach:  Contact nearby universities or community colleges.  There are often representatives who will visit classes to talk with students.  It is also possible to have an online tour of a college campus and/or an introduction to a college library.   Although these opportunities do not create the same experience as an on campus trip, they will provide information and background for the students. 
Question:  In the model lesson plans you mention showing students college syllabi so they are familiar with expectations.  How do you get those materials for your class?  
Approach:  Contact nearby universities or community colleges. Talk to the admissions office or contact someone in the English department and explain your desire to prepare students for college and to clarify the expectations.  Another resource can be your high school guidance counselor who will have contacts in college admissions offices. Appendix D contains a sample college syllabus from project faculty member who is a college English professor. 
Question:  In the model lesson plans you mention inviting members of the community to visit the class.  What community members do you invite and how do you make that decision?
Approach: First, when the students are exploring the possibility of college it is a good idea to invite the school guidance counselor and then a representative from an admissions office or a college recruiter.  They will give the students valuable information about the application process and the expectations for the first year in college.  Later in the course as students are developing their text sets and areas of interest, invite business partners and/or members of the community who work in fields of interest to the students.  For example, if there are students who have developed an interest in the plight of the homeless invite a social worker; if criminal justice is an interest, find a lawyer, paralegal, or victim advocate. 
Question:  How do you make the transition from a fiction text set to dense nonfiction?
Approach: The purpose of the text set is to engage students in reading and also to identify and develop their interest in a topic. If a student is interested in leadership and how it is evident in sports, then the next step is to introduce magazine articles on the same topic.  Over time the difficulty of the articles should increase until they approach the scholarly level.  The reading of the denser material might require scaffolding, but the engagement in the topic will help the students make the transition.  Eventually the students will develop individual research products that require primary and secondary sources.  
Question:  Do students write research papers in the class?
Approach: Students will definitely do research and they will perfect their skills using primary and secondary sources and will learn correct citation.  They will not necessarily write research papers.  Instead they can create research products such as video essays or podcasts.
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Model Lesson Plans
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[bookmark: _Toc211504375]Marking Period 1, Lesson 1: Literacy History Timeline
	Teacher:  
	S. Brandt
	Course/Grade:
	Senior English Seminar
	School:
	Woodside High School
Newport News, VA

	Lesson Topic:
	Literacy History Timeline from  Rozzelle & Scearce. (2009). Power Tools for Adolescent Literacy.  Indiana: Solution Tree Press, pp. 10 & 11.
	 Date of Lesson:
	Quarter 1, 1st week

	
CCRE
	12, 50 

	Materials and Resources: 
	
Butcher block paper or large sheets of construction paper, colored markers

	
	

	        Lesson
Component
	Teacher
	Student

	Engage 
& Hook


	1. Direct students to think back on their first memory of reading of any kind.
2. Ask students: “Do you remember your first encounters with reading, such as a parent or relative reading one of your favorite books or telling a story?”
	1-2 Student responses could be given:
· by teacher calling on students to respond
· by putting responses on sticky notes and posting them on the board to see common answers
· think-pair-share
· in a journal response then share some of the responses

	Explain 
& Model
	1. First, create your own timeline to share with students and to use as a model, or plan on completing the activity with them in class.
2. Explain how to create a timeline.  Be sure students know to use a horizontal layout and to start timelines on the left side of the paper. 
3. Demonstrate with your own model.
4. Distribute colored markers and large sheets of construction paper to students.
	

	Explore 
& Apply 
	1. Guide students as follows:
“Think back to your first memory of reading.  How old were you?  On your timeline, you might have a section called Early Beginnings (age 2 – 5); your next time segment might be Elementary Years; the next time segment could be Now.  Label each segment, and then list and illustrate some of the memories you have about reading or books you remember.”
	1. Give students at least 10 minutes or more to create their Literacy History Timelines


	Evaluate
& Close 
	1. The Literacy History Timeline provides insight for the teacher into students’ experiences with literacy, both positive and otherwise, and helps to build connections among students in the classroom when timelines are shared and displayed.
	1. Allow students to share, in small groups, significant events and experiences from their timelines.


This document was developed as part of the English Capstone Collaborative Pilot Program, a VDOE grant, supporting a partnership between James Madison University and SURN at The College of William and Mary to pilot and develop materials for the English Senior Seminar. Virginia educators have permission to use and adapt this document for educational purposes. 
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[bookmark: _Toc211504376]Marking Period 1, Lesson 2: Capstone Student Response Page Prompt
	Teacher:  
	S. Brandt
	Course/Grade:
	ENGLISH SENIOR SEMINAR
	School:
	Woodside High School, Newport News, VA

	Lesson Topic:
	Capstone Student Response Page Prompt
	 Date of Lesson:
	Quarter 1, 2, 4

	
CCRE
	50 

	Materials and Resources: 
	
Student Learning Survey, writing utensil

	
	

	        Lesson
Component
	Teacher
	Student

	Engage 
& Hook


	1. This student learning survey is a tool for teachers and students to learn more about learning preferences and interests.
2. It opens up discussions about acceptance and learning to relate to each other.

	A. Students will learn about each other and begin to discuss how people are different and how they are alike.

	Explain 
& Model
	1. Reproduce a copy of the Capstone Student Response Page Prompt for each student.  You can make an enlarged text copy or a PowerPoint slide to use as a model with the class.
2. Demonstrate using yourself as the example on the enlarged copy at the front of the room.  Check with the students to be sure they understand the directions.

	

	Explore 
& Apply 
	1. Pass out the Capstone Student Response Page Prompt to each student in the class to complete.
	1. Students complete the Capstone Student Response Page Prompt.


	Evaluate
& Close 
	1. Collect all the surveys and create a PowerPoint Titled “What I Learned About You” based upon the students’ responses to share with the class next class period.
2. Teachers will administer the survey to the students on the first week of school, at the end of the first semester, and at the end of the school year.
	1. Students watch PowerPoint and discuss what they too have learned about the class members.  They note common interests and experiences.
2. Students will complete this survey on the first week of school, at the end of the first semester, and at the end of the school year



This document was developed as part of the English Capstone Collaborative Pilot Program, a VDOE grant, supporting a partnership between James Madison University and SURN at The College of William and Mary to pilot and develop materials for the English Senior Seminar. Virginia educators have permission to use and adapt this document for educational purposes. 


Name:  								Date:		        	

Student Response Page Prompt
1st Marking Period

Three times during the academic year (start of the first marking period, start of the second semester, and end of the school year), students are requested to respond to the questions below.
1. What are some goals you want for yourself for this class?  What do you hope to get out of this class? What questions or concerns do you have about this course?



1. Other than books, what do you read?



1. What topics interest you enough that you are motivated to study them independently?



1. What is a book that you read that you keep thinking about?



1. Have you read something in the past year that confused you? What did you do about it?




1. Have you talked with someone outside of school about the reading and writing you are doing in school? Please elaborate.







1. Has reading or writing in the past year changed the way you think or act? Please elaborate. 




1. When it comes to career and education where do you see yourself in:
7. Two years from now (2013)



7. Ten years from now (2021)


Name:  								Date:		               	

Student Response Page Prompt
Beginning of 2nd Semester

Three times during the academic year (start of the first marking period, start of the second semester, and end of the school year), students are requested to respond to the questions below.

1. Looking back at the goals that you set for yourself for this class at the beginning of the school year, have you obtained any of those goals?  What have you gained from being in this class? Do you still have any questions or concerns about this course?



2. How many books have you read so far in the class?  Other than books, what do you read?



3. What topics interest you enough that you are motivated to study them independently?  What topics have you become more interested in since the beginning of the class?  



4. What is a book that you read that you keep thinking about? Why?


5. Have you read something in the past semester that confused you? What did you do about it?




6. Have you talked with someone outside of school about the reading and writing you are doing in school? Please elaborate.







7. Has reading or writing in the past semester changed the way you think or act? Please elaborate. 




8. When it comes to career and education where do you see yourself in:
· Two years from now (2013)



· Ten years from now (2021)


9. Have you applied to any colleges?  If so, which one(s), and why?


10. What weaknesses do you want to work on this semester to help you succeed in a college or career setting?




Name:  								Date:		               	

[bookmark: endofyrresponse]Student Response Page Prompt
End of the Year

Three times during the academic year (start of the first marking period, start of the second semester, and end of the school year), students are requested to respond to the questions below.

1. Looking back at the goals that you set for yourself for this class at the beginning of the school year, have you obtained any of those goals?  What have you gained from being in this class? Do you still have any questions or concerns about this course?



2. How many books have you read so far in the class?  Other than books, what do you read?



3. What topics interest you enough that you are motivated to study them independently?  What topics have you become more interested in since the beginning of the class?  



4. What is a book that you read that you keep thinking about? Why?


5. Have you read something in the past semester that confused you? What did you do about it?




6. Have you talked with someone outside of school about the reading and writing you are doing in school? Please elaborate.







7. Has reading or writing in the past semester changed the way you think or act? Please elaborate. 




8. When it comes to career and education where do you see yourself in:
· Two years from now (2013)



· Ten years from now (2021)


9. Plans for next fall
· Have you applied to any colleges?  ___________
i. How many acceptance letters did you receive? ___________
ii. If applicable, what college will you attend in the fall? ________________________
· Are you planning to enter/continue full-time employment for the fall? ___________
i. If applicable what type of work do you do? ________________________________





[bookmark: intrototextsetlp] (
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[bookmark: _Toc211504377]Marking Period 1, Lesson 3: Introduction to Text Set
	Teacher:  
	S. Brandt
	Course/Grade:
	English Senior Seminar
	School:
	Woodside High School
Newport News, VA

	Lesson Topic:
	Introduction to Text Set 
	 Date of Lesson:
	Week 1 or 2 of Qtr. 1

	
CCRE/Objective
	7, 13, 16, 45, 48

	Materials and Resources: 
	
Books from Teacher’s Text Set, Books for students to check out, pens/pencils, paper


Important Note: The teacher must create her/his own text set to use as a model for this lesson. The teacher should choose a topic that is both relevant to her/him and the students. The text set should include several books (both fiction and nonfiction) and grow to include selections of poetry, songs, nonfiction articles, comics, films, etc. throughout the school year.
	Lesson
Component
(appx. time)
	Teacher
	Student

	Engage 
& Hook

	1. Ask students if they have ever read something that they just couldn’t put down.  Or, have they read an article, listened to a song, saw a movie, etc. that was so compelling they wanted to talk about it with someone else or recommend it to someone else to see/hear.

2. Have students write down a list of those titles of books, articles, songs, or movies.


3. Have students choose one or two items from the list to write a brief summary on what was it about the item that was so compelling that they couldn’t stop thinking about it, want to talk to someone about it, or recommend it to someone.

4. Have students share their responses with the class
	1. Students respond.






2. On a piece of paper, students write down a list of those titles of books, articles, songs, or movies.

3. Students choose one or two items from the list to write a brief summary on what it was about the item that was so compelling to them.




4. Student responses could be given: 
· By teacher calling on students to respond;
· By putting responses on sticky notes and then posting them on the board to see common answers;
· Think-pair-share in a journal response then share some of the responses.

	Explain 
& Model
	5. Share your text set with the class and explain your topic and why you chose it. For example, my text set topic is Personal Identity: Who or What Defines Us?

6. Explain how to create a text set. Tell the students that you start with a topic and one book and then build your text set from there. 
Clarify to students that text sets are collections of resources from different genre, media, and levels of reading difficulty that are designed to support the learning of readers with a range of experiences and interests. 

A text-set collection focuses on one concept or topic and can include multiple forms of media such as books, charts and maps, informational pamphlets, poetry and songs, photographs, non-fiction books, almanacs, or encyclopedias.
	5-6.   Students actively listen and pose questions about the process to refine their understanding.



	Explore 
& Apply 
	7. On the day of the lesson, choose several books from your text set and other high interest books from your classroom library (or school library) to do “book talks” with the students.  Make sure to choose ones that will grab the audience’s attention so that they will want to read the book(s). 
In the book talks, give enough of the plot to interest the listener, but you should not give a summary of the entire book. Don’t give away the important parts, and NEVER give away the ending.
	7.     Students listen to the book talks and write down the title of the books that most interest them to check out.

	Evaluate
& Close 
	8. After the book talks, have students choose ONE of the books from their list that is most interesting to them and explain why.

9. Have students check out a book from the classroom or school library before they leave to start their own text set.
	8.     Students share their top book title that interested them the most and explain why.


9.   Students check out a book from the classroom or school library before they leave to start their own text set.



This document was developed as part of the English Capstone Collaborative Pilot Program, a VDOE grant, supporting a partnership between James Madison University and SURN at The College of William and Mary to pilot and develop materials for the English Senior Seminar. Virginia educators have permission to use and adapt this document for educational purposes.
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[bookmark: _Toc211504378]Marking Period 1, Lesson 4: Researching for books using Amazon.com
	Teacher:  
	S. Brandt
	Course/Grade:
	ENGLISH SENIOR SEMINAR
	School:
	Woodside High School

	Lesson Topic:
	Researching for books using Amazon.com
	 Date of Lesson:
	Quarter 1, Week 2

	
CCRE
	17, 30 

	Materials and Resources: 
	
Way to project a website(e.g., LCD/computer, SmartBoard), Internet Access, Computer per student, Paper, Writing Utensil

	
	

	        Lesson
Component
	Teacher
	Student

	Engage 
& Hook


	3. Ask the students: How do they learn about the latest news, music, movies, sports, etc.?  OR How do they learn about what is the current fashion or trend (pop culture) whether it be in music, movies, etc. 
4. It opens up a discussion about the variety of ways people go about researching and gaining knowledge (whether it be by word of mouth from a family or friend, reading an article in the newspaper or magazine, digitally through Facebook or Twitter, etc.)  
	1. Student responses could be given:
· by teacher calling on students to respond
· by putting responses on sticky notes and then post them on the board to see common answers
· think-pair-share
· in a journal response then share some of the responses
· individual white boards

	Explain 
& Model
	3. Teacher will access Amazon.com and project the site on a SmartBoard so the whole class can see the site.
4. Once the site is projected on the SmartBoard, the teacher will select a book from his/her text set to put in the search bar.  
5. Amazon has a feature/section called “Customers Who Bought This Item Also Bought” – scroll down to that section to show other book titles that may interest the reader based upon a similar theme, storyline, genre, etc. of the original book title from the text set.
6. Click on one of the suggested book titles and read the synopsis. 
7. Tell the students this is a tool for them to use to research other book titles that may interest them based on a common theme, storyline, genre, etc.  
	

	Explore 
& Apply 
	2. Have students collect a laptop from the laptop cart.
3. Have them sign on to the laptop and access Amazon.com
4. Have students research other book titles of interest based upon a book in their text set; it could be a book they are currently reading or have read.
5. Teacher can create an exit slip for students to turn in when the lesson is completed.  The exit slip can be a list of two to three book titles that they researched and are interested in reading.   
	

2. Students log onto the laptops.





4. Students fill out an exit slip based upon the book titles they have researched.

	Evaluate
& Close 
	3. Collect all exit slips and create a PowerPoint titled “If you read this book, you might be interested in…” based upon the students’ responses to share with the class next class period.
4. This can be an ongoing lesson throughout the year as a way for the students to get to know what other students are reading as well as topics that are of interest to them.
	3. Students can continually use this resource tool to help them select other reading choices throughout the school year as well as beyond high school.



This document was developed as part of the English Capstone Collaborative Pilot Program, a VDOE grant, supporting a partnership between James Madison University and SURN at The College of William and Mary to pilot and develop materials for the English Senior Seminar. Virginia educators have permission to use and adapt this document for educational purposes.
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[bookmark: _Marking_Period_1,][bookmark: _Toc211504379]Marking Period 1, Lesson 5: Scheduling and Time Management
	Teacher:  
	Brandt
	Course/Grade:
	Senior English Seminar
	School:
	Woodside H. S., Newport News, VA

	Lesson Topic:
	Scheduling & Time Management
	 Date of Lesson:
	WEEK 1 of QTR 1
	Pd:
	5

	
CCRE/Objective
	16, 17, 50

	Materials and Resources: 
	SmartBoard, 3 ring binder with three tabs, Calendar, class syllabus; copy of a college level course syllabus; butcher block paper

	
	

	        Lesson
Component
	Teacher
	Student

	Engage 
& Hook


	3. Ask students how they stay organized and manage their time with school work such as homework, writing assignments, projects, etc., especially in relationship with other classes, clubs, jobs, etc.
	1-2 Student responses could be given:
· by teacher calling on students to respond
· by putting responses on sticky notes and then post them on the board to see common answers
· think-pair-share
· in a journal response then share some of the responses

	Explain 
& Model
	5. Put on the SmartBoard a sample college course syllabus to compare to high school expectations and help students see what they need to learn to do over the course of the year to prepare.
6. Put students in groups; give each group a sheet of butcher block paper to write their thoughts / concerns they have about college expectations. 
7. After students share, ask them how they can prepare for college?  What skills are needed?
	






2. Each group will write their thoughts/concerns of the college expectations on butcher block paper, then tape their butcher block paper on the wall to share with the rest of the class. 
3. Student responses could be given:
· by teacher calling on students to respond
· by putting responses on sticky notes and then post them on the board to see common answers
· think-pair-share
· in a journal response then share some of the responses

	Explore 
& Apply 
	2. At the beginning of each marking period, share your quarterly syllabus (contains the dates that the class meets and what is due when, etc.) and give students a basic copy of the nine weeks calendar (one month per sheet of paper) for them to manage their time with reading, writing, and assignments. Have students keep the quarterly syllabus along with the calendar for the marking period in the front of their notebooks for easy access.  Remind them to look at the syllabus and calendar often to manage their time with not only your coursework, but other classes and activities (clubs, jobs, etc.) as well.

	2. Give students at least 10 minutes to write in their calendars the important due dates of when assignments (homework, rough & final drafts, steps to a project/paper, etc.) for your class are due.



	Evaluate
& Close 
	2. Scheduling and Time Management is crucial for student success.  With the many activities that students are involved in during the school year, a syllabus and calendar of assignments will keep them organized and not as stressed.
3. It is also imperative in order to build students’ sense of ownership.
	2. Allow students to share, in small groups, how helpful they feel this tool/strategy will be for them to succeed.


 This document was developed as part of the English Capstone Collaborative Pilot Program, a VDOE grant, supporting a partnership between James Madison University and SURN at The College of William and Mary to pilot and develop materials for the English Senior Seminar. Virginia educators have permission to use and adapt this document for educational purposes.
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[bookmark: _Marking_Period_1,_1][bookmark: _Toc211504380]Marking Period 1, Lesson 6: Examining Identity
	Teacher:  
	Brandt
	Course/Grade:
	English Senior Seminar / 12
	School:
	Woodside H. S., Newport News, VA

	Lesson Topic:
	Examining Identity: What does the contents of your purse or backpack say about you?
	 Date of Lesson:
	WEEK 2 of QTR 1
	Pd:
	2

	
CCRE/Objective
	7, 8, 9, 20, 22, 24, 26, 30, 32, 37, 50

	Materials and Resources: 
	“A Wallet Lost 40 Years Ago is Now Found” http:// nytimes.com; paper and pen/pencil, Smartboard (optional)

	
	

	        Lesson
Component
	Teacher
	Student

	Engage 
& Hook


	4. 1. Ask students what the word “identity” means or what other synonyms they can come up with to describe the word “identity”?
5. 2. ANSWERS:  What does identity mean? Teacher can show the possible definitions provided by Bartleby.com and Google projected on the Smartboard.
http://www.bartleby.com/cgi-bin/texis/webinator/sitesearch?FILTER=&query=identity&x=0&y=0
http://www.google.com/search?hl=en&lr=&safe=off&oi=defmore&q=define:identity
	1-2 Student responses could be given:
· by teacher calling on students to respond
· by putting responses on sticky notes and then post them on the board to see common answers
· by putting responses on butcher block paper
· think-pair-share
· in a journal response then share some of the responses

	Explain 
& Model
	8. Go to the New York Times website and search “A Wallet Lost 40 Years Ago is Now Found”. Read the information  and lead students in a discussion.
9. Ask the students: “What do the contents of a wallet reveal about a person’s identity?”  
	


4. Student responses could be given:
· by teacher calling on students to respond
· by putting responses on sticky notes and then post them on the board to see common answers
· think-pair-share
· in a journal response then share some of the responses

	Explore 
& Apply 
	3. Ask the students, “What stories could someone piece together about you based solely on an examination of your wallet, purse, or backpack and its contents?”



4. Tell the students they will write a one-page profile about themselves using only their wallet or purse and its contents to represent their life.


	1. Student responses could be given:
· by teacher calling on students to respond
· by putting responses on sticky notes and then post them on the board to see common answers
· by putting responses on butcher block paper
· think-pair-share
in a journal response then share some of the responses
2. Students need to take out the contents of their wallets or purses to start brainstorming ideas on how the contents represent their lives.

	Evaluate
& Close 
	4. Tell the students their one-page profile should answer the following questions:
a. Taken separately or together, how do the contents of your wallet/purse construct an image of your identity?
b. What assumptions might someone make about your personality, values, or identity based on what you carry in your wallet/purse?
c. If all they had to go on is your wallet, what would people miss or be unable to know about you?
	3. Students will write a one-page profile by answering the following questions:
a. Taken separately or together, how do the contents of your wallet/purse construct an image of your identity?
b. What assumptions might someone make about your personality, values, or identity based on what you carry in your wallet/purse?
c. If all they had to go on is your wallet, what would people miss or be unable to know about you?



 This document was developed as part of the English Capstone Collaborative Pilot Program, a VDOE grant, supporting a partnership between James Madison University and SURN at The College of William and Mary to pilot and develop materials for the English Senior Seminar. Virginia educators have permission to use and adapt this document for educational purposes.
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[bookmark: _Toc211504381]Marking Period 1, Lesson 11: Cross-text Connections
	Teacher:  
	K. Ford
	Course/Grade:
	English Senior Seminar
	School:
	Waynesboro High School
Waynesboro, VA

	Lesson Topic:
	Cross-text Connections
	 Date of Lesson:
	First Quarter
	
	

	
CCRE #/Objective
	13, 14, 16, 17, 44, 45

	Materials
	 (
Index Cards
)In 

	

	        Lesson
Component
	Teacher
	Student

	Engage 
& Hook


	1. Read headlines of newspaper articles that are of high interest and ask students:
How can these articles relate to other books or articles you have read?

2. Lead brief discussion with whole class
	1. Students jot down ideas and then discuss with a partner.



2. Students share ideas about how the articles are connected.

	Explain 
& Model
	1. Read two short stories or news articles of different, high-interest subjects (abduction, child slavery, bullying, relationships, etc.). 
2. Model how to make deep connections between texts using various themes (keeping secrets, fear, shame, abandonment, parental involvement).
3. Ask students what connections they see between the texts.
	






3. Think pair share and then students offer connections they see between the texts.

	Explore 
& Apply 
	 1. Give each student a 3x5 index card. 
2. Direct students to circulate around the classroom telling other students about their books.  They should discuss their books and find connections, writing them on the index card. 
3. Allow approximately 45 minutes for students to complete this activity. 
4. Participate in the activity as a means of building relationships with the students, and monitor (in a non-intrusive manner) the conversations between students.
	1. Student writes title of the book on the index card. 
2. Student circulates discussing books; as students talk, they will find a connection between their books. Each student should write the other person's name on the card, and a brief description of the connective thread.
3. Student continues circulating trying to speak with every student in the room. 




	Evaluate
& Close 
	1. Bring the class back together. 
2. Ask following questions:
· What kind of connections were you able to make?
· What was the most difficult part of this process?
· What did you find most interesting?
· What books did you discover to be interesting? Would you want to read any of these?
3. Have the students select one question to respond to for an exit slip. Information on responses will guide teacher’s next steps on drawing connections. 
	
2. Students respond to questions by referring to cards and summarizing their findings.







3. The students will select one or more questions to respond to and complete an exit slip.






This document was developed as part of the English Capstone Collaborative Pilot Program, a VDOE grant, supporting a partnership between James Madison University and SURN at The College of William and Mary to pilot and develop materials for the English Senior Seminar. Virginia educators have permission to use and adapt this document for educational purposes. 
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[bookmark: _Toc211504382]Marking Period 1, Lesson 12: How to Avoid Plagiarism
	Teacher:  
	S. Brandt
	Course/Grade:
	Senior English Seminar / 12
	School:
	Woodside High School, Newport News, VA

	Lesson Topic:
	How to Avoid Plagiarism:  Teacher Modeling Summary,  Paraphrasing, and Annotating an Article (which will lead  to the Journal Writing Guidelines Assignment)
	 Date of Lesson:
	Quarter 1

	
CCRE
	9, 10, 38, 39

	Materials and Resources: 
	
Way to project text (e.g., Overhead, SmartBoard, Document Camera), Article*, Index Cards, Highlighter, pen/pencil

	* For this initial lesson, the teacher will select an interesting article about plagiarism to model.  Since the inception of the internet, there have been more cases of plagiarism from not only the public school arena, but in the collegiate to the professional world of journalism and writing.  Sample articles to use:
· UVA Plagiarism scandal printed in the Washington Post (http://www.washingtonpost.com/ac2/wp-dyn?pagename=article&node=&contentId=A38244-2002Nov25&notFound=true) OR from UVA News (http://www.virginia.edu/topnews/releases2002/hall-may-6-2002.html)
· This is a good site that has links to Plagiarism in the News:  http://www.bridgewater.edu/WritingCenter/Workshops/PlagiarismCases.htm
Once the article has been chosen and prior to teaching the lesson, the teacher will need to highlight important phrases and annotate each paragraph of the article. In the right margin of the article, the teacher will need to write in his/her own words a short sentence or two beside each paragraph a summary of what that paragraph is saying.  Teacher should use mostly his/her own words, but some quoted phrases or words could also be used in order to teach direct quotation.  The teacher will also need to create his/her own paragraph summary of the article to show the students at the end of the lesson making sure to use proper MLA documentation at the end of the summary.


	        Lesson
Component
	Teacher
	Student

	Engage 
& Hook


	1. Teacher asks students what constitutes cheating.  
2. Teacher then will ask the students: What is plagiarism?

	1-2 Student responses could be given:
· by teacher calling on students to respond
· by putting responses on sticky notes and then post them on the board to see common answers
· think-pair-share
· in a journal response then share some of the responses
(answers may vary with possible answers of copying something from another and claiming it as their own – homework, quiz, test, essays, etc.)

	Explain 
& Model
	The teacher will model the highlighting, annotating, and summary of the article using either the SmartBoard or a document camera in order for the students to easily follow along.    

	Students will each get a clean copy of the article and will highlight & annotate the article while the teacher models.  (Students’ copies should look exactly like the teacher’s example.) 

	Explore 
& Apply 
	1. Once the close reading strategy of highlighting, annotating, and paraphrasing is completed, the teacher will then give each student index cards (one index card per paragraph).
2. Teacher will then have each student write their marginal notes (summaries/paraphrases of each paragraph) on the index cards.
3. Teacher will then take up the articles from the students.
4. The teacher will have a discussion on why he/she took up the article – why is it necessary to NOT have the original article in front of them when they write their summaries?
	




2. Students will then put their annotated summaries on index cards (one card per paragraph).
3. Students will turn in their highlighted & annotated articles to the teacher.
4. Students will discuss and then will keep the index cards to write up a paragraph summary of the article.


	Evaluate
& Close 
	1. Before assigning the homework, the teacher will share his/her paragraph summary of the article.
2. Teacher will then tell the students for homework they will write a one paragraph summary of the article using only their index cards for notes and their memory of the article.  
3. Teacher will need to make sure to let students know that the index cards do not need to be written in order or that they will not necessarily need to use all their index cards.  
4. If the teacher has time, the students can start to write their rough draft of the article summary in class.  Discuss the importance of never turning one’s first draft to the teacher for the final assessment.  Every professional piece of writing we read, whether it is in a book, magazine, newspaper, etc. has gone through multiple drafts (and editors) before being published.    
5. The teacher will assign each student to write a formal, typed (double spaced) paragraph summary of the article in their own words with only using their index cards.
	




















5. Students will turn in their index cards, rough draft, and typed (double spaced) final draft to teacher next class period.





This document was developed as part of the English Capstone Collaborative Pilot Program, a VDOE grant, supporting a partnership between James Madison University and SURN at The College of William and Mary to pilot and develop materials for the English Senior Seminar. Virginia educators have permission to use and adapt this document for educational purposes. 
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[bookmark: _Toc211504383]Marking Period 1, Lesson 13: Journal Writing Guidelines
	Teacher:  
	S. Brandt
	Course/Grade:
	Senior English Seminar 
	School:
	Woodside High School, Newport News, VA

	Lesson Topic:
	Journal Writing Guidelines Assignment for PREPARING/PRESENTING A JOURNAL TOPIC 
	 Date of Lesson:
	Quarter 1, continuing throughout the year*

	
CCRE
	6, 9, 10, 14, 16, 28, 29, 38, 40

	Materials and Resources: 
	
Overhead/SmartBoard/Document Camera, Teacher Topic Article, Journal, Calendar, Highlighter, pen/pencil

	
	* This lesson and student assignment will be repeated in Quarters 2 and 3 with the goal of increasing the reading level of the articles. In Quarter 2, the students will learn how to use the online databases available in the school library and use these to identify an article. In Quarter 3, students will choose from published essays by major writers in the field using anthologies available in the teacher’s classroom and school library.

	        Lesson
Component
	Teacher
	Student

	Engage 
& Hook

	3. Ask students who or what defines us as individuals.  (Answers may vary with possible answers of parents/family, peers, social economic status, obstacles, etc.) 
4. Ask the students one or all of these additional questions: 
· Does one’s personal identity change over time?  
· How could a person’s identity be defined by more than one influence?  
· How do you define your personal identity?
	1-2 Student responses could be given:
· by teacher calling on students to respond
· by putting responses on sticky notes and posting them on the board to see common answers
· think-pair-share
· in a journal response then share some of the responses

	Explain 
& Model
	1. Remind students of the plagiarism article summary that they completed in week 2 or 3.  This lesson is similar in that each student will eventually choose an article from the internet, a newspaper, or a magazine that will relate to their individual text set topic.
2. For this teacher modeled lesson, the teacher will model choosing an article that relates to his/her text set topic.  Example: My text set topic is: Personal Identity: Who or What Defines Us?  I have chosen a narrative essay by Sherman Alexie called “The Joy of Reading and Writing:  Superman and Me.”   
3. After article selection and prior to teaching the lesson, highlight important phrases and annotate each paragraph of the article. In the right margin of the article, model how to write a one or two sentence summary for each paragraph. Use mostly your own words, but some quoted phrases or words could also be used in order to teach direct quotation.  Also, model how to create a paragraph summary of the article to show the students at the end of the lesson. Use proper MLA documentation at the end of the summary.  Then, choose a visual (picture on PowerPoint slide, collage on poster board, video clip, etc.) that relates to your text set topic.  Lastly, create a journal question for the students to respond in their journals.
	





















	Explain 
& Model
	4. On the day of the lesson, put a clean copy of the article on the SmartBoard or a document camera.  
5. Teacher will read the article aloud or have various individual students read the article aloud paragraph by paragraph. 
6. Before calling on individual students to see what the students feel is highlight worthy, put them in pairs or small groups to discuss their rationale of highlighting/annotating with each other before sharing with the whole class.
7. As a whole class, discuss what individual students thought was highlight worthy by having various students (one at a time):
· Individually come up to the SmartBoard or Document Camera to underline what he/she deemed as important and explain his/her reasoning for each paragraph OR 
· Individually call on students to tell you what he/she thought was highlight worthy and to explain his/her reasoning for each paragraph and then you underline what he/she deemed as important 
	4-5 Students will each get a clean copy of the article and will individually highlight & annotate the article while the teacher or various individual students read aloud.


6. After the reading, highlighting, and annotating of the article is completed, students share their responses with each other by 
· think-pair-share OR
· small group (no more than four)
7. As a whole class discussion, various individual students come up to the SmartBoard or Document Camera to underline what he/she deemed important and explain his /her reasoning for a particular paragraph OR various individual students will tell the teacher what he/she thought was highlight worthy and explain his/her reasoning for a particular paragraph. 

	Explore 
& Apply 
	5. Once the whole class discussion is completed, show the students your paragraph summary of your article with proper MLA citation as well as your visual.  Have a discussion with the students about how your visual relates to your article/topic.
6. Give the students a journal question based on your article/topic and/or visual.
7. Randomly call each student (student names pulled out of a hat, etc.) to select a date starting in week 5 and ending in week 9 to orally present their article, visual, and journal question relating to their text set topic.

	1. Discuss how the visual relates to teacher’s article/topic.
2. In their journal, students will write twelve (12) lines in response to question presented by teacher.  
· A full line is from margin to margin on the paper
· 1/2 lines do not count as full lines or portions of full lines
· Lines must be numbered
· Writing the question is not a requirement since the question itself is not considered part of the twelve line response.
3. Starting in week 5, each student randomly selects a date to orally present an article on their text set topic following the same steps the teacher has modeled in the plagiarism lesson as well as this lesson.  Dates can be traded; however, students who choose not to present a journal receive a zero for the grade.
4. Choose an article from a newspaper, magazine, or the internet that pertains to a topic of interest in regard to the novel/book you are currently reading in your text set.  Articles must be of sufficient length (5 or more paragraphs).  When in doubt, ask the teacher.

5. Use the writing process that we have practiced over the last two weeks:
· Read the article. Highlight important information and annotate.  
· Restate the information in your own words on index cards.
*NOTE:  Part of this grade depends upon the collection of data.  If the report is plagiarized, credit is denied.
· Set the article aside.  [Do NOT omit this step]
· Arrange index cards in their order of intended use.  Omit cards that contain unnecessary information. 	
· Write the rough draft using information listed on the cards.
· Have a peer editor (another student or a parent) read the rough draft, making grammar/content corrections.
· Type (double spacing) the final draft in proper manuscript form, including the name of your source in proper MLA format.
· Create one or more discussion questions about the summary.  Choose one question to ask the audience to respond to in his/her personal journal.
· Create a visual aid (picture on PowerPoint slide, collage on poster board, video, etc.) that enhances the oral presentation.  Think about the topic you want to convey to the audience and how it relates to not only the novel/book you are currently reading, but to humanity as well.  A copy of the article pasted to poster board does not constitute a visual enhancement.  Your visual should ADD TO the information you already have in the article.

	Evaluate
& Close 
	1. Starting on week 5, student presentations will be made during the first five minutes of class.  Use the rubric below for evaluation.
· If a student "forgets" the assignment, he/she receives a zero--no late reports are accepted.  Absences are made up in class if a date is available; otherwise the presentation is scheduled after school during tutoring hours.  [Tuesdays] NOTE: this is the criteria of the teacher who developed the learning plan; substitute your school or classroom policy.

	1. Present the summary orally to the class on the date the student picked.  (Minimum 3 minutes)
2. Ask the class to respond to your journal question in their journals:  each student will write twelve (12) lines in response to question presented by the student.  
· A full line is from margin to margin on the paper
· 1/2 lines do not count as full lines or portions of full lines
· Lines must be numbered
· Writing the question is not a requirement since the question itself is not considered part of the twelve line response.
3. Turn in article, rough draft, and final draft, to teacher.



This document was developed as part of the English Capstone Collaborative Pilot Program, a VDOE grant, supporting a partnership between James Madison University and SURN at The College of William and Mary to pilot and develop materials for the English Senior Seminar. Virginia educators have permission to use and adapt this document for educational purposes.
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[bookmark: _Toc211504384]Marking Period 1, Lesson 14: Favorite Passage Writing Assignment
	Teacher:  
	S. Brandt
	Course/Grade:
	English Senior Seminar
	School:
	Woodside High School, Newport News, VA

	Lesson Topic:
	Favorite Passage Writing Assignment
	 Date of Lesson:
	Quarter 1

	
CCRE 
	14, 17, 19, 22, 23, 24 

	Materials:  
	S Index car   index card or sticky note, pen/pencil, student’s current novel

	

	        Lesson
Component
	Teacher
	Student

	Engage 
& Hook


	5. Share a favorite quotation/line from a movie, song, poem, or history by writing it on the board or showing it on the SmartBoard.  Examples to choose from or create your own:
· Star Wars: “May the force be with you.”
· Michael Jackson: “I’m starting with the Man in the Mirror/I’m asking him to change his ways/And no message could have been any clearer/If you wanna make the world a better place/Take a look at yourself and then make a change.”
· M. L. King Jr.:  “I have a dream that my four little children will one day live in a nation where they will not be judged by the color of their skin but by the content of their character.”
6. Ask students to share a favorite quote that they like from a movie, song, poem, book, history, etc.
	 











2. Student responses could be given:
· by teacher calling on students to respond
· by putting responses on sticky notes and posting them on the board to see common answers
· think-pair-share
· in a journal response then share some of the responses
· individual white boards

	Explain 
& Model
	1. Discuss the significance of the teacher’s selected quote as well as the some of the students’ favorite quotation selections from above.  
· Why are these quotations/lines memorable?  
· What impact do they have on an individual or society?  
· What lessons can we learn from a particular quotation?
· What is the author’s message/meaning/ purpose in the quotation?
	1. Student responses could be given:
· by teacher calling on individual students to respond
· think-pair-share
· put students in groups to discuss one of the favorite quotations given above









	Explore 
& Apply 
	1. Tell the students that they will choose a favorite quotation from the novel they are currently reading. (This lesson can be repeated throughout the school year as the students are reading many books from which to choose a quotation).
2. Give each student a sticky note or an index card on which they will write their favorite quotation, the author, and the title of the current novel they are reading as well as the page number of the book, if the book is available.  
3. Create a section on the black board or bulletin board and label it “Quotation Wall” or “Quotation Station” or some catch phrase.

	





2. Students will write their favorite quotation on a sticky note or index card along with the author and title of the book.
3. Students will then put their sticky note or index card (taped) on the “Quotation Wall” on the black board or bulletin board.
4. Students will share their quotations with the rest of the class making sure they address the significance of the quotation in relation to not only what is going on in the novel, but more importantly addressing the impact it has on the students.    
· Why did he/she choose that particular quotation?
· Did it remind the student of himself/ herself?  If so, how?
· Was it an emotionally charging passage? If so, in what way?

	Evaluate
& Close 
	1. Once everyone has orally presented their favorite quotation to the rest of the class, assign the students the favorite passage writing assignment.  Assign the rough draft to be due next class.
2. At the next class, have students peer edit each other’s rough drafts of the favorite passage essay using the rubric.
3. Give students who completed the rough draft credit for doing it.
4. Assign the final draft (to be typed, double spaced) to be due on the next class period (two class periods from the first lesson).  If students do not have access to a computer at home, this final step can be completed in class if you have access to laptops or computer labs in your building.
5. Take up all writings when the final is due – peer edited rough draft as well as the final typed draft.
	




2. Students will complete a rough draft of the favorite passage essay due next class
3. Students will peer edit each other’s rough drafts using the rubric.
4. Students will complete a final typed double spaced essay of the favorite passage to be turned in with peer edited rough draft and rubric.





This document was developed as part of the English Capstone Collaborative Pilot Program, a VDOE grant, supporting a partnership between James Madison University and SURN at The College of William and Mary to pilot and develop materials for the English Senior Seminar. Virginia educators have permission to use and adapt this document for educational purposes. 


English Senior Seminar
Favorite Passage Assignment

Choose a favorite passage from a novel that you are either currently reading or have read in this class.  For homework, you will write a rough draft of your response to that favorite passage.  You need to write a reflection on why you chose that particular passage.  Do not state “Because I just like it best” as a reason, you must explain why you like the passage.  You might want to include a brief analysis of your own about the passage, possibly further examining its message or meaning to not only yourself, but to humanity.  Eventually, you will write a final draft consisting of a one to two page typed double spaced reflection on why you chose that particular passage.  

Structure of the rough draft:

· Make sure your name, date, period, and teacher’s name is at the top right side of the paper.
· Print the passage at the top of the page with internal documentation, example: (Morrison 90).
· Your reflection/analysis should then follow.  Make sure you state the title, author, characters and the reason why you chose the passage in your first paragraph.  The body paragraphs will then further explain your reasoning for your choice.  

DUE:  Rough Draft is due 					
	Final Draft is due 					





English Senior Seminar
Favorite Passage Rubric

Name 										Date				
		
							PEER				TEACHER

Italicized Passage                                            			_______ (5) 			_______ (5) 

1-2 Typed Double-spaced Pages                                              	_______ (5)			_______ (5) 

Internal Documentation                                   			_______ (5)			_______ (5) 

Title/ Author/ Characters				 	_______ (5)			_______ (5) 

Explanation of WHY the passage was selected     		_______ (20)			_______ (20)

Knowledge of the story/book as a whole
and how the passage represents the
students’ understanding of the character or
theme or setting or symbolism, etc.			________ (20)			_______ (20)

(Structure)
Introduction/ Body/ Conclusion	 			_______ (10)			_______ (10)			

Grammar/ Spelling/ Punctuation		 		_______ (10)			_______ (10)

Varied Sentence Structure			 		_______ (10)			_______ (10)

Elaboration/ Clarity/ Unity			 		_______ (10)			_______ (10)

						TOTAL 				TOTAL 		
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[bookmark: _Toc211504385]Marking Period 2, Lesson 2: Analyzing Advertisements Using the Rhetorical Triangle
	Teacher:  
	K. Mahoney
	Course/Grade:
	English Senior Seminar
	School:
	SURN

	Lesson Topic:
	Analyzing Advertisements Using the Rhetorical Triangle
	 Date of Lesson:
	Quarter 2

	
CCRE/Objective
	3, 6, 7, 8, 9, 11, 15, 17, 18, 19, 20, 21, 42, 44, 46, 47, 49, 50 

	Materials and Resources: 
	
Video Projector or computer with projector and speakers, access to www.americanrhetoric.com, print advertisements, copies of concept maps


           
	Lesson
Component
(appx. time)
	Teacher
	Student

	Engage 
& Hook

	1. Show students a high impact advertisement (for example: the SPCA of Texas: http://www.youtube.com/watch?v=89o4RmnvD2Q or the Dove Onslaught ad: http://www.youtube.com/watch?v=3eihluKwRo0&feature=related

	1. After the students watch the ad, have them write their immediate reaction to it: How does it make you feel? What is the most memorable about it?


	Explain 
& Model
	1. Hand out the Rhetorical Triangle definitions concept map. Tell the students that over 2,000 years ago Aristotle defined the 3 basic ways to persuade an audience: by appealing to their sense of ethos, logos, and pathos (additional background in this available here: http://www.calstatela.edu/faculty/jgarret/3waypers.htm). Tell the students that it is not a matter of picking one type of appeal, but a balance of all three that is appropriate to the context, audience, purpose, and form that makes an argument effective. Ask the students if they think Aristotle’s ideas still hold up today.
2. Hand out the blank Rhetorical Triangle concept map and model filling it in based on the advertisement shown at the beginning of class. Re-watch the ad if necessary. Ask the students which sounds and images they observed fit into which category on the rhetorical triangle. Demonstrate how to interpret intended audience and context. 
3. Ask the students to debate whether the appeal to ethos, logos, or pathos was the strongest or most important in this advertisement and why. 
4. Ask the students whether or not the advertisement was effective in fulfilling its purpose to the intended audience.
	1. Students review the Rhetorical triangle definitions and decide if Aristotle’s ideas hold up today.
2. Students will participate in the demonstration by filling in their concept maps based on what stood out the most to them in the advertisement. They will share their ideas with the class. 
3. Students will debate which appeal has the most strength or importance in the ad.
4. The students will first decide individually and then all students will share their answer to the group on whether or not the ad was effective in fulfilling its purpose to the intended audience and why.


	Explore 
& Apply 
	1. Bring in several print advertisements from magazines or local newspapers, etc. Direct the students into groups of 2-3 and give each group a different print advertisement and a blank concept map. Direct them to go through the same process as you modeled early. Make sure they know to decide which appeal was the strongest and why and if the advertisement is effective and why. (If the students have access to computers, they could also do this with different television or radio ads). They need to apply what they know about the Rhetorical Triangle to their analysis of the ad.
	1. Students will work in small groups to analyze the advertisement and use the concept map to guide their analysis. 

	Evaluate
& Close 
	1. Have each group present their analysis of the advertisement to the class.
2. Have the students complete Exit Tickets on which they explain how the Rhetorical Triangle could be applied to other types of texts (not just advertisements). The teacher will use these to follow up with the next lesson.
	1. Each group will present their analysis of the advertisement to the class.
2. Students complete Exit Tickets.




This document was developed as part of the English Capstone Collaborative Pilot Program, a VDOE grant, supporting a partnership between James Madison University and SURN at The College of William and Mary to pilot and develop materials for the English Senior Seminar. Virginia educators have permission to use and adapt this document for educational purposes.




















 (
Context:
Purpose:
Pathos:
Ethos:
Logos:
Audience: 
)



































 (
Context: When and where is the communication occurring?  Why is this important?
Purpose: To inform, persuade, describe, define, etc.
Pathos:  Emotional appeal, considering audience, “it’s not what you say but how you say it”, style, figurative language.
Ethos: Ethics, the writer or speaker’s credibility or authority, choice of language, grammar, conventions.
Logos: Logic, reason, claim, thesis, evidence supported by facts, statistics, and research.
Audience: Who is the intended audience? What are the characteristics of this audience? How will they best be reached?
Form: Speech, Essay, Letter, political ad, song, etc.
)
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[bookmark: _Toc211504386]Marking Period 2, Lesson 3: Visual Literacy
	Teacher:  
	K. Mahoney and S. Brandt
	Course/Grade:
	ENGLISH SENIOR SEMINAR
	School:
	Woodside High School, Newport News, VA

	Lesson Topic:
	Visual Literacy
	 Date of Lesson:
	Quarter 2

	
CCRE
	6, 9, 16, 17, 18, 19, 28, 34, 42, 43, 44, 49, 50

	Materials and Resources: 
	
Way to project a ppt (e.g, LCD/Computer, SmartBoard), Paper, Writing Utensil

	
	

	        Lesson
Component
	Teacher
	Student

	Engage 
& Hook


	5. Hand out a short survey to the students with statements like “I like to draw and/or create other forms of art,” “I am a musician,” “I enjoy viewing images,” “I have made movies” with a 1 to 5 scale.
6. Ask students to rate how well the statement describes themselves with 5 most accurate.
7. When the students are finished with the survey, have each student share one thing that they scored very high on and explain why that is so important to them or why they enjoy it.
8. Tell the students that all of these interests and experiences will help them in their work today. Emphasize that they all bring a different frame of reference to the lesson, and that this leads to us each having a unique way of seeing the world.

	



2. Students complete surveys.

3. Students share one item that they scored high on with the whole class and explain it.

	Explain 
& Model
	8. 
 In the PowerPoint, show the title slide
Ask the students to explain what interpretation means and help them to define composition in terms of art, music, and writing.
9. Show students an example of a concrete poem (or shape poem) and a painting with mixed media (including words) and have them make a chart to compare the similarities and differences between the two pieces.
10. Have the students label whether their ideas relate to composition or interpretation.
11. Ask the students to share their ideas clearly delineating composition and interpretation. Ask the students how the composition of the piece leads to their interpretation of it. (For example, bright colors relate to the exciting and forceful tone of the painting).
12. Go to the next PowerPoint slide and show the students a compelling, professional news photograph. Do not include the title or caption on this slide. Have the students list their first impressions and observations of the photograph on a piece of paper.
13. Give students a chart with the terms on it and tell them that the goal today is to learn terminology and practice using it to be able to better describe the way in which an author or artist composes their work that leads you (the viewer/reader) to your interpretation of the work. Tell the students you will guide them with the first two terms.
14. 
Show a slide with the term Focal Point and a visual definition of that term: 
From this information, ask students to try to figure out and then write in their own words the definition of focal point. Provide a model of the definition and explain how you came up with this definition. (Example definition: The spot where your eyes immediately go when viewing an image; the point on which your eyes focus).
15. Return to the photograph and have students identify the focal point and discuss how paying attention to the focal point can help to confirm their initial interpretations or ideas about the photograph. Then tell the students to use these concepts to fill out the second column (“Important ideas when using the term and trying to connect to your interpretation”) of their chart. 
16. Repeat the same process in #7 with context and story.

 
17. Return to the photograph and this time share the caption or title. Ask students how knowledge of this contextual information influences their interpretation of the photograph.
	1. Students orally respond to the title slide.














2. Students create a chart on a piece of paper to compare and contrast the poem and painting.


3. Students label the ideas on the chart as relating to composition or interpretation.
4. Students share their work in pairs or as a whole class depending on the number of students and time constraints. 

5. Students look at the photograph and write their first impressions and observations.








7. Students begin to fill out their chart with their definition of focal point. 
















8. Students identify the focal point of the photograph. Students discuss in partners or as a class how paying attention to the focal points helps to guide them to interpretation. Students record their ideas in the chart.

9. Students define context and story (as related to interpreting visual texts) on their chart.












10. Students identify and interpret the context and story of the photograph. Students discuss in partners or as a class how paying attention to the context helps to guide them to interpretation. Students record their ideas in the chart.

	Explore 
& Apply 
	1. Tell the students that now they will use the models we just worked on and apply this to figuring out the definitions and how they can be used to support interpretation of images.
2. Break the class into groups and each group gets a different term (figure ground contrast, color, lines, grouping) and examples to work on. The examples should be paintings or photographs that provide a clear example of that term. Each group should fill in the chart for their term.
3. Groups will then pair up with students who had different terms to fill in the rest of their chart.
	



2. Students work in groups to explore a different set of images and apply the process of defining the term and determining how applying the term to an image will help them to be able to better support their interpretation of the image.
3. Groups share their definitions and interpretations of the new images so that everyone in the class has filled out the chart.

	Evaluate
& Close 
	1. 1. Ask students to take out an image they have found that relates to their text set. The students should then write a paragraph interpreting the image and explaining their reasoning behind their interpretation by using at least 3 of the terms they learned in the lesson today.
	1. Students apply what they have learned today by interpreting an image that relates to their text, supporting their interpretation by applying 3 of the terms they learned today, and writing a paragraph.





This document was developed as part of the English Capstone Collaborative Pilot Program, a VDOE grant, supporting a partnership between James Madison University and SURN at The College of William and Mary to pilot and develop materials for the English Senior Seminar. Virginia educators have permission to use and adapt this document for educational purposes.



Color
“Usually, the brighter the color, the more powerful its effects. These effects are often culturally based. In our culture, for instance, white is the color of purity and is worn by brides, but in China and Japan, it is the color of mourning.” 






[image: ]		[image: ]		[image: ]
Alma Thomas, Red Rose Cantata, 1973		Pablo Picasso, The Tragedy, 1903		Barnett Newman, Yellow Painting, 1949
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André Derain, Mountains at Collioure, 1905			Paul Cézanne, Château Noir, 1900/1904
[image: http://www.nga.gov/education/classroom/img/spacer.gif]


Lines

[image: ]		[image: ]
Joan Miró, The Farm, 1921–1922				Charles Sheeler, Classic Landscape, 1931			
[image: ]		[image: ]
Georgia O'Keeffe, Sky with Flat White Cloud, 1962		Grant Wood, New Road, 1939



	Softness, grace, flow, change
	Calm, sleepy, still
	Movement
	Stress

	Energetic, fun, dynamic
	Solid, serious, organized, planned
	Silly, energetic, dynamic, in motion, chaotic
	Busy, topsy turvy, active

	Serious, calm, quiet
	In motion, festive, fun
	
	







Figure-Ground (background) Contrast
“Adding contrast can help the reader focus and separate the essential from the inessential.”


 (
http://en.wikipedia.org/wiki/File:Cup_or_faces_paradox.svg
) (
Frank Weston Benson, Margaret (“Gretchen”) Strong, 1901 http://www.nga.gov/fcgi-bin/tinfo_f?object=75000
)[image: ]     [image: ]














Grouping
“As psychologists have noted, we make sense of things by categorizing or grouping them together. We talk about ‘those books’ on the shelf and use collective nouns like ‘a gaggle of geese’… indicating that we are more comfortable representing items in groups rather than individually. Psychological studies in memory also show that we can remember more things in groups than we can individually.”

Two Types of Grouping: Proximity and Similarity
A:
B:
C:  


Also think about size, shape, and texture

 (
A wounded Japanese photographer, Kenji Nagai,
 lay before a Burmese soldier yesterday in Yangon, Myanmar, as troops attacked protesters. Mr. Nagai later died. By: 
Adrees
 
Latif
 http://www.pulitzer.org/works/2008-Breaking-News-Photography#
)[image: ]





My Frame of Reference
Score yourself on a 1 (least) to 5 (most) scale for each of the following statements.
	I enjoy viewing images (photos, paintings, etc.)
	1
	2
	3
	4
	5

	I like to draw and/or create other forms of art
	1
	2
	3
	4
	5

	I have taken (or am currently taking) art classes
	1
	2
	3
	4
	5

	I watch a lot of movies

	1
	2
	3
	4
	5

	I have made movies 

	1
	2
	3
	4
	5

	I am a musician

	1
	2
	3
	4
	5

	I know a lot about music

	1
	2
	3
	4
	5

	I enjoy the interactive nature of reading on Facebook and other social sites
	1
	2
	3
	4
	5

	I enjoy taking photographs

	1
	2
	3
	4
	5

	I enjoy spending time outside and observing nature
	1
	2
	3
	4
	5

	I have read a lot of (or enjoy reading) novels, magazines, articles, etc.
	1
	2
	3
	4
	5



My Frame of Reference
Score yourself on a 1 (least) to 5 (most) scale for each of the following statements.
	I enjoy viewing images (photos, paintings, etc.)
	1
	2
	3
	4
	5

	I like to draw and/or create other forms of art
	1
	2
	3
	4
	5

	I have taken (or am currently taking) art classes
	1
	2
	3
	4
	5

	I watch a lot of movies

	1
	2
	3
	4
	5

	I have made movies 

	1
	2
	3
	4
	5

	I am a musician

	1
	2
	3
	4
	5

	I know a lot about music

	1
	2
	3
	4
	5

	I enjoy the interactive nature of reading on facebook and other social sites
	1
	2
	3
	4
	5

	I enjoy taking photographs

	1
	2
	3
	4
	5

	I enjoy spending time outside and observing nature
	1
	2
	3
	4
	5

	I have read a lot of (or enjoy reading) novels, magazines, articles, etc.
	1
	2
	3
	4
	5


 
Visual Literacy
Ideas to get started when analyzing and writing about visual images
	
	Definition
	Important ideas when using the term and trying to connect to your interpretation

	Focal Point






	
	

	Context and Story






	
	

	Figure – ground contrast






	
	

	Color






	
	

	Lines






	
	

	Grouping






	
	



Visual Literacy
Ideas to get started when analyzing and writing about visual images
	
	Definition
	Important ideas when using the term and trying to connect to your interpretation

	Focal Point






	The spot where your eyes immediately go when viewing an image; the point on which your eyes focus; the central figure
	· “… human beings tend to remember what is different, unusual, or unexpected”
· “Determining what you perceive to be the focal point will help guide your understanding of the image”
· “When an image has been composed by someone such as a photographer or designer, your attention is drawn to this point for a reason”

	Context and Story






	STORY: The relationships between the elements of the image create a story
CONTEXT: Just looking at the image is not enough. Knowing where, when, who can add necessary knowledge for understanding
	· Always read and consider titles and captions
· “the more you know, the more you see” 
(Aldous Huxley)
· You can infer context from the elements that are in the image (look for clues of things that stand out as different, unusual, or symbolic) – may need to look up more information

	Figure – ground contrast






	A design principle that emphasizes the difference between what’s in front (the figure) and what’s in back (the ground, as in background). The figure can be the focal point, but there are also several levels of figure and ground within an image.
	· Contrast helps to establish importance – helps the viewer focus and separate the essential from the inessential
· When there is no/little contrast, “our eyes will keep searching, trying to find recognizable shapes or things we can use to create contrast and therefore meaning and understanding” – it’s a way to get the viewer to engage with the image, work hard at understanding it

	Color






	Focuses attention, creates contrast, appeals to emotions, and helps to communicate meaning
	· People often respond to color emotionally
· “Usually, the brighter the color, the more powerful its effects.”
· Effects of color are culturally based
· Different colors can have different symbolic significance depending on context
· Warm colors vs. cool colors

	Lines
	Help to provide a sense of motion or movement; used to create edges and outline objects; the direction of the line can convey mood
	· Horizontal lines: calm and equilibrium
· Vertical lines: suggest movement
· Diagonal lines: create stress
· Wavy lines: imply softness, grace, flow, change

	Grouping






	We make sense of things by categorizing things or grouping them together; we tend to group things in two basic ways: by their relationship in space (proximity) or their relationship in size, color, shape, etc. (similarity)
	· Proximity: Close objects are grouped together and this shows a connection or relationship between them
· Similarity: often used to create a sense of unity; elements with similar features are often perceived as belonging together
· Similar shapes, sizes, and textures can help to convey meaning, provide balance, or represent a fundamental form of an object
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[bookmark: _Toc211504387]Marking Period 2, Lesson 8: Making connections through visual literacy
	Teacher:  
	S. Brandt
	Course/Grade:
	ENGLISH SENIOR SEMINAR
	School:
	Woodside High School, Newport News, VA

	Lesson Topic:
	Making connections through visual literacy (gallery walk lesson plan, part 1)
	 Date of Lesson:
	Quarter 2

	
CCRE
	9, 17, 28, 49

	Materials and Resources: 
	
Paper with images attached, Writing Utensil

	
	

	        Lesson
Component
	Teacher
	Student

	Engage 
& Hook


	1. Ask students what visual literacy means to them. (discuss title of lesson)
2. Explain the purpose of the lesson:
· Whatever we read (books, articles, journals, etc.), there are deep connections between texts, even if the subject matter is very different from one another.
· Those deep connections between texts can be discussed using various subjects such as keeping secrets, fear, shame, abandonment, parental involvement, etc. 
· These various subjects can also be interpreted using visual literacy. 
	1. Students respond to what visual literacy is (whole class discussion)

	Explain 
& Model
	1. Model how to make connections between the topic of a text set and a visual text (using the teacher’s text set and a teacher identified visual text as an example). Teacher explains her thinking with specific examples from at least two books in her text set and specific details from the visual text.
	

	Explore 
& Apply 
	1. Attach pictures to butcher block paper stationed around the room. Then divide students into groups so there is one group per station.
2. Explain to students that they will rotate to each station with their group. Each group will be at one of the pictures at a time. At each station, each member of the group will look at the visual text, decide which of his/her text set books relate to the picture of the paper, and explain to the other group members how it relates. The group will then write a brief description of their connective thread for the visual on the butcher block paper.
3. Teacher will monitor and assist groups as they move to each station. Groups should spend approximately 5 minutes at each station.
	








3. Students will work in groups first, with each group member discussing how one book they have read connects to the visual text at the station. Then the groups will write on the butcher block paper about the connective thread they found in their discussion. Groups will proceed to each station.

	Evaluate
& Close 
	1. Once all of the groups have completed a round at each station, they should quickly go back around to read what the other groups have written.
2. Ask students to share their reflections on the lesson. Example questions: 
· How did your interpretations of the images differ from other students’ ideas? 
· How do the connections to images help you to better understand or think deeper about the theme of your text set? 
· In hearing about other students’ books, are there any that you are now interested in reading?
	


2. Students can work in pairs or as a whole class to discuss their reflections on making connections to the visual texts and learning about other students’ books.



This document was developed as part of the English Capstone Collaborative Pilot Program, a VDOE grant, supporting a partnership between James Madison University and SURN at The College of William and Mary to pilot and develop materials for the English Senior Seminar. Virginia educators have permission to use and adapt this document for educational purposes.







[image: ][image: ]







[image: ][image: ]









[image: ][image: ]














[bookmark: gallerywalkp2]
 (
CAPSTONE
English Academy
)Daily Lesson Planning Tool
[bookmark: _Toc211504388]M
	Teacher:  
	S. Brandt
	Course/Grade:
	ENGLISH SENIOR SEMINAR
	School:
	Woodside High School, Newport News, VA

	Lesson Topic:
	Making connections through visual literacy (gallery walk part 2)
	 Date of Lesson:
	Quarter 2

	
CCRE
	9, 17, 28, 49 

	Materials and Resources: 
	
Computers for each student

	
	

	        Lesson
Component
	Teacher
	Student

	Engage 
& Hook


	1. Review the images from the gallery walk in the previous class.
2. Tell students to choose the one image that most resonated with them and connected the best to one of their novels. Explain that today they will be taking their interpretation to a deeper level by connecting the image to a specific quotation from that novel.
	

2. Students choose the image from the gallery walk that they want to work with today.

	Explain 
& Model
	1. Model how to connect the image to a quotation by building from the same model used in the previous class and adding a quotation from a book in the teacher’s text set. The teacher explains her thinking about the connection between the quotation and image. 
	

	Explore 
& Apply 
	1. Tell the students that now it is their turn to connect the visual to a quotation from their novel. Tell the students to address:
· What you feel the visual represents to you
· Why the quotation fits the visual
· How that is evidenced in the story

2. The students can work on the computers to write their responses. See sample instructions below. 
3. The teacher will provide individual assistance to students as needed.
	1. Students will write their connections using the guidelines and save them.















	Evaluate
& Close 
	1. This lesson is a starting point for the students’ mural projects in which they will expand their initial image/novel connection.
	







This document was developed as part of the English Capstone Collaborative Pilot Program, a VDOE grant, supporting a partnership between James Madison University and SURN at The College of William and Mary to pilot and develop materials for the English Senior Seminar. Virginia educators have permission to use and adapt this document for educational purposes.
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[bookmark: _Toc211504389]Marking Period 2, Lesson 11: Library Scavenger Hunt
	Teacher:  
	S. Brandt
	Course/Grade:
	ENGLISH SENIOR SEMINAR
	School:
	Woodside High School, Newport News, VA

	Lesson Topic:
	Library Scavenger Hunt
	 Date of Lesson:
	Quarter 2

	
CCRE
	20, 21 

	Materials and Resources: 
	
Internet Access, Library Computer/Laptop, Writing Utensil, Handout

	
	

	        Lesson
Component
	Teacher
	Student

	Engage 
& Hook


	9. Ask the following question: What does the word credible mean? (Answers can range from trustworthy, reliable, sincere, dependable, believable)  
10. Ask one or all of the following questions to the students to elicit further discussion on the word credible:   
· What would they use the adjective credible to describe?
· Do you feel the information that we get from the media (television, radio, internet) is credible?
· How do they know if a source of information is credible or not?

	1-2. Student responses could be given:
· by teacher calling on students to respond
· by putting responses on sticky notes and then post them on the board to see common answers
· think-pair-share
· in a journal response then share some of the responses
· individual white boards

	Explain 
& Model
	18. Prior to taking the students to the library, meet with your librarian to set up a scavenger hunt.  
· Choose a date to bring in your students to do the scavenger hunt.  
· Create a handout for the students to fill out while they are scavenging.  You can use the handout created by my librarian or you can have your librarian create his/her own based upon your school/class need.
19. Ask the students: If you want to check out a book from the library, how do you know where that book is located in the library? 
20. Tell them that today they are going to be doing a Library Scavenger Hunt to find all the answers to their questions on where to locate information about books, articles, journals, etc., as well as how to find credible and more academic articles to help with their research.
	








2. Students respond individually by raising their hands or the teacher can call on a particular student, etc. to answer how they find a particular book at the library.

	Explore 
& Apply 
	6. Take the class to the library on the date selected.
7. Seat the students at a central location in the library where they have computer desktops or laptops.
8. Have students sign on to the desktop/laptop and access the Library Scavenger Hunt handout located in your Hands-Out Folder (if your school has this capability for electronic handouts.  If not, pass out a hard copy of the handout to each student.) 
9. The librarian “walks” the students through the handout/activity (questions 1–10); all students stay together up until the last activity titled “Finally, your assignment…”
10. Tell the students they can access the library’s online catalogue and online databases for free in school as well as at home if they have internet access.  This is a great tool for them to use to research credible sources for their text set topics.
	



3. Students log onto the desktops/laptops in order to access the library’s online card catalogue and online databases for this activity.


4. Students will fill out the Library Scavenger Hunt handout as the librarian “walks” them through the process.



	Evaluate
& Close 
	5. Collect all of the Library Scavenger Hunt handouts from each student.
6. Ask students to complete an exit slip in which they write 2 things they learned today about finding credible, academic sources in the library.
7. After the handout is graded for accuracy and participation, the students will receive their handouts back in order to reference it for their next Journal Article Summary for the 2MP.
8. Accessing the school’s online databases should be an ongoing credible tool for the student to use when researching.
	




3. Students should continually use this resource tool to help them select credible articles/ journals throughout the school year as well as beyond high school.



This document was developed as part of the English Capstone Collaborative Pilot Program, a VDOE grant, supporting a partnership between James Madison University and SURN at The College of William and Mary to pilot and develop materials for the English Senior Seminar. Virginia educators have permission to use and adapt this document for educational purposes.





Ms. Sousa/Ms. Brandt November 2011  		Name:						
Library Scavenger Hunt
1. Find Woodside Library’s homepage. How would you search for a book? Where would you find a copy of Gone with the Wind? 

2. Who wrote the nonfiction copy of Roots and where is it located?


3. Where is a true story on an individual located and what is its Dewey Classification?

4. You left your copy of Pride and Prejudice at school and now you need it. How would you go online to the Woodside HS library and read the book?      


5. You have decided to be a registered nurse (RN). Find where the career books are located AND locate the newest career encyclopedia, Vols. 1-5. What type of education do you need for your chosen career?

6. You need a copy of Put Me in the Zoo. Where can you locate it? (Hint: under the green, Narrow your search section, find location and check the drop down menu) 


7. Go back to the library homepage. What are our library’s hours of operation on Tuesdays and Thursdays? 

8. The library has databases located on our library homepage. Click on the Gale Student Resource Center. Each of the 52 icons is a different database on a specific subject area. Instead of searching each of the 52 databases you can do a power-search at the top of the page.
Enter:  “break the cycle of abuse” and then hit enter,
How many results?   ___________________
Break the Cycle, National Dating Abuse Helpline Intro Healthy Relationship Resource. Professional Services Close-Up. (Feb. 14, 2011) Word Count:352.Break the Cycle and the National Dating Abuse Helpline, a project of the National Council on Family Violence, are joining forces to create an online destination to engage, educate and empower teens and young adults to ... From Small Business Collection.
Look to the left for: Because you can narrow your search if you need to!
Limit search by: 
· Domestic Violence (1)
· Substance abuse trea... (1)
· United States. Natio... (1)
· Pediatric nursing (1)
· Mothers (1)Substance abuse (1)Florida Internationa... (1)
· Parenting (1)
· United States. Depar... (1)
· 
9. Click on “The Domestic Violence” link, please write the title of the first article: 																												
10.You can also narrow your search by content type. 
Look to the left.  This is what you will see:
Content Types
· Magazines 
· Academic Journals 
· Books 
· News 
· More Results 
a. How many academic journals? _____________ (What is an academic journal?)
b. How many books? ________________
c. How many news articles?  ________________
Finally, your assignment is…..

Now that you are a little more familiar with the library, you need to do the following:

Consider your topic, go back to the library catalog, and search for a book. Then using the Gale Student Research site, enter your topic and search for three articles.

Topic:											
Book Title:											
& Author:											
Articles:
	
	Author of Article
	Title of Article

	Article # 1


	
	

	Article #2


	
	

	Article #3
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[bookmark: _Toc211504390]Marking Period 2, Lesson 12: Journal Writing Guidelines
	Teacher:  
	S. Brandt
	Course/Grade:
	English Senior Seminar
	School:
	Woodside High School
Newport News, VA

	Lesson Topic:
	Journal Writing Guidelines Assignment for PREPARING/PRESENTING A JOURNAL TOPIC using online databases such as Gale, SIRS, etc.
	 Date of Lesson:
	QTR 2
	
	

	
CCRE/Objective
	39, 17, 9, 10 

	Materials and Resources: 
	
LCD or SmartBoard, Laptops, Calendar, highlighter, pen/pencil

	
	

	        Lesson
Component
	Teacher
	Student

	Engage 
& Hook

	7. Ask students if they had a question about something, where would they get their answer to the question?  (answers may vary with possible answers of asking their friends, parents, teachers, “Googling it”, etc. – some may say it depends on if the question is personal or academic).
8. Continue to question students about their answers.  Which source would be the best? Which would be the most credible? Lead students to see the value in taking what others say such as friends/parents and then research more on their own before making a conscious decision. 
9. Remind students of the discussion they had when they went to the library for the scavenger hunt – what makes a source credible?


	1-2 Student responses could be given:
· by teacher calling on students to respond
· by putting responses on sticky notes and then post them on the board to see common answers
· think-pair-share
· in a journal response then share some of the responses

	Explain 
& Model
	8. Again, remind the students of their visit to the library for the Library Scavenger Hunt where they researched articles from the library’s online databases such as Gale, SIRS, etc.  
· You may want to review with the students the online databases using the SmartBoard.
9. At the end of the Library Scavenger Hunt lesson, students had to find one book title and three articles from one of the online databases that coincided with their text set topic.
10. Tell students they will choose one of those articles from the Library Scavenger Hunt or a different article, but the article MUST come from an online database such as Gale, SIRS, etc.
11. Lastly, remind the students of the Plagiarism Article Summary lesson and the Journal Writing Guidelines lesson that you modeled with them the first marking period.  They are going to do the same process with this lesson:
· Select an article (however, this time the article must come from an academic source such as one of the online databases – Gale, SIRS, etc.)
· Highlight and annotate the article
· Type a paragraph summary of the article, use proper MLA documentation.
· Choose a visual that represents the article/text set topic.  
· Create one or two journal questions for the audience to respond after their oral presentation to the class on the date they select to present.
· Model again for students if necessary 

	





















	Explore 
& Apply 
	8. Have a calendar with the dates of the 2MP that the class meets.  
9. Randomly call each student (student names pulled out of a hat, etc.) to select a date during the 2MP to orally present their article, visual, and journal question relating to their text set topic.
10. While the teacher speaks to each individual student about the date he/she picks to present his/her article, the rest of the class can be on the laptops researching their article, visual, etc., that they will present to the class.


	6. Choose an article from one of the library’s online databases such as Gale or SIRS that pertains to a topic of interest in regard to the novel/book you are currently reading in your text set.  Articles must be of sufficient length and include an introduction, body and conclusion.  When in doubt, ask the teacher.
7. Use the writing process that we have practiced since the beginning of the year:
· Read the article. Highlight important information and annotate.  
· Restate the information in your own words on index cards.
*NOTE:  Part of this grade depends upon the collection of data.  If the report is plagiarized, credit is denied.
· Set the article aside.   [Do NOT omit this step]
· Arrange index cards in their order of intended use.  Omit cards that contain unnecessary information. 	
· Write the rough draft using information listed on the cards.
· Have a peer editor (another student or a parent) read the rough draft, making grammar/content corrections.
· Type (double spacing) the final draft in proper manuscript form, including the name of your source in proper MLA format.
· Create one or more discussion questions about the summary.  Choose one question to ask the audience to respond to in his/her personal journal.
· Create a visual aid (picture on PowerPoint slide, collage on poster board, video, etc.) that enhances the oral presentation.  Think about the topic you want to convey to the audience and how it relates to not only the novel/book you are currently reading, but to humanity as well.  A copy of the article pasted to poster board does not constitute a visual enhancement.  Your visual should ADD TO the information you already have in the article.




	Evaluate
& Close 
	2. In the 2MP, student presentations will be made during the first five minutes of class. 

	4. Present the summary orally to the class on the date the student picked.  (Minimum 3 minutes)
5. Ask the class to respond to your journal question in their journals:  each student will write twelve (12) lines in response to question presented by the student.  
· A full line is from margin to margin on the paper
· 1/2 lines do not count as full lines or portions of full lines
· Lines must be numbered
· Writing the question is not a requirement since the question itself is not considered part of the twelve line response.






















This document was developed as part of the English Capstone Collaborative Pilot Program, a VDOE grant, supporting a partnership between James Madison University and SURN at The College of William and Mary to pilot and develop materials for the English Senior Seminar. Virginia educators have permission to use and adapt this document for educational purposes.
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[bookmark: _Toc211504391]Marking Period 3, Lesson 6: Identifying and Analyzing Purposes in Speeches
	Teacher:  
	K. Mahoney
	Course/Grade:
	English Senior Seminar
	School:
	SURN

	Lesson Topic:
	Identifying and Analyzing Purpose in Speeches
	 Date of Lesson:
	Quarter 3

	
CCRE/Objective
	6, 7, 9, 10, 11, 17, 19, 20, 21, 25, 26, 27, 30, 34, 40, 42, 44, 45, 47, 48, 49, 50

	Materials and Resources: 
	
Access to a computer per student and earphones (to include student choice) and/or computer with projector and speakers, access to www.americanrhetoric.com


           
	Lesson
Component
(appx. time)
	Teacher
	Student

	Engage 
& Hook

	2. Project the following on the board and have students respond on index cards or pieces of paper: Explain what you would say within a speech to your parents on each of the following topics: 
A. you want to attend a party at your best friend’s house from 10pm until dawn. 
B. You received a failing test grade 
C. You do not want to attend prom.
3. Pair – Share: Have students partner with a classmate and take turns sharing their responses
4. Introduce students to one of the most important aspects of speeches: purpose. Ask the students to define the word purpose and write their responses on chart paper or the board. Share with them a clear, concise definition of purpose.

	2. Students write a response to the prompt









3. Students share their responses with a partner.


4. Students help to develop a definition of the word purpose

	Explain 
& Model
	5. Ask the students to reread the responses they wrote earlier and determine the purpose of each of their mini speeches. Ask them to consider if there was a clear purpose or not. Have the students highlight or underline specific words they used to convey the purpose of their speech effectively. The teacher will assist the students in pinpointing exactly which words have the biggest impact in meeting the purpose.

6. Pair – share: Have students partner with a different classmate and share the purposes they identified and analyzed. The partners should decide which of the speeches they deem most effective and why. The teacher will assist groups in being able to explain why a particular mini speech is effective. 
7. Each group will share with the class the speech they deem most effective.
8. Introduce the concept of intended audience. Provide a definition of the term. Ask the students if their speeches would be different if the audience was not their parents but instead a friend or teacher. Tell the students that the first two steps of writing or analyzing a speech are determining the purpose and the audience. When you are analyzing a speech understanding these two pieces are very important in determining whether or not the speech was successful and why. 
9. Show the students a clip from a movie speech or a historical speech available on www.americanrhetoric.com and model determining the following:
A. Purpose
B. Intended Audience
C. Whether or not the speech was successful and why. The teacher will identify and explain at least 2 specific words or lines from the speech to help defend the position.

Ask the students to consider whether or not they (American teenagers in the year 20__) are the intended audience for the speech and how this impacts their viewing of it. How does understanding purpose and intended audience help you to better evaluate the speech?
	5. Students review the writing they did earlier and determine the purpose of each mini speech. The students then should underline or highlight the specific words they used to convey the purpose of their speech.







6. Students share their response with a partner and decide which speech is most effective and why.






7. Each group will share with the class.

8. Students help to develop the definition of intended audience and its impact in understanding and evaluating a speech.









9. Students view the speech and watch as the teacher models determining purpose, audience and effectiveness.



	Explore 
& Apply 
	2. Direct students to the American Rhetoric website and the speech clip choices you want them to view OR if it is not possible for them to work on their own computer, choose 2 more speech clips to show them. Students can work individually or in pairs depending on the availability of technology. Students will apply what they have learned about purpose and intended audience to evaluate at least 2 speeches. On a piece of paper, they will write
A. The Title of the speech
B. A one sentence summary of the speech
C. The purpose of the speech 
D. The intended audience of the speech
E. An evaluation of the success of the speech based on how well the speaker fulfilled the purpose and reached the audience. Students must include 3 specific examples from the speech to defend their position.
	2. The students will work individually or in pairs to analyze the purpose and intended audience of a movie or historical speech following the criteria provided.

	Evaluate
& Close 
	3. For homework, the students will return to the original mini speeches they wrote to their parents at the beginning of the lesson and rewrite them based on what they have learned about the importance of intended audience and purpose. The students will include a 2-3 explanation of why they think this speech will be successful.
4. Students will present their speeches to the class during the next class meeting and evaluate each other’s work based on the criteria they have been practicing.
	3. Students will revise and reflect on their mini-speeches for homework.



4. During the next class period, the students will present their revised speeches and evaluate each others’ speeches.


This document was developed as part of the English Capstone Collaborative Pilot Program, a VDOE grant, supporting a partnership between James Madison University and SURN at The College of William and Mary to pilot and develop materials for the English Senior Seminar. Virginia educators have permission to use and adapt this document for educational purposes.
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[bookmark: _Toc211504392]Marking Period 3, Lesson 7: Connotation/Denotation Lesson
	Teacher:  
	S. Brandt
	Course/Grade:
	Capstone / 12
	School:
	Woodside High School
Newport News, VA

	Lesson Topic:
	Connotation/Denotation Lesson paired with a Classroom Activity Using Diction and Tone (from “Shame” by Dick Gregory excerpt) 
	 Date of Lesson:
	QTR 3
	
	

	
CCRE/Objective
	3, 4, 5, 49, 50, 51

	Materials and Resources: 
	
 “Shame” Teacher Comments document, butcher block paper or class set of white boards, markers (4 different colors) or class set of dry erase markers

	
	

	        Lesson
Component
	Teacher
	Student

	Engage 
& Hook

	10. Ask students if they know what the words “denotation” and “connotation” mean.
· Denotation refers to the literal meaning of a word, the "dictionary definition." For example, if you look up the word snake in a dictionary, you will discover that one of its denotative meanings is "any of numerous scaly, legless, sometimes venomous reptiles; having a long, tapering, cylindrical body and found in most tropical and temperate regions."
· Connotation, on the other hand, refers to the associations that are connected to a certain word or the emotional suggestions related to that word.  The connotative meanings of a word exist together with the denotative meanings. The connotations for the word snake could include evil or danger.
11. Ask the students one or all of these additional questions: What is the difference between the denotation and connotation of a word?  Which is more preferable for writers to use, and why? 
· Writers often deviate from the denotative meanings of words to create fresher ideas and images.  Such deviations from the literal meanings are called figures of speech or figurative language such as simile, metaphor, personification, hyperbole, etc.

	1-2 Student responses could be given:
· by teacher calling on students to respond
· by putting responses on sticky notes and then post them on the board to see common answers
· think-pair-share
· in a journal response then share some of the responses

	Explain 
& Model
	Classroom Activity Using Diction and Tone (from “Shame” by Dick Gregory excerpt) 
1. Tell the students that good writing relies on strong words (nouns, adjectives, verbs) – words that contribute significantly to what is being said.
· Because they must repeatedly describe similar situations, sportswriters, for example, are acutely aware of the need for strong action verbs.  It is not enough for them to say that a team wins or loses; they must describe the type of win or loss more precisely.  As a result, such verbs as beat, bury, edge, shock, and trounce are common in sports headlines.  In addition to describing the act of winning, each of these verbs makes a statement about the quality of the victory.  Like sportswriters, we all write about actions that are performed daily.  If we were restricted only to the verbs eat, drink, sleep, and work for each of these activities, our writing would be repetitious, monotonous, and most likely wordy.  
	





















	Explore 
& Apply 
	Lesson Plan – Gallery Walk OR White Boards:

GALLERY WALK:
1. Prior to the lesson, get four butcher block papers and write “EAT”, “DRINK”, “SLEEP, and “WORK” at the top of each butcher block paper.
2. Station the butcher block papers around the room (one on each wall).  
3. Divide the class into four groups.
4. Give each group a different color marker (green, blue, black, red) to keep with them, signifying that group’s answers on the butcher block paper in case there is any question as to what a particular group meant when the class does the whole group discussion near the end of the lesson.

** You can play music in the background while students are at each station. Use the music to transition students from one “station” to the next.  Click HERE to access some good songs to use for transitioning the students from one “station” to the next.



















OR 


WHITE BOARDS:
1. Give each student a white board with a dry erase marker and paper towels.  
2. Write on the blackboard or use the SmartBoard the four words (EAT, DRINK, SLEEP, WORK); one in each quadrant or one at a time per slide, etc.
3. Have the students write a word or phrase on their individual white board that is synonymous to one of the words (EAT, DRINK, SLEEP, WORK) or that conveys the same meaning as one of the words above.  
4. Have a student come to the SmartBoard to write down all the collective words/phrases that the class has created for each of the four words above. 
	

GALLERY WALK:





3. Each student will be placed in a group (four groups).  Each group will stay together throughout the lesson.  Give each group a different color marker (green, blue, black, red) to keep with them, signifying that group’s answers on the butcher block paper in case there is any question as to what a particular group meant when the class does the whole group discussion near the end of the lesson.
4. There are four words placed on butcher block paper stationed around the room (“EAT”, “DRINK”, “SLEEP, and “WORK”).  One group will be at one of the “word” station one group at a time.
5. At each “word” station, each member of the group will look at the word and write on the butcher block paper as many words or phrases as they can that could be used in place of the given word.  There can be NO REPEATERS of a word or phrase.
6. At each station, students will rotate the job of the “recorder”.
7. After a period of time, each group will move on to the next “word” station and repeat the process (step 5) until all groups have been at all the “word” stations.
8. Once every group has had a chance to discuss and record their connections on each of the “word” stations, the last person to “record” will stay with the paper while the rest of the students sit down.  


OR


WHITE BOARDS:
1. Write a word or phrase on your white board that is synonymous to one of the words above or conveys the same meaning as one of the words above.  Have a student come to the SmartBoard to write down all the collective words/phrases that the class has created for each of the four words above.  Have a class discussion on what connotative differences do they find in their list of alternatives?  What is the importance of these connotative differences for them as a writer?
	



	Evaluate
& Close 
	GALLERY WALK:
1. When each group has gone to all the “word” stations, have the last “recorder” of the group stay with the butcher block paper that they ended with, and share with the rest of the class the alternate words/phrases each group contributed.  
2. Have a whole class discussion:
· What connotative differences do you find in your list of alternatives?  What is the importance of these connotative differences for you as a writer?

WHITE BOARDS:
1. Have a class discussion on what connotative differences do they find in the lists of alternatives.  What is the importance of these connotative differences for them as writers?

	GALLERY WALK:
1. At each station, the last recorder (one student per butcher block paper) will read aloud the alternate words/phrases that each group wrote for that word.  If there are any questions or confusions, this is the time to have that discussion with the whole class.







1. Student responses could be given:
· by teacher calling on students to respond
· by putting responses on sticky notes and then post them on the board to see common answers
· think-pair-share
· in a journal response then share some of the responses








This document was developed as part of the English Capstone Collaborative Pilot Program, a VDOE grant, supporting a partnership between James Madison University and SURN at The College of William and Mary to pilot and develop materials for the English Senior Seminar. Virginia educators have permission to use and adapt this document for educational purposes.

Reflecting on What You Know 
We all learn many things in school beyond the lessons we study formally.  Some of the extracurricular truths we learn stay with us for the rest of our lives.  Write about something you learned in school—something that has made life easier or more understandable for you—that you still find useful.


	“Shame” by Dick Gregory
(excerpt from his 1964 autobiography)

I never learned hate at home, or shame. I had to go to school for that. I was about seven years old when I got my first big lesson. I was in love with a little girl named Helene Tucker, a light-complexioned little girl with pigtails and nice manners. She was always clean and she was smart in school. I think I went to school then mostly to look at her. I brushed my hair and even got me a little old handkerchief. It was a lady's handkerchief, but I didn't want Helene to see me wipe my nose on my hand.
The pipes were frozen again, there was no water in the house, but I washed my socks and shirt every night. I'd get a pot, and go over to Mister Ben's grocery store, and stick my pot down into his soda machine and scoop out some chopped ice. By evening the ice melted to water for washing. I got sick a lot that winter because the fire would go out at night before the clothes were dry. In the morning I'd put them on, wet or dry, because they were the only clothes I had.
Everybody's got a Helene Tucker, a symbol of everything you want. I loved her for her goodness, her cleanness, her popularity. She'd walk down my street and my brothers and sisters would yell, "Here comes Helene," and I'd rub my tennis sneakers on the back of my pants and wish my hair wasn't so nappy and the white folks' shirt fit me better. I'd run out on the street. If I knew my place and didn't come too close, she'd wink at me and say hello. That was a good feeling. Sometimes I'd follow her all the way home, and shovel the snow off her walk and try to make friends with her momma and her aunts. I'd drop money on her stoop late at night on my way back from shining shoes in the taverns. And she had a daddy, and he had a good job. He was a paperhanger.
I guess I would have gotten over Helene by summertime, but something happened in that classroom that made her face hang in front of me for the next twenty-two years. When I played the drums in high school, it was for Helene, and when I broke track records in college, it was for Helene, and when I started standing behind microphones and heard applause, I wished Helene could hear it too. It wasn't until I was twenty-nine years old and married and making money that I finally got her out of my system.  Helene was sitting in that classroom when I learned to be ashamed of myself..
It was on a Thursday. I was sitting in the back of the room, in a seat with a chalk circle drawn around it. The idiot's seat, the troublemaker's seat.
The teacher thought I was stupid. Couldn't spell, couldn't read, couldn't do arithmetic. Just stupid. Teachers were never interested in finding out that you couldn't concentrate because you were so hungry, because you hadn't had any breakfast. All you could think about was noontime; would it ever come? Maybe you could sneak into the cloakroom and steal a bite of some kid's lunch out of a coat pocket. A bite of something. Paste. You can't really make a meal of paste, or put it on bread for a sandwich, but sometimes I'd scoop a few spoonfuls out of the big paste jar in the back of the room. Pregnant people get strange tastes. I was pregnant with poverty. Pregnant with dirt and pregnant with smells that made people turn away. Pregnant with cold and pregnant with shoes that were never bought for me. Pregnant with five other people in my bed and no daddy in the next room, and pregnant with hunger. Paste doesn't taste too bad when you're hungry.
The teacher thought I was a troublemaker. All she saw from the front of the room was a little black boy who squirmed in his idiot's seat and made noises and poked the kids around him. I guess she couldn't see a kid who made noises because he wanted someone to know he was there.
It was on a Thursday, the day before the Negro payday. The eagle always flew on Friday. The teacher was asking each student how much his father would give to the Community Chest. On Friday night, each kid would get the money from his father, and on Monday he would bring it to the school. I decided I was going to buy a daddy right then. I had money in my pocket from shining shoes and selling papers, and whatever Helene Tucker pledged for her daddy I was going to top it. And I'd hand the money right in. I wasn't going to wait until Monday to buy me a daddy.
I was shaking, scared to death. The teacher opened her book and started calling out names alphabetically: "Helene Tucker?" "My Daddy said he'd give two dollars and fifty cents." "That's very nice, Helene. Very, very nice indeed."
That made me feel pretty good. It wouldn't take too much to top that. I had almost three dollars in dimes and quarters in my pocket. I stuck my hand in my pocket and held on to the money, waiting for her to call my name. But the teacher closed her book after she called everybody else in the class.
I stood up and raised my hand. "What is it now?" "You forgot me?" She turned toward the blackboard. "I don't have time to be playing with you, Richard."
"My daddy said he'd..." "Sit down, Richard, you're disturbing the class." "My daddy said he'd give...fifteen dollars." 
She turned around and looked mad. "We are collecting this money for you and your kind, Richard Gregory. If your daddy can give fifteen dollars you have no business being on relief."
"I got it right now, I got it right now, my Daddy gave it to me to turn in today, my daddy said. .."
"And furthermore," she said, looking right at me, her nostrils getting big and her lips getting thin and her eyes opening wide, "We know you don't have a daddy." 
Helene Tucker turned around, her eyes full of tears. She felt sorry for me. Then I couldn't see her too well because I was crying, too. 
"Sit down, Richard." And I always thought the teacher kind of liked me. She always picked me to wash the blackboard on Friday, after school. That was a big thrill; it made me feel important. If I didn't wash it, come Monday the school might not function right.
"Where are you going, Richard!"
I walked out of school that day, and for a long time I didn't go back very often.
There was shame there. Now there was shame everywhere. It seemed like the whole world had been inside that classroom, everyone had heard what the teacher had said, everyone had turned around and felt sorry for me. There was shame in going to the Worthy Boys Annual Christmas Dinner for you and your kind, because everybody knew what a worthy boy was. Why couldn't they just call it the Boys Annual Dinner-why'd they have to give it a name? There was shame in wearing the brown and orange and white plaid mackinaw' the welfare gave to three thousand boys. Why'd it have to be the same for everybody so when you walked down the street the people could see you were on relief? It was a nice warm mackinaw and it had a hood, and my momma beat me and called me a little rat when she found out I stuffed it in the bottom of a pail full of garbage way over on Cottage Street. There was shame in running over to Mister Ben's at the end of the day and asking for his rotten peaches, there was shame in asking Mrs. Simmons for a spoonful of sugar, there was shame in running out to meet the relief truck. I hated that truck, full of food for you and your kind. I ran into the house and hid when it came. And then I started to sneak through alleys, to take the long way home so the people going into White's Eat Shop wouldn't see me. Yeah, the whole world heard the teacher that day-we all know you don't have a Daddy.


	Based upon the title, what do you think the story is going to be about? What images come to mind when you read the title?  

This is Gregory’s thesis/message/purpose.  He says he learned what shame means in school, not at home – why do you think that is?









What does this paragraph reveal about Mr. Gregory’s upbringing?  What clues led you to this conclusion? 








What was Helene Tucker to Dick Gregory?  What does he mean she was “a symbol of everything you want”?

















What do you think  he means when he says, “made her face hang in front of me”?

What are all of these events in his life?  What does he mean when he says that all these events were for Helene?  Does he literally mean they were for Helene or is there a deeper meaning?


Is this an important aspect to know about Helene?


This is where Gregory’s story/narrative actually starts – why is the above paragraphs important to have?  Why not start the story here?  Based upon this sentence, is there “shame” here?

If you were to highlight only ONE sentence or phrase in this paragraph, what would it be and why?




















This first sentence and the first sentence of the previous paragraph reveals perceptions – what does Gregory’s teacher assume about him?  What is the reality?


He repeats the phrase “It was a Thursday” twice when he talks about the actual event.  What meaning might this repetition have?

What information is revealed here in this paragraph about the time period as well as Gregory’s character?





















What does Gregory’s teacher assume about him?  







What does the teacher mean when she says “your kind” and “you have no business being on relief”?























What really made Gregory feel shame?  Who was responsible for him feeling that shame – the teacher, Helene, or both?


What refrain does Gregory use in this paragraph?  What is Gregory shameful about?




Discussion:
Reread this essay’s first and last paragraphs, and compare how much each one emphasizes shame.  Which emotion other than shame does Gregory reveal in the first paragraph, and does it play a role in the last one?  Is the last paragraph an effective ending?  Explain.

Classroom Activity Using Diction and Tone

Good writing rely on strong words (nouns, adjectives, verbs) – words that contribute significantly to what is being said.  Because they must repeatedly describe similar situations, sportswriters, for example, are acutely aware of the need for strong action verbs.  It is not enough for them to say that a team wins or loses; they must describe the type of win or loss more precisely.  As a result, such verbs as beat, bury, edge, shock, and trounce are common in sports headlines.  In addition to describing the act of winning, each of these verbs makes a statement about the quality of the victory.  Like sportswriters, we all write about actions that are performed daily.  If we were restricted only to the verbs eat, drink, sleep, and work for each of these activities, our writing would be repetitious, monotonous, and most likely wordy.  

Lesson Plan – 

Gallery Walk:  As you go around the room, list as many verbs as you can that you could use in place of these four.  What connotative differences do you find in your list of alternatives?  What is the importance of these connotative differences for you as a writer?

OR

White Boards:  Write a word or phrase on your white board that is synonymous to one of the words above or conveys the same meaning as one of the words above.  Have a student come to the SmartBoard to write down all the collective words/phrases that the class has created for each of the four words above.  Have a class discussion on what connotative differences do they find in their list of alternatives?  What is the importance of these connotative differences for them as a writer?



EAT: absorb, attack, banquet, bite, bolt*, breakbread, breakfast, chew, chow down, cram,devour, digest, dine, dispatch, dispose of, fall to,feast upon, feed, gobble up, gorge, gormandize, graze, have a bite,  have a meal, ingest, inhale*, lunch, make pig of oneself,masticate, munch, nibble, nosh, 
partake of, peckat, pick, pig out, polish off, pork out, put away, ruminate, scarf, scoff, snack, sup, swallow, take food, take in, take nourishment, wolf

DRINK:
alcohol, booze, brew, cup, draft, glass, gulp,libation, liquid, liquor, potable, potation, potion,refreshment, shot, sip, slug, spirits, spot*,swallow, swig, taste, thirst quencher, toast

SLEEP:
bedtime, catnap, coma, dormancy, doze, dream,dullness, few z's, forty winks, hibernation,lethargy, nap, nod, repose, rest, sack time,sandman, shuteye, siesta, slumber, slumberland,snooze, torpidity, torpor, trance

WORK:
apply oneself, be gainfully employed, buckledown, carryon, dig, do a job, do business,drive, drudge, earn a living, freelance, have ajob, hold a job, hustle*, knuckle down, labor,manage, manufacture, moil, moonlight, nine-to-five it, peg away, plug away, ply, punch a clock, pursue, report, scratch, slave, slog, specialized, strain, strive, sweat, take on, toil, try 
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[bookmark: _Toc211504393]Marking Period 3, Lesson 8: Journal Writing Guidelines
	Teacher:  
	S. Brandt
	Course/Grade:
	English Senior Seminar
	School:
	Woodside High School
Newport News, VA

	Lesson Topic:
	Journal Writing Guidelines Assignment for PREPARING/PRESENTING A JOURNAL TOPIC using a nonfiction piece (excerpt from a memoir, autobiography, essay, etc.)
	 Date of Lesson:
	QTR 3

	
CCRE/Objective
	9, 10, 15, 17, 39 

	Materials and Resources: 
	
Way to project text and enter text (e.g., LCD/computer, SmartBoard), Laptops, Calendar, highlighter, pen/pencil (if you have access to a nonfiction anthology such as 50 Essays: a Portable Anthology by Samuel Cohen, you can have students pick a nonfiction piece from a book or from the internet.)

	
	

	        Lesson
Component
	Teacher
	Student

	Engage 
& Hook

	1. Pass out the student copy of “Shame” by Dick Gregory handout for this class and direct students to the top of the handout where it says: “Reflecting on What You Know”.  
2. Ask the students to think about the following statements on the handout: 
We all learn many things in school beyond the lessons we study formally.  Some of the extracurricular truths we learn stay with us for the rest of our lives.  Write about something you learned in school—something that has made life easier or more understandable for you—that you still find useful.

	1-2 Student responses are given in a journal response then share some of the responses:
· by teacher calling on students to respond
· by putting responses on sticky notes and then post them on the board to see common answers
· think-pair-share


	Explain 
& Model
	12. Remind students of the journal article summaries that they completed in the first and second marking periods.  This lesson is similar in that each student will choose a nonfiction piece / excerpt from the internet, a magazine, or from a nonfiction anthology. The nonfiction piece / excerpt must relate to their individual text set topic.
13. For this teacher modeled lesson, the teacher will model an article that relates to his/her text set topic.  Example: My text set topic is Personal Identity: Who or What Defines Us?  I have chosen a nonfiction essay by Dick Gregory called “Shame”.    
14. Prior to teaching the lesson, highlight important phrases and annotate the nonfiction piece / excerpt using Microsoft Word Comments feature located under the Review tab on the tool bar. As you highlight a word, phrase, or sentence in Word, click on the Comments icon in Word Review to annotate/comment.  You will then see your comments in the right margin of the document.  
15. Also, prior to teaching the lesson, create a paragraph summary of the nonfiction excerpt to show the students at the end of the lesson. Use proper MLA documentation at the end of the summary.  

16. Model & show this feature to the students by using the Teacher Copy of “Shame” handout.  Teacher will need to use the SmartBoard to project the teacher copy of the handout showing the students how to utilize the Microsoft Word Comments feature. 

17. The Teacher Copy “Shame” handout should also be used for guided instruction and discussion. 

18. Have students respond to the “Discussion” questions at the end of the Student Copy handout:
· Reread this essay’s first and last paragraphs, and compare how much each one emphasizes shame.  Which emotion other than shame does Gregory reveal in the first paragraph, and does it play a role in the last one?  Is the last paragraph an effective ending?  Explain.

19. Students are going to do the same process with this lesson:
· Select a nonfiction piece from either the internet or from a nonfiction anthology.
· Highlight and annotate the article using Microsoft Word Comments feature
· Type a paragraph summary of the article, use proper MLA documentation.
· Create one or two journal questions for the audience to respond to either before or after their oral presentation to the class on the date they select to present.
· Model again for students if necessary 
	





























5-6. Students will follow along with the teacher model lesson with their own Student Copy of the “Shame” handout.







7. Students will respond to the “Discussion” questions at the end of the “Shame” Student Copy handout:
· Reread this essay’s first and last paragraphs, and compare how much each one emphasizes shame.  Which emotion other than shame does Gregory reveal in the first paragraph, and does it play a role in the last one?  Is the last paragraph an effective ending?  Explain.

 












	Explore 
& Apply 
	11. Have a calendar with the dates of the 3MP that the class meets.  
12. Randomly call each student (student names pulled out of a hat, etc.) to select a date during the 3MP to orally present their nonfiction piece and journal question relating to their text set topic.
13. While the teacher speaks to each individual student about the date he/she picks to present his/her article, the rest of the class can be on the laptops or looking through a nonfiction anthology researching a nonfiction piece that they will present to the class on the date that they have chosen.


	

















8. Choose a nonfiction piece / excerpt from the internet or from a nonfiction anthology that pertains to your text set topic in regard to the novel/book you are currently reading in your text set.  Nonfiction piece or excerpt must be of sufficient length (5 or more paragraphs).  When in doubt, ask the teacher.
9. Use the writing process that we have practiced in class today:
· Copy the excerpt in Microsoft Word. (Most selections can be found on the internet; copy and paste the excerpt into a Word document) 
· Highlight important information in the excerpt and annotate using the Microsoft Word Comments feature.  
· Write the rough draft using information you annotated on the Comments section.
· Have a peer editor (another student or a parent) read the rough draft, making grammar/content corrections.
· Type (double spacing) the final draft in proper manuscript form, including the name of your source in proper MLA format.
· Create one or more discussion questions about the summary.  Choose one question to ask the audience to respond to in his/her personal journal.




	Evaluate
& Close 
	3. In the 3MP, student presentations will be made during the first five minutes of class. 
· If a student "forgets" the assignment, he/she receives a zero--no late reports are accepted.  Absences are made up in class if a date is available; otherwise the presentation is scheduled after school during tutoring hours.  [Tuesdays]

	6. Present the summary orally to the class on the date the student picked.  (Minimum 3 minutes)
7. Ask the class to respond to your journal question in their journals:  each student will write twelve (12) lines in response to question presented by the student.  
· A full line is from margin to margin on the paper
· 1/2 lines do not count as full lines or portions of full lines
· Lines must be numbered
· Writing the question is not a requirement since the question itself is not considered part of the twelve line response.




This document was developed as part of the English Capstone Collaborative Pilot Program, a VDOE grant, supporting a partnership between James Madison University and SURN at The College of William and Mary to pilot and develop materials for the English Senior Seminar. Virginia educators have permission to use and adapt this document for educational purposes.
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[bookmark: _Toc211504394]Marking Period 3, Lesson 11: Song Lyric Analysis
	Teacher:  
	S. Brandt
	Course/Grade:
	English Senior Seminar
	School:
	Woodside High School, Newport News, VA

	Lesson Topic:
	Song Lyrics Analysis (Beginning Lesson leading up to 3MP Project: Podcast)
	 Date of Lesson:
	Quarter 3

	
CCRE/Objective
	
2, 3, 4, 5, 8, 19, 31, 38, 44

	Materials and Resources: 
	
Way to project text to edit (e.g., SmartBoard, LCD/Computer, overhead projector), Computer per student, Highlighter, Pen/Pencil 

	
	

	        Lesson
Component
	Teacher
	Student

	Engage 
& Hook

	Music is very influential in most people’s lives, especially teenagers.  In the age of iTunes, iPods, and iPhones, most of us have created playlists that fit a particular mood or temperament.  We have pensive songs to play when we are sad, brooding, or worrying about something; uplifting, upbeat songs we listen to when we are feeling on top of the world, and songs for every emotion in between. 

Ask the students one or more of the following: 
· Think of your favorite song.  What is your favorite song right now and why? 
· How has music influenced you and what experiences have you gained from it?
· Why is music important in your life, and to the world as a whole?


	








Student responses can be given: 
· by teacher calling on students to respond
· by putting responses on sticky notes and posting them on the board to see common answers
· think-pair-share
· in a journal response then share some of the responses
· individual white boards 

	Explain 
& Model
	20. For this teacher modeled lesson, the teacher will model an analysis of a song lyric that relates to his/her text set topic.  Example: My text set topic is Personal Identity: Who or What Defines Us?  
I have chosen “Beautiful” by Christina Aguilera.    
21. Prior to teaching the lesson, highlight important phrases and annotate the song’s lyrics. 
Microsoft Word Comments feature located under the Review tab on the tool bar. As you highlight a word, phrase, or sentence in Word, click on the Comments icon in Word Review to annotate/ comment.  You will then see your comments in the right margin of the document.  
22. Also, prior to teaching the lesson, create a paragraph summary of the song’s lyrics to show the students at the end of the lesson. Use proper MLA documentation at the end of the summary.  
23. Model and show this feature to the students by using the Teacher Copy of “Beautiful” handout.  Teacher will need to use the SmartBoard to project the teacher copy of the handout showing the students how to utilize the Microsoft Word Comments feature. 
24. The Teacher Copy of “Beautiful” handout should also be used for guided instruction and discussion. 
25. As the students provide answers to some of the guided discussion questions on the Teacher Copy of “Beautiful” handout in the Comments section, the teacher will write some additional notes on the SmartBoard.  
26. Also, natural and unplanned questions do tend to pop up as the students provide feedback and commentary from their different points of view: gender, culture, ethnicity, etc.  The teacher can certainly gain valuable insight from these class discussions and see things he/she has never even considered or thought of because we all analyze with our own prior knowledge that is greatly influenced by our own culture, gender, ethnicity, socio-economic status, age, etc.  
	






















5-7 Students will follow along with the teacher model lesson with their own Student Copy of the “Beautiful” handout using highlighters and pens to annotate.



	Explore 
& Apply 
	1. Students are going to do the same process with this lesson:
· Select a song that relates to their text set topic.  (This lesson can be repeated throughout the school year, but this particular lesson will be used as a scaffolding tool in working toward their 3MP Project: Podcast).
· Highlight and annotate the song’s lyrics using Microsoft Word Comments feature
· Type a paragraph summary of the song’s lyrics in relation to their text set, using proper MLA documentation.
2. Model again for students if necessary.
	10. Choose a song that pertains to their text set topic.
11. Use the writing process practiced in class today:
· Copy the song’s lyrics in Microsoft Word. (Most selections can be found on the internet; copy and paste the excerpt into a Word document) 
· Highlight important information in the song’s lyrics and annotate using the Microsoft Word Comments feature.  
· In the same Word document, at the end of the song’s lyrics, in paragraph from, write a summary of the song’s lyrics in relation to their text set topic using the information they annotated on the Comments section.

	 
	4. Tell the students that in the 3MP, they will produce a podcast analyzing their song and its lyrics in relation to their text set topic.
5. Follow up lessons to prepare students for this project will include:
· Evaluation of podcasts: what works/doesn’t work, and why?
· Collaboration of student/teacher created rubric for the 3MP Project: Podcast
· Modeling of a podcast script (teacher created podcast script)
· Modeling of a podcast (teacher created podcast)
· Writer’s Workshops to discuss students’ progress
· ITC modeling how to create a podcast using Audacity
	1. In the 3MP, students will produce a podcast analyzing their song and its lyrics in relation to their text set topic.
2. There will be follow up lessons in the following weeks to prepare the student for this project.  This lesson has been the first of many crucial steps that need to be accomplished, as the subsequent lessons build off of each other, to get them prepared for the final 3MP Project: Podcast.








This document was developed as part of the English Capstone Collaborative Pilot Program, a VDOE grant, supporting a partnership between James Madison University and SURN at The College of William and Mary to pilot and develop materials for the English Senior Seminar. Virginia educators have permission to use and adapt this document for educational purposes.








Student Copy
TEXT SET TOPIC: Personal Identity:  Who or What Defines Us?
“Beautiful” by Christina Aguilera

1

Don't look at me

Every day is so wonderful
And suddenly it's hard to breathe
Now and then I get insecure
From all the pain, feel so ashamed

I am beautiful no matter what they say
Words can't bring me down
I am beautiful in every single way
Yes, words can't bring me down, oh no
So don't you bring me down today

To all your friends you're delirious
So consumed in all your doom
Tryin' hard to fill the emptiness, the piece is gone
Left the puzzle undone, ain't that the way it is?

'Cause you are beautiful no matter what they say
Words can't bring you down, oh no
You are beautiful in every single way
Yes, words can't bring you down, oh no
So don't you bring me down today

No matter what we do
(No matter what we do)
No matter what we say
(No matter what we say)
(We're the song that's outta tune)
(Full of beautiful mistakes)

(And everywhere we go)
And everywhere we go
(The sun will always shine)
The sun will always, always shine!
(But tomorrow we might awake on the other side)

'Cause we are beautiful no matter what they say
Yes, words won't bring us down, oh no
We are beautiful in every single way
Yes, words can't bring us down, oh no
So don't you bring me down today

Don't you bring me down today
Don't you bring me down today.        









Teacher Copy 
S. Brandt
TEXT SET TOPIC: Personal Identity:  Who or What Defines Us?

	“Beautiful” by Christina Aguilera


Don't look at me



Every day is so wonderful
And suddenly it's hard to breathe







Now and then I get insecure
From all the pain, feel so ashamed




I am beautiful no matter what they say


Words can't bring me down
I am beautiful in every single way
Yes, words can't bring me down, oh no
So don't you bring me down today

To all your friends you're delirious

So consumed in all your doom

Tryin' hard to fill the emptiness, the piece is gone
Left the puzzle undone, ain't that the way it is?

'Cause you are beautiful no matter what they say
Words can't bring you down, oh no
You are beautiful in every single way
Yes, words can't bring you down, oh no
So don't you bring me down today

No matter what we do
(No matter what we do)
No matter what we say
(No matter what we say)
(We're the song that's outta tune)
(Full of beautiful mistakes)

(And everywhere we go)
And everywhere we go
(The sun will always shine)
The sun will always, always shine!
(But tomorrow we might awake on the other side)

'Cause we are beautiful no matter what they say
Yes, words won't bring us down, oh no
We are beautiful in every single way
Yes, words can't bring us down, oh no
So don't you bring me down today

Don't you bring me down today
Don't you bring me down today



	How would you define the word “beautiful”?  What makes a person beautiful?

This statement is usually said when a person is ashamed and does not want someone to look at them.  She could also mean that she does not feel pretty or beautiful enough for someone to look at her.  She is insecure or self-doubting.

These two lines contradict each other.  One day everything seems wonderful, but something suddenly happens to make the person feel unhappy or insecure.  The phrase “Hard to breathe” gives a sense of anxiety.  What could that anxiety be?

“insecure,” “pain,” “ashamed” – about what could the person be “insecure,” “pain,” “ashamed”?



Who are “they”?
What does this statement say about the speaker?  There is a shift in tone here – what tone would you ascribe to the above stanza?  What tone would you ascribe to this stanza?

What “words” could the people be saying that could possibly bring the speaker down?

What does the speaker mean here: “to all your friends you are delirious”?

Depression/Sadness

How do people fill the void or emptiness of their lives?

What could the “puzzle” represent?

What is the speaker’s message to the audience?


How is the audience “beautiful in every single way”?



Notice the pronoun shifts here from “I” in the second stanza to “you” in the fourth stanza to “we” in the fifth stanza – why is that important to note?  What is the speaker saying?

What does this metaphor mean?  What is the message she is trying to convey to her audience?


She is alternating tones here – what does she mean “the sun will always shine” to then concede that “tomorrow we might wake to the other side”?








How can the audience control their own destiny?  Who does the audience need to rely on or trust in order to find their own true happiness?



CLASS DISCUSSION / TEACHER NOTES (2/21/12)
The students discussed one’s outer appearance as being the influence as to why the speaker would start out the song by saying, “don’t look at me.”  Knowing who Christina Aguilera is, they assumed that she is talking directly to the audience to say, “don’t look at my celebrity status, my outer appearance;” she wants them to look at her in another way, possibly look at her inner beauty or her message and not her outer beauty or what people assume and say about her.
We discussed the tone shift in every other stanza starting with stanza one where she uses words like “insecure,” “pain,” and “ashamed.”  The students gave words like “sad,” “defeated,” “depressed” to describe this stanza.  This time is a low point in the speaker’s life; she does not feel confident about herself.  The students understood that the speaker (Christina) becomes the voice for all who are feeling beaten up, literally or figuratively, or discouraged.   
Stanza two contradicts the sadness and gloominess in stanza one with positive and uplifting words like “I am beautiful no matter what they say” and “words can’t bring me down.”  Here, she is confident and listens to her own voice instead of the voices of bullies or judgmental people.  We talked about the elementary school song “sticks and stones may break my bones, but words can never hurt me” and how untrue the “words can never hurt me” line is - the words that we speak can really impact a person’s self-esteem.  
Stanza three’s tone shifts back to negative words such as “delirious,” “consumed in all your doom,” and “emptiness.”  The speaker mentions that “to all your friends your delirious,” which suggests that the audience is not all alone.  We do have friends to rely on, but instead of listening to their positive, supportive, and encouraging words, we choose to listen to the negatives.  Why is it easier to listen to the criticism?   Some may choose to use sex, drugs, alcohol, etc., to fill the “emptiness” of their lives thinking that a boyfriend or excessive exercise or drinking will complete them and fill the void.  Aguilera uses a metaphor of a puzzle; sometimes we feel that we are incomplete – there is a piece of the puzzle that we are missing so we are inadequate, imperfect, “undone.”
Stanza four’s tone shifts back to the refrain / chorus where the speaker is uplifting the audience letting them know that they are “beautiful no matter what” others say.  She advises the audience not to listen to their hateful words for the “words can’t bring you down.”  There is a positive connotation in this stanza for the audience to feel encouraged and confident – be true to oneself no matter what others may think or say.  
The next stanza contains more encouraging words for the audience to not rely on what others say.  “No matter what we do [or say],” the caustic words should not matter for we are all beautiful in our own unique and individual way.  What is also noticeable in this stanza is her shift in pronouns from “I” (in stanzas one and two) to “you” (in stanzas three and four) to “we” starting in stanza five.  These shifts in pronouns widen the scope of her audience.  She first talks about herself as being “uncertain” and in “pain.”  She is like the audience with self-doubts and uncertainties.  She then draws the audience in by using the second personal pronoun “you.” This casual/conversational tone makes the audience feel like they are not alone in their trials.  It feels as if she is talking directly to each individual audience member letting him/her know that they are special and unique.  By including the “we” she unifies/equalizes everyone in that we all are imperfect in some way in that “[w]e’re the song that's outta tune/full of beautiful mistakes.”  The oxymoron “beautiful mistakes” tells us that our imperfections are wonderful, not hideous or shameful.  It is our imperfections and quirkiness that make us unique and individuals.  
The message is not to rely on what others say to define who we are, but to rely on ourselves.  Aguilera ends the song by taking control of what others say about her.  “Don’t you bring me down today” states that she will not allow what others say about her to define her or ruin her day.  She is in control of her destiny.        
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[bookmark: _Toc211504395]Marking Period 3, Lesson 12: Evaluating Podcasts
	Teacher:
	 K. Mahoney & S. Brandt
	Course/Grade:
	English 12
	School:
	Woodside High School, Newport News, VA

	Lesson Topic/Title:
	Evaluating Podcasts

	CCRE
	11, 17, 18, 19, 20, 21, 26, 44, 45, 49, 50

	Materials:
	
Computers with speakers, headphones


           
	Lesson
Component
(appx. time)
	Teacher
	Student

	Engage 
& Hook

	5. Ask students if it is possible to not really like or enjoy something (like a song, book, or movie) but still be able to appreciate its quality. Why is it important to make this distinction? 
6. Ask the students to define content and form. Write on the board a definition of each.
7. Tell students that today they will listen to and evaluate podcasts on both content and form. Emphasize that podcasts may have good qualities even if the content does not appeal to them personally. 
	5. Students discuss the answer to the opening questions first with a partner and then share their ideas with the whole class.
6. Students share their definitions and ideas about the differences between content and form.



	Explain 
& Model
	10. As a class, listen to a student created podcast available online.
11. Teacher moderates the discussion of the students’ initial reactions.
12. Listen to a professionally made podcast available online.
13. Ask students to write down 2 things that appealed to them in the podcasts and 2 things that did not. 
14. Ask the students to share their ideas and create a list on the board.
	10. As students listen, they should pay attention to what they liked and didn’t like about the podcast in the categories of form and content.
11. After listening, students share their initial ideas about the podcast.
12. As students listen, they should again pay attention to the characteristics of the podcast.
13. Students write 2 things that appealed to them and 2 things that did not. 
14. Students share their ideas, going around the room so everyone shares at least one thing. 

	Explore 
& Apply 
	3. Students should be directed to their own computers and headphone sets.
4. Students can now choose several different podcasts to listen to on their own from the provided list of both professional and student made podcasts published online. As they listen, students should keep track of specific qualities they thought were effective or ineffective using the listening guide.
	3. Students listen to 2-3 podcasts of their choice using their own computer and headphones.
4. Students answer the listening guide questions for each podcast they listen to: 
Listening guide for Students
1. What is the title and length of the podcast?
2. Determine what you thought worked well and did not work well in the podcast. (at least 2 of each)
3. What was your overall rating of the podcast? Explain why you think that.
4. What are three qualities of a podcast that you want to include in your own work?

	Evaluate
& Close 
	5. Every student share one positive or negative aspect of their listening experience that they think it is important for everyone in the class to be aware of as they work on creating their own podcasts. 
6. Exit ticket: Ask students how the characteristics of a good podcast can also work in written text. Do some of these same qualities apply when you are writing an essay? How?
	5. All students share one comment about their listening experience with the class.
6. All students complete an exit ticket.





This document was developed as part of the English Capstone Collaborative Pilot Program, a VDOE grant, supporting a partnership between James Madison University and SURN at The College of William and Mary to pilot and develop materials for the English Senior Seminar. Virginia educators have permission to use and adapt this document for educational purposes.















Recommended Podcasts and Episodes 
Use as inspiration for discussion or as models for your own podcasts

MPR: Young Reporters Series: MPR's Young Reporters Series pairs high school and college-age reporters from diverse backgrounds with an experienced MPR producer to create compelling stories for MPR News. 

The Fireside Book Chat: Book reviews by and for teenagers. Includes a blog with summaries of YA literature and podcasts that are interviews with students about the books they have read.

Curie Youth Radio: "Curie Youth Radio is a writing and radio production class at Curie High School on Chicago's Southwest side. Here, students create their own stories: fresh takes on everything from snowball fights to gang warfare. They see their stories as a way for teenagers in one Chicago high school to reach out to the rest of the world."

alt.NPR: YouthCast from PRX: Podcasts created by youth of all ages on subjects from bullying to recycling to advertising 
· - This page is a listing of different playlists, organized by topic, of podcasts created by youth. Some of the topics include poetry, the economy, immigration - and a special list just for educators. Note: You have to create a free log-in to hear full episodes.

99% Invisible: "A tiny radio show about design, architecture & the 99% invisible activity that shapes our world."

Sound Opinions from Chicago Public Radio: A weekly radio talk show hosted by two premiere music critics and writers: Greg Kot of the Chicago Tribune and Jim DeRogatis who teaches criticism at Columbia College

Poetry Foundation Podcasts: The Poetry Foundation produces 9 different podcast series about poetry. I recommend Poem Talk, which is a discussion about a single, usually contemporary, poem. The guests on the show discuss, argue, analyze and interpret for the pleasure of reading a poem.

StoryCorps: "StoryCorps is an independent nonprofit whose mission is to provide Americans of all backgrounds and beliefs with the opportunity to record, share, and preserve the stories of our lives." From this link, you can choose and listen to stories on a variety of different topics including identity, friendship, romance, and struggle by using the 'categories' drop down menu.

Radiolab: "Radiolab believes your ears are a portal to another world. Where sound illuminates ideas, and the boundaries blur between science, philosophy, and human experience. Big questions are investigated, tinkered with, and encouraged to grow. Bring your curiosity, and we'll feed it with possibility."
- Some of my favorite full episodes are Words, Patient Zero, Lost and Found, Laughter, and Detective Stories
- Some of my favorite shorts are The Bus Stop, Mutant Rights, Slow, and A Four Track Mind

This American Life: "One of our problems from the start has been that when we try to describe This American Life in a sentence or two, it just sounds awful. For instance: each week we choose a theme and put together different kinds of stories on that theme. That doesn't sound like something we'd want to listen to on the radio, and it's our show. So usually we just say what we're not. We're not a news show or a talk show or a call-in show. We're not really formatted like other radio shows at all. Instead, we do these stories that are like movies for radio. There are people in dramatic situations. Things happen to them. There are funny moments and emotional moments and—hopefully—moments where the people in the story say interesting, surprising things about it all. It has to be surprising. It has to be fun."
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[bookmark: _Toc211504396]Marking Period 3, Lesson 13: Revising and Assessing with Students
	Teacher:
	 K. Mahoney & S. Brandt
	Course/Grade:
	Senior English Seminar
	School:
	Woodside HS
Newport News, VA

	Lesson Topic/Title:
	Revising and Assessing with Students

	CCRE/ Objective:
	34, 35, 48, 49, 50

	Materials:
	
Multiple copies of students’ drafts, different colored pens or markers, Interactive Whiteboard


           
	Lesson
Component
(appx. time)
	Teacher
	Student

	Engage 
& Hook

	1. Tell students that they are going to be part of the decision making process in finalizing the criteria by which their final podcast will be graded.
2. Hand out a copy of the podcast evaluation sheet with three columns: one with criteria already filled in with a few extra spots on the bottom for additions, a required for everyone category, and a optional category
3. Tell students to read the list silently and mark which criteria they believe that everyone should be required to complete and which criteria should be optional. They have at least 5 required for the first time through. Tell students they are allowed to make changes or additions to the categories and be prepared to share and defend their ideas.
4. Put the criteria list up on the interactive whiteboard and have the students vote on each category. If there are dissenting opinions, have the students explain why they agree or disagree or what changes they have made. Agree to come to an understanding on each criterion. (NOTE: When we did this in class the students agreed upon 9 criteria for everyone and that everyone had to choose 1 of the 3 optional criteria to make it an even 10)
	






3. Students individually mark off the criteria that should be required for everyone and which criteria should be optional.




4. Students vote on each criteria and explain their reasoning behind each decision.


	Explain 
& Model
	15. Explain to students that now we have a agreed upon the criteria for evaluating each other’s podcasts and the criteria by which they will be graded, they will now work together to help each other live up to the expectations they have set for themselves. 
16. Handout the writer’s workshop guidelines and students examples of appropriate and inappropriate types of feedback. Ask students to share ways to appropriately critique each other’s work.
17. Ask students to individually write down three things that they are worried about or want to make better in their own podcast scripts.
	




2. Have students share examples of appropriate feedback and critiques.


3. Each student writes down three things they want help on from their peers in their writer’s workshop group.

	Explore 
& Apply 
	5. Students work together in groups of 3-4 to review and revise their podcast scripts. Each student needs read at least one section of their script out loud to the group to get feedback on it in terms of content and tone of voice. Encourage students to make suggestions to each other on how to improve the podcasts and meet the criteria set for grading at the beginning of class.
	5. Students work in their writer’s workshop groups. Each student must read at least a part of their script to get feedback on it from the group. The students should use the codes for marking the text given on the writer’s workshop handout on each other’s paper.

	Evaluate
& Close 
	7. Tell each student to write down the next three things they need to do in working on their podcast.
	7. Students write down a plan for the next steps in working on their podcasts.




This document was developed as part of the English Capstone Collaborative Pilot Program, a VDOE grant, supporting a partnership between James Madison University and SURN at The College of William and Mary to pilot and develop materials for the English Senior Seminar. Virginia educators have permission to use and adapt this document for educational purposes.


Writers’ Workshop: Podcast Scripts
Today we will work in small groups to:
1. Rehearse our podcasts using the scripts
2. Provide feedback: Does the podcast live up to the criteria of a good podcast? Does it fulfill the criteria that I chose for my podcast?
3. Make suggestions: How can we help make our podcasts better?
4. Plan: What do I still need to do to get this project done?

Writer: Write down and share with your group 3 things that you are working on, concerned about, or want to make better in your podcast script.

Group Members: As one group member reads their script, make notes and suggestions about it. Treat the script just like any professionally created text that you have read.
Codes for marking the text:
? Confusing need to clarify
 Boring, too wordy
* Good sentence or word choice
 Exciting; connects well with the audience
- slow down
+ add music/ sound effects/ other voices
ll add a dramatic pause

Remember, it is your job as the editor to convince the writer that your suggestions are worth taking. 


Podcast Evaluation
As a class and individually, you are going to decide what should be included in your podcasts and where Mrs. Brandt is going to put the focus on grading them. This is your chance to work on what you need, but also be fair to the whole class.
As a class, we will agree on ___ required criteria, and everyone individually needs to choose ___ more criteria to focus on. 
	Criteria
	Required for Everyone
	My Choices

	Clear main idea and purpose


	
	

	Organized with good transitions between parts

	
	

	Clear articulation (no umms or likes and everyone can understand you)
	
	

	Use of music that balances with speaking parts (not too long)

	
	

	Use of sound effects to emphasize or illustrate ideas

	
	

	Connects well with the audience (it’s not boring!)

	
	

	Includes other voices (either from already created recordings or recordings you make)
	
	

	Clearly explain your analysis of the song

	
	

	Explain the connection between the song and your text set

	
	

	Connect the song to your own life

	
	

	Good pacing (not too fast or too slow; not too long listening to the same thing)
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	Teacher:  
	K. Mahoney & S. Brandt
	Course/Grade:
	English Senior Seminar
	School:
	Woodside HS, Newport News, VA

	Lesson Topic:
	Performance Based Assessment: Evaluation and Planning
	 Date of Lesson:
	Quarter 4

	
CCRE/Objective
	9, 17, 19, 20, 26, 28, 47, 49, 50, 51

	Materials and Resources: 
	
Chart paper and markers, blank monthly calendars for each students, computer and projector


           Please note: Prior to this lesson, explain the final project to the students and have them choose their topics. For our purposes, students are allowed to work in groups up to 3. 
	Lesson
Component
(appx. time)
	Teacher
	Student

	Engage 
& Hook

	1. Explain to the students the purpose of today’s lesson: to make a plan what will be included in your videos and mark on a calendar when each component of the video will be completed. 
2. Give the students calendars for the rest of the marking period so they can see the number of days/weeks they have left, when the class will be meeting, and when the final presentations will be. Ask the students if they have ever had to plan out a long term project like this themselves. Why is it important to be able to create this type of plan? (We shared our personal calendars so the students could see this type of scheduling and encourage the teacher to model a calendar as well)
	1. Ask any questions about the final assignment and purpose of today’s class.



2. Respond to questions about the calendar and start thinking about major things going on in their own lives (like Prom) that they will have to work around to get this project done. Fill in major events on the calendar.


	Explain 
& Model
	1. Transition the students by telling them that now we are going to analyze a sample student project by first viewing and then working backwards to determine what the student did create her project. Hang piece of chart paper on the board with the following five categories: 1. Topic 2. Audience 3. Message 4. Evidence 5. Materials. Tell the students that they will use this form to analyze the sample video and then also create their own to brainstorm and organize their ideas about their own video.
2. Show the students the sample student project, available at the site below.  All are student made videos http://www.youtube.com/playlist?list=PL23C5EC8260962C36
3. The students should take notes as they watch the video on ideas about what type of evidence they would like to use in their own video as well as effective rhetorical strategies. They should also make note of aspects of the video they think they could do better (i.e. length of introduction, types of photographs used). 
4. When you are finished watching the video, ask the students to share the ideas they wrote down as they watched and fill out the five categories on the chart paper to help the students analyze and evaluate the video. See sample complete chart below:
	



2.  Students view and take notes on the sample student video.

3.  Students share their ideas and complete the analysis on the chart paper. Students should share what they saw in the sample video, what they would change or what they would like to do better in their own video, and what types of evidence and tone they would like to create for their own video.

	Explore 
& Apply 
	1. Pass out chart paper to all of the groups (before class starts I recommend writing the five categories on the papers to save time during class). Have the groups work together to make decisions about their own video regarding topic, audience, message, evidence, and materials. Encourage students to be as specific as possible (i.e., “everyone” is not an acceptable choice for audience – the students need to decide who, specifically, will be the primary intended audience for this video). See sample student brainstorming charts below:
	1. Students will collaborate to make decisions about their final project. They will decide the intended audience, a clear and concise message that can be conveyed through video, the types of evidence that is most appropriate to their audience and message and the materials they will need. 

	Evaluate
& Close 
	1. Ask students to return to their calendars and use their charts to fill in when they are going to complete each component of their video and when they are going to work on each piece with their group members in and out of class. Provide guidance to the students so they are completing the project in a logical, systematic way that will allow them to complete the work on time
2. Refer back to the calendars during the coming weeks to help students stay on track and make adjustments as needed.
	1. Students work with their groups to break down and sequence the components of their projects and to fill in their calendars.

2. Students will refer back to and adjust their calendars during the time period they are working on the projects to make sure they complete the final project on time.



This document was developed as part of the English Capstone Collaborative Pilot Program, a VDOE grant, supporting a partnership between James Madison University and SURN at The College of William and Mary to pilot and develop materials for the English Senior Seminar. Virginia educators have permission to use and adapt this document for educational purposes.
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Teacher and Student Conferencing Guide
During the MP4, conferencing should happen in 2 ways. One: the teacher should meet with each student individually to review and make suggestions on the student’s plan to complete the 2 MP4 products. Two: the teacher should frequently touch base with all of the students in the class with brief, drive-by conferencing to catch any issues, questions, or concerns. Only if there are major issues or concerns will this turn into a longer, more detailed conference. After the initial conference, the teacher should have a quick drive-by conference with each student approximately once a week.
Information the Teacher Needs to Gain from the Initial Conference
· Does the student have a plan for 2 different end of the year products?
· Do they understand the different goals for the two products?
· Does the student’s plan have an adequate scope? (Is it doable in the time available?)
· Will the 2 products adequately represent what you know the student knows and is capable of?

Suggested Prompts to Engage the Student in Discussion for Initial Conference
· Tell me about your plan…
· What is the goal for this product?
· What types of evidence will you need to find?
· Which readings that you did this year have had the biggest impact on you?
· How are you going to incorporate your ideas about those readings into your final product?
· Tell me more about your ideas…
· What do you mean by that?
· Share with me a specific example of where you want to go with that idea…
· What is your opinion about the topic?
· Why do you think that?
· Who is your intended audience?
· How are you going to get your audience interested in your piece?
· Show me your timeline for completing these products…
· When are you going to work on each piece?
· Are you going to be able to accomplish this in the time we have available? 
· What are some ways we can make this stronger and more engaging to really show off what you know?
· Have you scheduled the interview? When do you plan on doing that?
· Do you have your interview questions ready?
· Make sure that all of your questions are open ended and you have follow-up questions ready…
· Do you need access to any equipment (microphone, video camera, etc.)? 
· Why do you think your products are going to best show off what you know and are capable of doing?

Essential Questions for Drive-by Conferences
· What are you working on right now?
· Have you been keeping up with all of the dates you set on your calendar? why/why not?
· What are you planning on accomplishing in the next 24 hours?
· Are you stuck on anything? Is there anything I can give you feedback on before you go on?
[bookmark: _Marking_Period_4,_1]		Daily Lesson Planning Tool


[bookmark: _Toc211504399]Marking Period 4, Lesson Plan 4: Be the Critic: How do you evaluate the works of others?
	Teacher:  
	K. Mahoney
	Course/Grade:
	ENGLISH SENIOR SEMINAR
	School:
	SURN

	Lesson Topic:
	Be the Critic: How do you evaluate the works of others?
	 Date of Lesson:
	Quarter 4

	
CCRE
	7, 8, 9, 14, 16, 17, 19, 20, 21, 23, 24, 25, 26, 27, 30, 31, 32, 34, 36, 44, 45, 46, 47, 50

	Materials and Resources: 
	
Technology to show a film to the class; the website http://www.shortoftheweek.com/ curates short films in many different genres and styles, using the ‘documentary’ tag will lead you to a list of short documentary films with commentary by the curators and contributors of the site. The teacher should view and decide on films that will engage the interest of her students. Some suggestions of short films with reviews that can be used for the annotation activity and are available on this website include: “Inventor Portrait: Ralph Baer” (3min.); “Everything is a Remix” (part 1, 7 minutes) – created with found footage; “Kitty and Lala, 80 Impression” (6.5 minutes); “The Voyagers” (16 minutes)

	
	

	        Lesson
Component
	Teacher
	Student

	Engage 
& Hook


	1. Start the class by asking: What makes a good film? Tell the students to each make a list of what they think makes a good film. Give them approximately 1 minute to make their lists.
2. As each student shares one of their characteristics, record their responses on the whiteboard or butcher-block paper until everyone has had a turn. You can circle around the room until everyone has shared all of their different answers (no repeats). If you have a large class where this would be too time consuming, break the class into two groups and have each do the sharing with a student recorder. 
3. Then read back the list to the class. For each point, have the students raise their hands if they agree that this is an essential quality of a good film. Mark only the points that have a unanimous vote.
4. Ask the students: what conclusion can we draw from this activity? (sample response: Not everyone likes the same things in films, but there are qualities that have widespread appeal. Everyone has a different perspective about what is ‘good’)
	1. Students individually make lists of qualities of what makes a good film from their own perspective.

2. Students take turns sharing their responses. The first student share one quality, then the next student, continuing around the room until everyone has shared at least once.





3. The students will vote by raising their hands if they agree that the characteristic is essential to a good film.

4. The students will write and then share conclusions that they drew from this activity.

	Explain 
& Model
	1. Ask the students: 
a. what does it mean to be a critic?
b.  why do we like to evaluate the works of other people? 
c. what can we learn from engaging in evaluative thinking and/or considering other people’s evaluations? 
2. Emphasize that offering critical feedback both positive and negative is a powerful way for both you and the author to learn by gaining new perspectives. However, how you communicate these ideas is essential if you want any one else to understand your feedback and take it serious. Ask students how they can build credibility as critics? (sample responses: be respectful, even when disagreeing; offer specific examples to support your ideas; couch negative in terms that will help the author improve – and not just make them feel bad)
	1. Students respond to a series of questions about evaluation. (Students can respond to these questions through whole class discussion, think-pair-share, or small groups)


2. Students will draw conclusions from the discussions and develop a response to how they can develop credibility as critics.

	Explore 
& Apply 
	1. Screen a documentary short film (you could also use a fictional live action or animated film, but as the students may be creating documentaries or PSAs, this type of film is preferable). Tell students to watch paying careful of both the content and craft of the film and what they like and do not like about it. 

2. Ask students to write their initial thoughts, reactions, and questions to the film as well as specific examples they want to remember.

3. Show students a published review of the film. Read, highlight, and annotate the review paying special attention to how the film critic gives her opinion and explains using examples. Also look at the structure of the review as a whole (ex. summary, opinion, support, comparison, conclusion)

4. Tell the students to return to their notes and write a short review of the film using the review they read as a model. Tell them to consider how to phrase their criticisms to build their credibility as reviewers. The teacher will walk around the room and monitor the students’ progress on writing offering suggestions and asking questions as needed.
	1. Students engage in a close viewing of a short documentary film paying attention to the content and craft and their own likes and dislikes.

2. Students each write their initial thoughts, reactions, and questions to the film as well as specific things that happened that they want to remember. 

3. Students read, highlight, and annotate a review of the film they just watched.

4. Students write their own review of the film using their notes for content and the review they read as a model. They will use language carefully to build their credibility as reviewers.

	Evaluate
& Close 
	1. Have the students revise and create a second draft of their reviews for homework. They should add highlights and annotations to their second draft explaining why they used the language they did, how they structured the review, and how they built their credibility as a reviewer. (Explain that they will do the annotations just like they annotated someone else’s writing, not they are just reacting to and explaining their own writing)
	1. Students will revise and create a second draft of their review. They will then highlight and annotate their own review to explain the choices they made as writers to be an effective and credible critic.


This document was developed as part of the English Capstone Collaborative Pilot Program, a VDOE grant, supporting a partnership between James Madison University and SURN at The College of William and Mary to pilot and develop materials for the English Senior Seminar. Virginia educators have permission to use and adapt this document for educational purposes. 
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[bookmark: _Marking_Period_4,_2][bookmark: _Toc211504400]Marking Period 4, Lesson Plan 6: Reflecting on the Writing Process
	Teacher:  
	K. Mahoney
	Course/Grade:
	ENGLISH SENIOR SEMINAR
	School:
	SURN

	Lesson Topic:
	Reflecting on the Writing Process
	 Date of Lesson:
	Quarter 4

	
CCRE
	7, 8, 9, 10, 12, 17, 21, 26, 41, 44, 45, 47

	Materials and Resources: 
	Writing Process Animation: http://www.youtube.com/watch?v=V1pnpL8295E 


	
	

	        Lesson
Component
	Teacher
	Student

	Engage 
& Hook


	1. The teacher starts by engaging the students’ prior knowledge by asking the students: What do you know about the writing process?
a. Follow up questions may be necessary, for example: When did you first hear of the writing process? Is it always the same? What are the steps in the writing process? What order do they go in? What parts of the writing process have you used in the past?
2. Record students answers on butcher block paper or the white board. 
3. Tell students that the steps of the writing process are fairly well established and work for many writers including most professional writers. Also note for the students that the process is recursive – you have to do it over and over and you may never get it exactly right.
	1. Students respond to the question: What do you know about the writing process?

	Explain 
& Model
	1. Explain to students that we will now watch a video in which the writing process is demonstrated and explained using writing a blog as an example. Make sure the students are aware of a clear purpose for watching:
a. How does Jonathan make the writing process work for him?
b. What tips do you think work for you when you write?
2. Students share their reactions (pair share, whole class).
	1. Students watch the video (and take notes if desired) with a clear purpose.
2. Students share their reactions (pair share, whole class).

	Explore 
& Apply 
	1. Using the video as a model, the students will create their own diagram or explanation of their own writing process using their own words, pictures, etc. 
2. Note: there are somewhere between 4 - 9 steps in the writing process depending on whom you ask and how specific you are with each step. It does not matter how many steps each student ends up with as long as they have the essence of planning – writing – revising and editing – publishing. You are not looking for one ‘right’ answer. We want the students to make the process their own.
3. They should keep their work here focused on what they will do to complete the synthesis essay. 
4. As you monitor the students working, emphasize that they show that they understand how to make the steps of the process work for them. For example if you see students struggling, you may ask, where do you work best during the prewriting stage? do you like to talk to someone about what you are working on during the process or wait until the final stages to get feedback? where are the best places for you to get research for your synthesis project? Encourage students to be as detailed as possible – just like in the video.
	1. Students will work individually to create their own diagram of their own writing process using their own words, pictures, etc. 

	Evaluate
& Close 
	1. Ask students to reflect on the experience of creating their writing process diagrams and how they will utilize this process in the future.
2. Students will use the writing process in creating their final products for the marking period.
	1. Students share with the class their reflections on creating their writing process diagrams and how they will utilize this process in the future.
2. The students will utilize the writing process in creating their final products for the marking period.


This document was developed as part of the English Capstone Collaborative Pilot Program, a VDOE grant, supporting a partnership between James Madison University and SURN at The College of William and Mary to pilot and develop materials for the English Senior Seminar. Virginia educators have permission to use and adapt this document for educational purposes. 
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[bookmark: _Marking_Period_4,_3][bookmark: _Toc211504401]Marking Period 4, Lesson Plan 12: Troubleshooting: Technology to Life
	Teacher:  
	K. Mahoney
	Course/Grade:
	ENGLISH SENIOR SEMINAR
	School:
	SURN

	Lesson Topic:
	Troubleshooting: Technology to Life
	 Date of Lesson:
	Quarter 4

	
CCRE
	7, 8, 9, 10, 17, 45, 49, 50, 51

	Materials and Resources: 
	
Access to the websites of the colleges, military branches, or businesses that the students in the class have plans for after graduation.

	
	

	        Lesson
Component
	Teacher
	Student

	Engage 
& Hook


	1. Set up stations around the classroom each with a ‘what would you do’ scenario at each. (see attached)

2. Have the students break into small groups each group start at a different station and then rotate around the room. 

3. The teacher will monitor the students’ progress and announce when it is time to rotation. The students should spend approximately 4 minutes at each station.

4. After the students have responded to each scenario, the teacher will ask one volunteer at each station to read all of the answers to that scenario.

5. The class will then have an opportunity to respond or explain and then vote for which they think is the best.
	



2. The students will move with their group to each of the stations. At each station, the students will work together to figure out the best way to solve each of the problems. The will write their answers on a sheet of paper and leave it, face down or in a folder, at the station. Groups will not look at each other’s answers at this time. 

3. One volunteer at each station will read all of the responses to that scenario.

4. Students will share their opinions about the possible responses and ask questions.

5. The students will vote on which they think is the best response. 

	Explain 
& Model
	1. The teacher will place the ‘what would you do’ scenarios and responses in context and explicitly communicate (say and have students read from the board) the purpose of this lesson: To explore how to prepare for and respond to every day minor problems that may get in your way, so that minor problems don’t turn into major ones. 

2. The teacher will introduce 3 categories for dealing with problems in a chart form (this could be done on an interactive whiteboard or butcher block paper). The three categories:
a. Preventative Measures
b. Dealing with the Issues Yourself
c. Asking for Help
The teacher will ask students to put some of the responses from the initial ‘what would you do’ scenarios into each of these three categories. 

3. The teacher will ask the students to discuss the positives or potential challenges or problems each of these categories may pose. The teacher will record student responses on the board.

4. Ask the students: what are some new or different situations you might be facing in the coming months? (college, military, new job, renting an apartment, moving, etc.)

	1. The students will listen, take notes, and ask questions (as appropriate) to the purpose of the lesson.





2. The students will categorize their responses from the ‘what would you do’ scenarios into the three categories presented by the teacher. 







3. The students will debate the merits and usefulness of preventative measures, dealing with issues yourself, and asking for help.

4. Students will brainstorm, individually and with the class, some of the new or different situations they might have to face in the coming months.

	Explore 
& Apply 
	11. Tell the students that now is the time to explore and prepare for some of the situations they will be facing after graduation. Direct students to the computers and have them find the website of college, military branch, or business that they are planning on joining (or other sites as necessary) to find out what they are supposed to do to get ready to start and how they will prevent as many issues as they can in getting through these next steps. 

12. Tell the students to record what they find on the Preparation List. 
	1. Students will explore the website of the college, military branch, or business they will be joining after graduation (or related website by searching ‘tips for job interviews’ or ‘tips for starting a new job’)


2. Students will record important information, names, phone numbers, etc. that they find using the Preparation List as a guide. (see attached)

	Evaluate
& Close 
	9. Have students complete an exit slip with what are 3 important things to remember from today’s class.
	4. Students respond to the question: what are 3 important things to remember from today’s class? on an exit slip.


This document was developed as part of the English Capstone Collaborative Pilot Program, a VDOE grant, supporting a partnership between James Madison University and SURN at The College of William and Mary to pilot and develop materials for the English Senior Seminar. Virginia educators have permission to use and adapt this document for educational purposes. 

Initial Scenario for Stations

Scenario 1

Your computer flashed the blue screen of death and you have a five-page paper due tomorrow morning. What do you do? (Giving up is NOT an option)

Scenario 2

You are driving in the parking lot of the Food Lion and you stop to let some shoppers cross in front of you. The person behind you rear-ends your car. An elderly woman is driving the car. What do you do?

Scenario 3

You have a job interview at a business 20 minutes away from your home. You leave 40 minutes early to give yourself time to park, find the right office and be about 5 minutes early. You get on the highway and a huge accident happens in front of you. You are not involved in the accident, but it’s going to take awhile to get off the highway. What do you do?

Scenario 4

You have a college pre-orientation meeting with your college advisor. You have the advisors name and building and office number. You get to campus and can’t find it. The campus looks deserted. What do you do?

Scenario 5

You are in your third month in a new apartment. You get your electricity bill and it is 3 times more than it was the previous 2 months. You have two other roommates, but your name is on this account. What do you do?


Preparation List

Name of Organization: __________________________________________

People to Contact

	Name
	Position
	Phone #
	Email Address

	
	
	
	

	
	
	
	

	
	
	
	



Mission Statement of the Organization




List 3 important facts to remember about the organization
1.

2.

3.

What are the steps that you need to do to prepare for your first day? (make a check list of important dates, information, and actions you need to get or take)
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The Connection between
Interpretation and Composition

What do you see? How does it make you feel?
AND
Why does it make you feel that way?
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Focal Point
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First LOOK:
Impressions, Observations
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Context
What'’s the story?

'  The viewer me of reference —

* How do your background, experiences, and knowledge shape
what you see?

e The narrator’s stor —

* The relationships between the parts of the image that work to
tell a story that is shaped by the author

e The expert’s perspective —

* What would a witness, historian, or scientist see that we don’t?
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Focal Point





image42.png
Interpretation

* Connect your first impressions with analysis of
focal point and context
— How does the analysis help you to better justify
and explain why you felt the way you did when
you first looked at the photograph?
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Context and Story

Blood from the shooting remains on the sidewalk where Josue and his sister Katherine
wave to a passing ice cream truck. Upon seeing the stains, Josue has said to his mother, ‘A
bad man shot me” (Barbara Davidson, Los Angeles Times - December 30, 2010)
http://www. pulitzer.org/works/2011-Feature-Photography#
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Interpretation and Composition

* What other aspects of the photograph may
have helped shape your interpretation of it?
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Purpose

* Whatever we read (books, articles, journals, etc.),
there are deep connections between texts, even
if the subject matter is very different from one
another.

* Those deep connections between texts can be
discussed using various subjects such as keeping
secrets, fear, shame, abandonment, parental
involvement, etc.

* These various subjects can also be interpreted
using visual literacy.
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Making Connections
Through Visual Literacy
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Instructions:

You will will be placed in a group (for the size of this
class there will be four groups of three students). Each
group will stay together throughout the lesson.

There are four pictures on butcher block paper
stationed around the room. Each group will be at one
of the pictures one ata time.

At each picture “station,” each group member will look
at the picture and decide which of your text set books
relate to the picture on the paper.

Discuss as a group how your books relate to each other
in relation to the picture on the paper.

Write a brief description of your connective thread for
the visual on the butcher block paper.
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Personal Identity:
My text set’s subject/topic is personal identity: who or
what defines us?
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Whole Class Discussion

What kind of connections were you able to
make between your books and the visual?
What was the most difficult part of this
process?

What did you find most interesting?

What books did you discover to be
interesting? Would you want to read any of
these?
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Instructions cont.:

* After a period of time, each group will move on
to the next visual station and repeat the
process from the slide before.

* At each station, you will rotate the job of the
“recorder.”

* Once every group has had a chance to discuss
and record their connections on each of the
visuals, the last person to “record” will stay
with the paper while the rest of the class sits
down.
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Instructions:



Open up Word on the laptops.



Type your name, date, and class in the top right hand corner.



Put the title “Visual Literacy” centered at the top of the paper.



Then write the quote centered at the top of the paper in italics with 

parenthetical documentation (Collins 15).



Next, start writing your response.  You will need an introductory 

paragraph where you introduce the book, the visual chosen, and what 

the visual represents to you.



You will then need at least one body paragraph where you analyze 

exactly HOW the visual relates to the quote with evidence from the 

book and your own analysis.



Save your response in your hands-in folder as “your name” Visual 

Literacy (ex. Antonio Visual Literacy)


Microsoft_Office_PowerPoint_Slide4.sldx
Instructions:

Open up Word on the laptops.

Type your name, date, and class in the top right hand corner.

Put the title “Visual Literacy” centered at the top of the paper.

Then write the quote centered at the top of the paper in italics with parenthetical documentation (Collins 15).

Next, start writing your response.  You will need an introductory paragraph where you introduce the book, the visual chosen, and what the visual represents to you.

You will then need at least one body paragraph where you analyze exactly HOW the visual relates to the quote with evidence from the book and your own analysis.

Save your response in your hands-in folder as “your name” Visual Literacy (ex. Antonio Visual Literacy)
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Based upon the Gallery Walk that you did last class, choose ONE
of the four visuals (on the next slide for you to review).

Choose ONE of your novels that you have read (or are now
reading).

Choose ONE quote from the book that epitomizes the visual.
You will then write a response on how that quotation fits with
your visual . Be sure you address what you feel the visual
represents to you, why the quotation fits the visual, and how
thatis evidencedin the story.
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Gallery Walk

Visual Literacy
PART Il
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Open up Word on the laptops.

Type your name, date, and class in the top right hand corner.

Put the title “Visual Literacy” centered at the top of the paper.
Then write the quote centered at the top of the paper in italics with
parenthetical documentation (Collins 15).

Next, start writing your response. You will need an introductory
paragraph where you introduce the book, the visual chosen, and what
the visual represents to you.

You will then need at least one body paragraph where you analyze
exactly HOW the visual relates to the quote with evidence from the
book and your own analysis.

Save your response in your hands-in folder as “Your Name” Visual
Literacy (ex. Antonio Visual Literacy)
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Community Studies 250-01 


           African American English 
     Fall 2012 
 
DRAFT 08/10/2012 
 
Syllabus information is subject to change at Prof. Charity Hudley’s discretion. 
 
Professor: Dr. Anne H. Charity Hudley, http://annecharityhudley.com/  
Email: acharityhudley@wm.edu 
 Skype: acharityhudley  
Phone: (757) 221-6086 (school of education office), (757) 221-3009 (linguistics lab), (757) 221-
3930 (linguistics office) 
Prof. Charity Hudley cell (804) 304-3493 (email before calling) 
Place: School of Education Room 2016 
Time: Mondays and Wednesdays 2-3:30pm 
Office Hours: Mondays and Wednesdays 3:30-5 in the School of Education room 3050,  
Tuesday 12-2 in the Marketplace, and by appointment in Tyler 220 
 
Teaching Fellows:  
Graduate: Shea Winsett sawinsett@wm.edu, & Ben Anderson bpanderson@email.wm.edu, 
Undergraduate: Kiara Savage kssavage13@gmail.com, & Kameron Adams 
kjadams@email.wm.edu 
 
Class Calendar:  
https://www.google.com/calendar/embed?src=7188m1eildbopr3e3h2pbocpjo%40group.calendar.
google.com&ctz=America/New_York  
 
The optional class facebook group: 
 https://www.facebook.com/groups/160425040759049/    
 
Course Objectives:  
 


This course is an introductory engaged learning seminar for Community Studies students 
and requires community service or research in the community, in addition to in-class hours.  
Major topics for the course and community partnerships will vary by teaching professor. 


This course will explore the linguistic and social features of English as spoken by 
African-Americans in the United States. We will examine hypothesis about the history and 
emergence of African-American English and explore the relationship of African-American 
English to Linguistic theory, Education praxis, American culture, and racial prejudice.  


Students will participate in yearlong mentoring or tutoring programs in the Williamsburg-
James City County schools or in other agencies. In particular, we will combine the study of the 
language and culture of everyday life with the application of this knowledge to raising the 
reading levels of K-12 school children.  
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Throughout the course we will highlight ways that we can contribute to literacy research 
and explore what we can do to help with the day-to-day process of helping children learning to 
read right here in our own community. 
 
A Sample of Possible Service Placements & Experiences: 
 
Working on my grant projects and related activities: 
 
http://nsf.gov/awardsearch/showAward.do?AwardNumber=1051056  
http://www.nsf.gov/awardsearch/showAward.do?AwardNumber=0930522 
http://education.wm.edu/centers/sli/surn/VTALL/index.php  
 
Work with the WMSURE program 
http://www.wm.edu/sure 
 
Working with a Kindergarten teacher & class at Clara Byrd Baker 
http://www.wjcc.k12.va.us/cbb/ 
 
Working with teachers at Matthew Whaley 
http://www.wjcc.k12.va.us/mw/  
 
Working with a High school reading specialist & students at Warhill High school 
http://www.wjcc.k12.va.us/whs/ 
 
Working with the College Partnership for Kids 
http://www.wm.edu/offices/osvs/localservice/cpk/index.php 
 
Working as an online writing mentor to college or K-12 students 
http://www.wm.edu/as/wrc/?svr=web 
 
Working with the offices of Community Engagement and Scholarship 
http://www.wm.edu/offices/osvs/index.php 
 
Working with the Center for Student Diversity 
http://www.wm.edu/offices/studentdiversity/index.php 
 
Course Requirements: 
 
 Community Studies students (in the Sharpe Program, Community Studies minor, and all 
affiliated Community Studies courses) will be expected to: 
 


1. Develop and articulate clearly the scholarly and learning intentions associated with a 
community engagement project, partnership, or endeavor. 


2. Collaborate effectively and responsively with faculty, fellow students, community 
individuals, or relevant others in forming shared goals, organizing collective resources, 
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and designing appropriate approaches to community issues, according to intercultural and 
group partnering dynamics. 


3. Facilitate learning within the classroom and outside of it; produce knowledge for further 
examination, use, or development in other educational and community capacities. 


4. Evaluate their experiences in engaged scholarship, in terms of scholastic productivity, 
community impact, and other pre-determined project-specific goals and outcomes. 


Learning objectives for the Community Studies curriculum at the College of William and 
Mary were developed collaboratively by faculty, students, administrators, and co-educating 
community partners in order to advance the core values and best practices in higher educational 
service-learning, as articulated by the Carnegie Foundation.  (See www.carnegiefoundation.org 
for more information on national goals and standards for community engagement and 
scholarship at colleges and universities.) 
 


Attendance in class and at the school is MANDATORY. Your overall course grade 
will be lowered by 5 points for each unexcused absence and by 1 point for each unexcused 
lateness. Other people are depending on us. Please see professor Charity Hudley directly if you 
need an excused absence, as proper documentation is required (i.e. from the Dean of Students, or 
Health Services). Religious and spiritual related absences will be facilitated.  


 
Bring a computer to class if at all possible! If you do not have a laptop or it is hard 


to bring, please see me. 
 


Assignments and Grading: 
 


Assignments are due by email every Monday morning at 8AM. There will also be a 10-
page essay based take-home midterm. A cumulative final paper (based on your reaction papers 
and field notes) of 10-15 pages will serve as the final. A draft of the final paper is required. The 
average of the draft and final grades will be allowed to stand for the total final cumulative paper 
grade. Late assignments will not be accepted without a medical excuse. If an assignment is 
unexcused and late, you will receive a zero for that assignment, but all assignments must be 
turned in for you to receive a final grade in the class.  
 
Turning in Assignments:  
 


All writing assignments are to be turned in electronically as Word documents. The title of 
the document should be yourlastname.CMST.250.MMDDYY.doc (ex: 
Yourlastname.CMST250.08.30.2011.doc). Assignments should be double spaced in 12 point 
Times New Roman font with 1-inch margins on all sides. 
 
Grading breakdown: (see separate handout for details and examples of satisfactory work) 
 


Class & elsewhere participation (including class project questions and integration 
of concepts of CMST 100 for Sharpe Scholars) 20% 


  Weekly Assignments 30% 
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Take-home midterm essay 10% 
Final cumulative paper (15 pages) 35%  
Final oral presentation (10 minutes w/ 5 minutes for questions) 5% 
 


Grading 
 
Grades will be predicated on the overall quality of the work submitted throughout the semester. 
Your grades will reflect your mastery of the course material and your ability to critically analyze 
the social, cultural, philosophical, and historical issues of our topics. The following is a 
framework to assist you in understanding my expectations regarding work for the course.  
 
A  An A is awarded in recognition of exemplary work, reflecting a high level of proficiency. 


An A- designation denotes exemplary work with some minimal mechanical or 
organizational challenges. 


 
B A B+ designation denotes satisfactory work with some evidence of exemplary analysis. 


In most cases, B+ work offers intriguing and original analysis, but may have some 
notable mechanical and/or organizational problems. A B is awarded in recognition of 
satisfactory work, reflecting an acceptable level of proficiency. A B- designation denotes 
satisfactory work with substantial mechanical and/or organizational problems. In most 
cases, B- work has focus and demonstrates a basic understanding of the relevant concepts 
and arguments, but has limited evidence of originality or depth. 


 
C   A C is awarded for developing work, reflecting limited evidence of proficiency. In most 


cases, C work fails to offer a coherent, original or compelling thesis; the work has 
excessive mechanical and/or organizational problems; and the author has demonstrated a 
basic understanding of key concepts and arguments. 


 
D A D is awarded for work that is superficial, demonstrates very little effort, and limited in 


depth regarding the course materials and student’s overall thinking. In addition, D work 
also fails to adhere to instructions in the syllabus and contains numerous significant 
grammatical, syntactical, and/or spelling errors. 


 
F In addition to being work that is superficial, it demonstrates very little effort, and is 


limited in depth regarding the course materials and student’s overall thinking. In most 
instances, F work also fails to adhere to instructions in the syllabus, as well as, contains 
numerous significant grammatical, syntactical, and/or spelling errors. In addition, the 
student fails to address or meet the basic requirements of the assignment. 


 
Criteria for Evaluating Written Assignments 
 
In addition to the above grading scale, written assignments will be assessed according to the 
following criteria: 
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• Author expresses a clear, detailed, and coherent argument, as well as, demonstrates critical 
thinking. A mere summary of the reading does not meet this criterion. 


• Author supports position with appropriate examples from the reading. Anecdotes and/or 
unsupported opinions do not satisfy this criterion. 


• Author incorporates additional empirical based claims and positions to support argument. 
Additional support from scholarly and/or credible sources satisfies this criterion. 


 
Accommodation for Students with Learning and Physical Differences  
 
http://www.wm.edu/deanofstudents/disable/dsserv.php 
 


"Having provided sufficient evidence of a “handicapping” condition, a student may make 
official requests for accommodation through the Disability Services Office. Faculty and other 
College officials will then be expected to provide reasonable accommodation(s) in accordance 
with official written accommodation statements issued by the Disability 
Services Office. Faculty and/or other College officials who do not provide reasonable 
accommodation do so with the understanding that they are in direct violation of College policy. 
If a professor or other College official does not agree to an accommodation request, the student 
should seek intervention through Disability Services. Because the reasonableness of any 
individual accommodation request can vary substantially depending upon a student's current 
course load, schedule, or course content, accommodation requests must be reviewed by the 
Assistant Dean of Students for Disability Services each semester or summer session of 
enrollment." 
 
Note on Sustainability: 
 
 I support sustainability initiatives on the WM campus. To reduce paper use, most of your 
course documents (including the syllabus, readings, and most assignments) will be provided on 
the course Wiki. Please try to save paper by reading documents and text online whenever 
possible. If you must print out documents, please consider printing double-sided and/or with two 
sheets per page. I also encourage you to turn in your assignments electronically when at all 
possible. For more information, please see the Sustainability at W&M 
website:www.wm.edu/sustainability 
 
Note on Tolerance from teaching tolerance.org: 
 
http://www.tolerance.org/campus/index.jsp 
 
Modified from Tolerance.org's "Declaration of Tolerance"  


"Tolerance is a personal decision that comes from a belief that every person is a treasure. I 
believe that America's diversity is its strength. I also recognize that ignorance, insensitivity and 
bigotry can turn that diversity into a source of prejudice and discrimination. 


To help keep diversity a wellspring of strength and make America a better place for all, I pledge 
to have respect for people whose abilities, beliefs, culture, race, sexual identity or other 
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characteristics are different from my own. 
 
After examining hundreds of cases involving thousands of students, tolerance.org found this: 
Although administrators, faculty and staff are vital players in any response, it is the student 
activist who makes the most difference. 


Because things improve only when people like you take action. 


Because each student has the power to make a difference. 


And because apathy, in some ways, is as dangerous as hate." 


http://www.wm.edu/about/diversity/index.php 
 


Course Textbooks are required. Please bring textbooks to class at each meeting unless 
otherwise indicated. You may purchase the paper or online edition of the texts. If you use the 
texts online, please bring a laptop to class at each meeting. The Boyle-Baise text is available for 
free through Swem’s e-books. I really advise using the online versions! Save your back and a 
tree! 
 
Boyle-Baise, Marylynne. (2002). Multicultural Service Learning:  Educating Teachers in 
Diverse Communities. New York: Teachers College Press. 
https://proxy.wm.edu/login?qurl=http%3a%2f%2fwww.netLibrary.com%2furlapi.asp%3faction
%3dsummary%26v%3d1%26bookid%3d83489 
http://store.tcpress.com/0807742333.shtml 
 
Rickford, John Russell and Rickford, Russell John. (2002). Spoken Soul: The Story of Black 
English. New York: John Wiley. 
http://lion.wm.edu/uhtbin/cgisirsi/FF5Qy81gJ5/SWEM/140220051/9 
http://www.ebooks.com/ebooks/book_display.asp?IID=117563 
 
Cress, Collier, and Reitenauer. (2005). Learning through Serving: A Student Guidebook 
for Service-Learning across the Disciplines (Paperback) 
by Christine M. Cress (Author), Peter J. Collier (Author), Vicki L. Reitenauer (Author) 
http://www.amazon.com/Learning-through-Serving-Service-Learning-
Disciplines/dp/157922119X/ref=pd_bbs_2?ie=UTF8&s=books&qid=1208284031&sr=8-2 


Hacker, Diana and Sommers, Nancy. (2012). A Writer's Reference With Writing in the 
Disciplines. Seventh Edition. New York Bedford St. Martin. 


e-book site: http://bcs.bedfordstmartins.com/writersref7e/#t_661278____  
Companion site: http://bcs.bedfordstmartins.com/rules7e/#t_669460  
 
 
O'Hair, Daniel and Stewart, Robert. (2012). A Speaker's Guidebook. Fifth Edition. New York 
Bedford St. Martin. 







Anne H. Charity Hudley 
Permission is granted to the Capstone English Project funded by a grant from the Virginia Department of Education to include this syllabus, 


without content alterations, as a sample syllabus in project related materials (e.g., print, electronic). 
 


 7 


 
e-book site: http://bcs.bedfordstmartins.com/speakersguide5e/default.asp#t_769674  
Companion site: http://bcs.bedfordstmartins.com/speakersguide5e/default.asp#t_695092 
 
 
Course Articles that are required are all available online or on the class wiki: 
 
Labov (1971): How I got into linguistics, and what I got out of it  
http://www.ling.upenn.edu/~wlabov/HowIgot.html 
 
Moats, Louisa. Reading IS Rocket Science 
http://www.aft.org/pubs-reports/downloads/teachers/rocketsciphotos.pdf 
 
Reading Rockets website: 
http://www.readingrockets.org 
 
Simmons, Ruth J. "My Mother's Daughter: Lessons I Learned in Civility and Authenticity." 
Texas Journal of Ideas, History and Culture, 20 (Spring/Summer 1998): 20–29. Available on the 
class wiki 
 
 
Writing Resources: 


 
The Writing Resources Center (Swem Library, 1st Floor, 221-3925) is dedicated to 


helping William & Mary students improve their writing and oral communication skills.  
http://www.wm.edu/wrc/ 


 
Additional online resources are available at: http://owl.english.purdue.edu/ 
 
Topics and assignments are subject to change at the discretion of Professor Charity 
Hudley. Readings to be read by day that they are listed.  
 
I. Introduction to Engagement Scholarship 
 
August 29: Introduction and Overview: Nuts and Bolts of the Course 
Readings: 
Boyle-Baise, Preface & Chapter 1 
Cress, Collier, Reitenauer, et al. front matter & Chapter 1 
Labov (1971): How I got into linguistics, and what I got out of it  
Hacker C1, R1 
O'Hair Chapter 1 
http://www.ling.upenn.edu/~wlabov/HowIgot.html 
 
Assignment #1 Linguistic Autobiography and 1 slide about yourself Due Monday 
September 3rd at 8AM 
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September 3: In class Introductions & time management planning 
Boyle-Baise Chapter 2 with a mind on what we realistically have time for in her distinctions 
among paradigms in service learning 
Cress, Collier, Reitenauer, et al. — Especially Exercise 2.8- bring your schedule to class 
Hacker C2 Drafting 
O'Hair Chapter 2 
http://www.google.com/calendar/ 
 
Class Thinking Question: How many Africana languages are spoken on campus? 
 
September 5: What is a language variety? What Is African American English (AAE)? 
Common Misperceptions about language variation and AAE 
Discussion of assignment: Linguistic Autobiography 
Rickford Chapter 1: What’s Going On? 
Simmons, Ruth J. "My Mother's Daughter: Lessons I Learned in Civility and Authenticity." 
Texas Journal of Ideas, History and Culture, 20 (Spring/Summer 1998): 20–29. 
http://www.humanitiestexas.org/newsroom/spotlights/ruthsimmons/ruthsimmons.php 
Hacker C3 
O'Hair Chapter 3 
Assignment #2: Expanded Developing an Action Plan Due Monday Sept 10 at 8AM  
 
September 10: Developing an Action Plan…  
Fellows to share their action plans 
CPK slides on wiki 
http://www.wjcc.k12.va.us/content/programs/minorityachivement/mentoring/PowerPoints/10040
9-Mentoring%20Program.pdf 
Cress, Collier, Reitenauer, et al. Chapter 2 
Hacker C4 
O'Hair 4 
 
September 12: Tools for research & writing about engagement: investigative research skills  
Rickford Chapter 2: Writers 
Class Thinking Question: What is the history of William and Mary’s involvement with 
underrepresented student populations? 
Hacker C5 
O'Hair 5 
 
Assignment #3 Library Scavenger Hunt due Monday September 17 at 8AM 
 
September 17: Getting our placements settled 
Cultural and Linguistic Attitudes in Williamsburg Schools  
Library Scavenger Hunt Review: Expanded views of service learning  
Cress, Collier, Reitenauer, et al. Chapter 4 
Hacker C6 
O'Hair 6 
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II. The Structure of AAE  
  
September 19: Lexicon of AAE 
Rickford Chapter 6 pp. 91-98: Vocabulary 
Hacker W3&W4 
O'Hair 17 
 
Assignment #4 Engagement Observation Paper Due Monday September 24 at 8 AM 
 
September 24: Beginning to Engage: Ethics 
Boyle-Baise Chapter 3 
Cress, Collier, Reitenauer, et al. Chapter 5 
http://web.wm.edu/grants/compliance/phsc.php?svr=www 
Class Thinking Question: How are ethics presented on the W&M campus? 
Hacker R3 
O'Hair 11 
 
September 26: Phonological Features of AAE:  
Rickford Chapter 6 98-108: Pronunciation 
Mapping sounds to print 
Labov. 2009. The Penn Reading Initiative on the Reading Road 
http://www.ling.upenn.edu/~wlabov/PRI/ 
Hacker P1, P2, P4, P7 
O'Hair 18 
 
September 28-30th:Family Weekend, Neptune Festival in Virginia Beach, 2 Street Festival in 
Richmond, and Virginia State Fair! Take your families! 
http://www.wm.edu/about/administration/senioradmin/studentaffairs/campusevents/familywee
kend/index.php 
http://www.venturerichmond.com/vrevents.html 
http://www.neptunefestival.com/ 
http://www.statefair.com/ 
 
Assignment # 5 Linguistics Review Paper Due October 1 at 8AM 
 
October 1: Cultural Connections- engaging socially 
Boyle-Baise Chapter 4 
Cress, Collier, Reitenauer, et al. Chapter 8 
Hacker A2 
O'Hair 12 
 
October 3: Prosody of AAE: Don’t take that tone with me  
Hacker A3 
O'Hair 19 
 
October 8: Fall Break- NO Class 
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Assignment #6 Engagement Observation Paper Due October 10 at 8AM 
 
October 10: Dali Lama Visit- possible reschedule The Heart of the Matter- Reading & 
curriculum in the schools  
 
Rayner et. al. 2001 
Class Project Question: Why is knowledge of the reading process so important to the social 
challenges that African-American students face? 
 
Moats, Louisa. Reading IS Rocket Science 
http://www.aft.org/pubs-reports/downloads/teachers/rocketsciphotos.pdf 
 
Reading Rockets website: 
http://www.readingrockets.org 
Hacker A1 
O'Hair 13 
 
October 15: Midterm Preparation & Grammatical Structure of AAE  
Rickford 7: Grammar 
Hacker B1, B2, B3  
O'Hair 14 
 
October 17: Midterm Planning- Fellows led small group discussions  
 
October 18: Midterm due at 8AM 
 
October 22: Discussion of midterms & final paper ideas in class  
 
III. Our Plans Into Action 
 
October 24: Pragmatics and Discourse Structure of AAE  
Testing and Assessment – Professor Charity 
Rickford 9: Education 
Hacker A4, B4, S3 
O'Hair 24, 25, 28 
 
Assignment #7 Work on final paper proposal ideas: Due Oct 29th at 8AM (three page 
summary and abstract due) 
 
October 29: AAE in Education and Society 
Teaching the Teachers 
Boyle-Baise Chapter 7 
Hacker S1, S2, S3 
O'Hair 15 
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October 31: AAE in Education and Society  
Rickford 10: The Media 
Hacker S4, S5, S6, S7 
O'Hair 16 
 
Assignment #8: Literature Review for Final Papers extended outline due November 5th at 
8AM 
 
November 5: Pre-Election Day! Vote! AAE and Popular Culture in the Obama Nation 
Rickford 4: Comedians and Actors,  
Rickford 5: Singers, Toasters, and Rappers 
Hacker R2 
O'Hair 20 
 
November 7: Work on final paper proposals  
Boyle-Baise Appendices A, B, &C 
Cress, Collier, Reitenauer, et al. Chapter 7 
Hacker R4 
O'Hair 23 
Class Project Question: Do you know what your classmates are doing? 
 
Assignment #8: November 12: Data Presentation for final papers & extended outline due at 
8AM  
 
November 12: Presentations (doctoral students and seniors) 
 
November 14: Presentations (juniors) 
 
November 19: Prof. Charity Hudley at ASHA/NCTE 
 
November 21: Thanksgiving Vacation- NO CLASS 
 
November 26: Presentations (sophomores) 
 
November 28: Presentations (first years) 
 
December 3: Presentations (makeup) 
 
December 4: CMST 100 Public Presentations- 4 p.m.-Dress Code:  Business Casual  
 
December 5: Conclusions, evaluations, and class party 
Cress, Collier, Reitenauer, et al. Chapters 9 & 10 
 
 PAPER DRAFT Due: December 10 at 8AM 
 
Our actual scheduled exam time: 2-5pm Presentation makeup time if needed  
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FINAL PAPER DUE: December 13/17 at 8am 
 
Reference Textbooks: all are available in the Linguistics Lab and in the Library- we’ll add 
to this list as class interests develop: 
 
 Alim, H.S. 2004. You know my steez: An ethnographic and sociolinguistic study of styleshifting 
in a Black American speech community. Durham, NC: American Dialect Society. 


Charity Hudley & Mallinson. 2010. Understanding English Language Variation in U.S. Schools. 
New York: Teachers College Press. 


Craig, H.K., & J.A. Washington. 2006. Malik goes to school: Examining the language skills of 
African American students from preschool-5th grade. Mahwah, NJ: Lawrence Erlbaum 
Associates. 


Delpit, L and J.K. Dowdy, eds. 2002. The skin that we speak. New York: The New Press. 


Dandy, E. 1991. Black communication: Breaking down the barriers. Chicago: African-American 
Images. 


Eglash, Ron. 1999. African Fractals: modern computing and indigenous design.New Brunswick, 
NJ: Rutgers University Press. 
 
Ferguson, A. 2001. Bad boys: Public school in the making of black masculinity, 197–224. Ann 
Arbor, MI: University of Michigan Press. 


Labov, William. 1972. Language in the Inner City. University of Pennsylvania Press. 
 
Labov.1972. Academic ignorance and black intelligence. The Atlantic Monthly, June. pp. 59-67. 
http://www.theatlantic.com/issues/95sep/ets/labo.htm 
 
Mufwene, Salikoko S., John R. Rickford, Guy Bailey, and John Baugh (eds). 1998.  
African-American English. London: Routledge. 
 
Neville, Tynes, and Utsey. 2009. Handbook of African American Psychology. Sage Publications. 
 
Redd, T.M., & K.S. Webb. 2005A teacher’s introduction to African American English: What a 
writing teacher should know. Urbana, IL: National Council of Teachers of English. 


Rickford. 1999. African American Vernacular English: Features and Use, Evolution, and 
Educational Implications. Oxford: Blackwell 
 
Smith. Kimberly. 2007. African American Environmental Thought: Foundations (American 
Political Thought). University Press of Kansas. 
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Language Files 10th Edition. Ohio State University Press. 
(Audio Files on-line at: http://linguistics.osu.edu/research/publications/languagefiles/) 
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Abstract 
 
The quest to educate non‐standardized English‐speaking students has been a 
primary driving force behind developments in many fields represented by 
Compass journals, including sociology, geography, linguistics, psychology, 
history, literature, and education. Academics engaged in these multiple 
perspectives must join together, both to communicate knowledge about 
language variation to educators and to learn from educators’ experiences with 
teaching non‐standardized English‐speaking students. 
 
Following the conference theme of breaking down barriers, we draw on 
research gathered from multidisciplinary approaches to educational analysis 
by developing a linguistic awareness model that is designed to facilitate the 
sharing of knowledge about language variation between educators and 
researchers. Our model currently addresses three U.S.‐based English 
language varieties: School English, Southern English, and African‐American 
English. Drawing on these models, we highlight best teaching practices that 
can help non‐standardized English‐speaking students break down 
communication barriers to educational success in the pre‐collegiate 
classroom.  
 


Conference website: http://compassconference.wordpress.com 
1 of 19 







We draw on previous endeavors by academics to communicate information 
about language variation to wider audiences, noting two important 
challenges: the need to couple language variation awareness with readily 
accessible, specific examples of language variation and the need to provide 
information about how to work with language variation within the 
increasingly diverse classroom. We contend that only with this specific 
knowledge can educators use linguistic information to help students from 
non‐standardized English‐speaking backgrounds achieve in schools. 
Otherwise, educators may not appreciate the relevance and immediate 
necessity of the information. 
 
In our linguistic awareness model, we suggest realistic, cost effective ways to 
approach educators, including certification and re‐certification courses, in‐
service workshops, websites, and wikis. A wiki of materials to accompany 
this paper may be found at 
http://charityhudleymallinsoncompass.wmwikis.net/.  We also suggest future 
directions for linguistically aware educators to become resources for 
information on language variation and linguistic tolerance in their own 
schools and communities. 
 
 
1. INTRODUCTION 
 
  The United States achievement gap—the finding that groups of 
historically underprivileged students, especially with respect to gender, race 
and ethnic background, and social class, perform below other students on a 
number of educational measures—is a matter of great national concern 
(Vanneman, Hamilton, Anderson, and Rahman 2009). Though the term 
“achievement gap” has long existed in the academic literature, the term 
“opportunity gap” has been introduced to shift the primary focus away from 
so‐called underachieving individual students and schools and instead toward 
the persistent society‐wide hurdles that hinder the opportunities for academic 
success for students from historically excluded cultural groups (DeShano da 
Silva, Huguley, Kakli, and Rao 2007). 
  In this paper, we review some of the interrelated, complex factors from 
across disciplines that underlie why historically underserved students may 
find it disproportionately difficult to succeed in school.  Language and 
communication are at the core of many of these issues, and we present 
models developed by linguists for working with educators and schools to 
overcome achievement and opportunity‐based challenges to students’ 
academic success.  
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2. INVESTIGATING THE ACHIEVEMENT GAP AS AN OPPORTUNITY 
GAP 
 
  According to projections released by the U.S. Census Bureau, by the 
year 2050, members of non‐White minority groups are expected to make up 
54 percent of the general U.S. population, and minority children will make up 
62 percent of the American youth population (Bernstein and Edwards 2008). 
Scholars from many disciplines have investigated the situations that directly 
affect the educational success of many groups of students, particularly 
students from cultural groups that have historically been denied access to 
education. Across educational contexts, the social class of a student’s family, 
the family’s racial and ethnic background, the student’s gender, and the 
student’s language skills are some of the important demographic and cultural 
factors that intertwine and correlate with how well a given student will 
achieve in school (Feagin, Vera, and Imani 1996, Ferguson 2001, Moses 2002). 
  Many groups of students, including students who are from 
underserved regions of the country, who are English Language Learners, 
whose families are immigrants, who have learning differences, and who are 
from historically excluded cultural groups may all have reduced access to 
education, often because they are more likely to come from lower social 
classes or from families with lower income backgrounds. The 
disproportionate allocation of wealth in U.S. society allows some schools to be 
better funded than others and also allows some privileged parents to send 
their children to better public, or private schools (Feagin, Vera, and Imani 
1996, Oliver and Shapiro 1995).  Resources at elite schools are more 
concentrated and classes are smaller. As a result, educational advantages are 
transferred from parents to children, within middle and upper class circles 
(Feagin, Vera, and Imani 1996, Roscigno 1998). 
  Educators’ views about their students and educators’ expectations for 
their students also converge in ways that lead to unequal treatment of 
underprivileged students within school settings. For example, Farkas (1996) 
found that educators judge students on non‐cognitive, often cultural traits 
that may not be related to cognitive performance, such as attention paid to 
homework, neatness, lack of classroom disruptiveness, and facility in “School 
English,” or a more standardized, academic variety of English that students 
are expected of to use in school settings. If, in the view of their educators, 
certain students sound better and act better, that is, if they come to school 
talking and behaving in ways that are closer to the norms that educators 
expect, then educators often treat them better as well. 
  In addition, the combination of educators’ views about and 
expectations for their students contribute to persistent inequality in the 
methods of tracking underprivileged students into lower‐level classes. Oakes 
(1987) finds that poor students and students from historically excluded 
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cultural groups are disproportionately tracked into lower level classes in 
ways that do not always reflect their actual academic abilities. Similarly, 
Bettie (2003) studied White and Mexican‐American high school girls. She 
found that the Latina girls who were from more middle class backgrounds 
were often tracked into more advanced high school classes, whereas the girls 
who were from lower class backgrounds were often steered toward lower‐
level or more vocational classes. Thus, on the basis of demographic and 
cultural factors including race and ethnicity, language, gender, and social 
class, many schools remain a cultural battleground where some students are 
fundamentally disadvantaged.  
  The academic expectations that educators have for students are also 
intertwined with students’ own internalized academic expectations for 
themselves. Students who feel that their educators have low expectations for 
them may be more likely to also believe that they have limited opportunities 
for school success, and they may be more likely to perform below their 
capabilities. Lovaglia, Lucas, Houser, Thye, and Markovsky (1998) found that 
psychological factors like low self‐esteem can affect non‐White students’ 
motivation as well as their results on standardized tests, and these tests tend 
to be written in the standardized English with which some students are 
already familiar when they come to school (Charity Hudley and Mallinson 
forthcoming).  
  Some scholars have also studied whether disadvantaged students may 
develop an oppositional stance toward education that leads them to reject 
school culture and thereby perform less well at school.  Fordham and Ogbu 
(1986) and Fordham (1996) popularized the term “acting white,” which refers 
to a perception among some African‐American youth that school success 
entails adopting the norms and values of mainstream White society and 
rejecting their African‐American heritage. Some scholars have found support 
for the concept of “acting white,” including Neal‐Barnett (2001), Ogbu (2003), 
and Smitherman (2000).  However, Tyson, Darity, and Castellino (2005) found 
that many African‐American students are high achievers yet do not feel social 
ridicule or internal conflicts. Carter (2007) takes her work in a different 
direction, by exploring what the concepts of “acting black,” “acting Spanish,” 
and “acting white” all mean to African‐American and Latino/a students.    
  There is a vast array of literature on the achievement and opportunity 
gaps facing many groups of underserved students in the U.S. As we have 
reviewed, many factors, including the unequal distribution of school 
resources, the tendency for some educators to hold biases toward and 
lowered expectations for students who come from historically excluded 
cultural groups, the tracking of lower income and non‐White students into 
lower‐level classes, and the self‐fulfilling expectations that some students set 
for their own academic achievement, affect how students and educators 
interact within different school contexts across the U.S.  At the core of many 
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of these issues of tracking, biases, and expectations are deep‐seated issues of 
language and communication—as well as miscommunication.  
   
3. LANGUAGE AND COMMUNICATION AS KEY FACTORS IN THE 
ACHIVEMENT AND OPPORTUNITY GAPS 
 
  Linguists and educators have identified issues related to language 
differences as a major factor in the U.S. achievement and opportunity gaps.  
As sociolinguistics began to develop in the U.S., considerable attention was 
directed toward solving language‐related educational problems (Hazen 2007). 
Many studies were funded by the U.S. Department of Education and other 
policy‐oriented organizations (e.g., Labov, Cohen, Robins, and Lewis 1968, 
Wolfram and Christian 1976, Wolfram, Shiels and Fasold 1971).  Quantitative 
data from these studies supported the claim that language varieties spoken by 
socially disfavored groups are not “broken” forms of English (a popular 
ideology) but rather are patterned and systematic varieties (see also Labov 
1966, 1972, Wolfram 1969, 1972).  As a result of their research, linguists have 
found that language differences particularly surface in educational contexts in 
the forms of student identity practices, teacher bias, tracking, and testing 
outcomes. We review these issues and then situate them within a broader 
sociological context. 
Student Identity Practices: Smitherman (2000) and Carter (2007) describe a 
“push‐pull” that many African‐American students face in classrooms and 
schools. As students push harder to assimilate to mainstream academic 
culture in order to succeed in school, they may feel forced to pull away from 
their home communities. Most people would find a message, even an indirect 
message that they have to suppress part of their linguistic identity to operate 
within the mainstream culture, to be hard to accept.  But many groups of 
students that have historically been excluded from access to education, 
including African‐Americans, Latino/as, Native Americans in the United 
States, and students from Appalachia, often live this reality every day.  
Teacher Bias:  Education scholars and linguists agree that language varieties 
are not deficient forms of English, yet this message has not always trickled 
down to education practitioners.  Many educators still hold damaging 
stereotypes about non‐standardized varieties of English, particularly the 
variety that linguists call African‐American English (Godley, Sweetland, 
Wheeler, Minnici, and Carpenter 2006, Lazar 2007, Terry 2008, Wheeler and 
Swords 2006). Educators may perceive students who speak African‐American 
English, Southern U.S. English, Appalachian English, and other non‐
standardized varieties of English as being less capable; as a result, they may 
set lower expectations for their academic success and limit their learning 
opportunities (Goodman and Buck 1973, Lippi‐Green 1997). 
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Tracking: Educators may expect students to sound like themselves, yet there 
are many cultural and social reasons why students may want to sound 
distinctly different.  When educators ask questions and converse with 
students, they often best connect with students who closely mirror their own 
ways of thinking and speaking.  Sometimes, this connection results in a 
gender difference, whereby educators feel more in tune with students who 
are of the same gender. More than three‐fourths of all teachers are women 
(Corcoran, Evans, and Schwab 2004), and when male students do not sound 
like their educators, linguistic conflict can arise (Charity Hudley and 
Mallinson forthcoming, Ferguson 2001).  Language differences are also a 
primary mechanism in the processes through which students are tracked into 
different levels of classes, because often, assessment tests and standardized 
tests rely on knowledge of a standardized variety of English (Charity Hudley 
and Mallinson forthcoming, Garrett 2009). Students who come to school with 
less prior exposure to a standardized, academic variety of English may 
therefore be viewed as less intelligent or less gifted, and therefore may be 
tracked into classes that are lower than their abilities. 
Testing Outcomes:  Educators generally have little detailed and often 
inaccurate linguistic information regarding English language variation and 
are not trained to deal with language variation in the classroom (Adger, 
Wolfram, and Christian 2007). Consequently, educators have limited ability to 
tailor their teaching methods to best serve non‐standardized English‐speaking 
students, often with serious consequences.  For example, standardized tests 
tend to over penalize the use of non‐standardized English features (Charity, 
Scarborough, and Griffin 2004, Charity Hudley and Mallinson forthcoming) 
and privilege those students who speak a standardized variety of English 
(Garrett 2009). Because common diagnostic measures and assessment tests are 
often linguistically biased, information about students’ linguistic backgrounds 
is crucial for educators to prepare students to meet the linguistic requirements 
of academic and social success and thereby help address persistent U.S. 
achievement and opportunity gaps. 
  Other Macro‐Level Sociological Factors:  More macro‐level 
sociological factors like residential segregation, racism, poverty, 
unemployment, and under funded schools also work in concert with 
linguistic factors to constrain many African‐American students’ educational 
opportunities (Labov 2008).  In Labov’s model, under funded school systems, 
which plague many schools that historically underserved youth attend, 
directly lead to inadequate instruction by educators, which lead to reading 
failure on the part of many African‐American students.  
In addition, Labov also believes that students’ use of African‐American 
English also directly leads to educators’ inadequate instruction. When students 
come to school and use African‐American English, rather than the School 
English that is expected of them in academic contexts, educators are more 
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likely to deliver lower quality instruction to these students (Cunningham 
1976‐1977, Dreeben 1987, Goodman and Buck 1973, Sims 1982). As we noted 
above, this process may occur because educators may assume students who 
use African‐American English are less skilled, less intelligent, or less capable 
than students who do not use African‐American English.  In other cases, 
educators may simply not know what to make of their students’ use of 
African‐American English, and they may be confused about why their 
students seemingly cannot or will not speak in a more standardized variety of 
English. Delivering lesser‐quality instruction to students who use African‐
American English is thus a complex process that may occur for a variety of 
reasons, whether educators and students are conscious of them or not.   
Given concerns about how to educate linguistically diverse students, many 
linguists and educators have begun to work together directly to help 
educators better serve all students in their diverse classrooms.  The premise 
for these actions is that with more information about language variation, 
educators will be far better equipped to deliver high quality education to all 
their students, no matter whether these students are White, Asian, African‐
American, Southern, Appalachian, Latino/a, special needs, gifted, low income, 
wealthy, girls, boys, English Language Learners, and more. The need is clear 
for educators to have effective tools for working with the growing population 
of culturally and linguistically diverse students in U.S. schools.  
To help educators work with students from diverse cultural and linguistic 
backgrounds, however, more training must be given to educators. It is clear 
that students fare better in life socially, professionally, and academically when 
they learn to use the standardized, academic variety of English that is 
accepted at schools and in workplaces and when they are encouraged to 
maintain the language varieties that they have learned to speak natively, from 
home or other places.  The support that comes from having every student’s 
linguistic heritage honored and respected by educators fosters an educational 
environment in which all students, not just those who come to school already 
familiar with a standardized variety of English, have the equal opportunity to 
learn and grow. 
 
4. LANGUAGE‐CENTERED ACTION PLANS FOR EDUCATORS 
 
  The partnerships that have been established between linguists and 
educators have taken many forms.  Some of these initiatives include writing 
print‐based materials, generating multimedia and online materials, holding 
educator‐training workshops, and engaging in service learning endeavors.   
  As we seek to complement and build upon the work that other 
linguists have done, we have also begun producing our own materials for 
educators. In our previous and ongoing work with educators, educators have 
expressed the need for more information on how language variation relates to 
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the ways that students perform academically, how to address the use of non‐
standardized English features in a student’s speech or writing, and how to 
value the language patterns that students bring with them to school and build 
on them, while assisting the students in learning a standardized variety of 
English. Educators are also concerned with issues of cross‐cultural 
communication (and miscommunication) as they interact with linguistically 
diverse students in their classrooms. 
  To answer these questions for educators, we have co‐authored a book 
with the specific goal of making information about language variation 
accessible to all types of educators, to be published in the Teachers College 
Press Multicultural Education Series (Charity Hudley and Mallinson 
forthcoming).  While we focus on addressing educators whose students speak 
varieties of African American English and Southern U.S. English, the 
information on language variation that we provide, as well as the 
sociolinguistically informed teaching strategies that we include, are relevant 
to all educators and school support personnel, whether they teach in diverse 
classrooms or not.  
In Charity Hudley and Mallinson (forthcoming), we present information 
about language variation within a multicultural education framework.  Many 
educators are already familiar with the goals of the multicultural education 
movement.  Prominent authors in multicultural education, including Gay 
(2000) and Banks and Banks (2004, 2007), establish that there is an integral 
relationship between language and culture—that is, that language, in many 
ways, is culture.  Other work, including Delpit and Dowdy (2001) similarly 
addresses language variation in the classroom across grade levels.  From a 
multicultural education perspective, language is centralized as a key aspect of 
culture for all individuals, students and educators. 
In Charity Hudley and Mallinson (forthcoming), we also make a particular 
effort to help educators understand language attitudes and language 
differences not just from a deficit or prejudice‐oriented perspective, but from a 
privilege perspective as well.  We help educators focus not simply on the 
negative outcomes associated with speaking stigmatized varieties, which 
often can unintentionally reinforce views of non‐standardized English‐
speaking students as being pathologized or deficient themselves, but also on 
the privileges associated with speaking and writing in standardized ways and 
knowing the norms, conventions, and rules of School English.  To make this 
point in Charity and Mallinson (forthcoming), we provide a short list that of 
“standardized English privileges” (see Table 1).  This list is based on 
MacIntosh (1988), in which she reviews many of the privileges that White 
people carry in their “invisible knapsacks.”  In much the same way, we 
suggest that standardized English speakers have many linguistic privileges 
available in their “invisible dictionaries.”  We also have adapted some of the 
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following privileges from a similar discussion provided by social workers 
Chen‐Hayes, Chen, and Athar (1999). 
Table 1. Seven Standardized English Privileges 


1. Standardized English‐speaking students can usually be assured 
that the newspapers, magazines, and books they are asked to read 
for school will be communicated in the type of English that they are 
already familiar with. 


2. Standardized English‐speaking students can usually be assured 
that they will not be mocked, teased, or denigrated for how they 
pronounce their words. 


3. Standardized English‐speaking students can usually be assured 
that educators will never think they are less intelligent than they are 
simply because of how they talk. 


4. When standardized English‐speaking students encounter 
standardized tests, they can usually be assured that test instructions 
and test materials will be written in the English that they are 
already familiar with. 


5. Standardized English‐speaking students can usually be assured 
that most of their educators are trained to interact with them in 
ways that are based on communicating in the type of English that 
they are already familiar with. 


6. Standardized English‐speaking students can generally be assured 
that the way they talk will not be the subject of jokes or belittling in 
mainstream TV shows or movies. 


7. Standardized English‐speaking students can generally be assured 
that the way they pronounce their words will not interfere with 
their ability to be assessed in school, speak to people in authority, 
interact with a police officer, or, later in life, to obtain housing and 
be hired for a job. 


  We assure educators that we are not blaming standardized English 
speakers for having these socially conferred advantages.  Rather, as Chen‐
Hayes, Chen, and Athar (1999) state, it is important to make educators, 
students, administrators, parents, staff, and others metalinguistically aware of 
these issues so that everyone can become advocates for linguistic tolerance. 
The message in every classroom should be, “Here we listen to what everyone 
has to say, no matter how they say it.”  
  Educator‐Training Workshops 
  To engage with educators, several past workshops have focused on 
linguistics and education.  Some of the recent notable workshops were 
convened by Ray Jackendoff and Maryanne Wolfs at Tufts University in 
Summer 2006 and by Lisa Green at University of Massachusetts Amherst in 
Summer 2009. Anne Charity and William Labov also co‐taught a course on 
minority language varieties and literacy, which dealt with questions 
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surrounding language variation and education, at the 2007 LSA Summer 
Linguistic Institute at Stanford University.  In addition, Charity Hudley has 
conducted workshops on language variation for K‐12 educators in Richmond, 
Virginia, and in Washington, DC, sponsored by the American Federation of 
Teachers. 
  In June 2009, Charity Hudley and Mallinson co‐taught a one‐week 
workshop entitled “Language Variation in the Classroom: An Educator’s 
Toolkit,” hosted by The Virginia Commonwealth University (VCU) 
Department of Education and the Division of Community Engagement 
(http://www.community.vcu.edu/programs/sws/). Ten educators from 
Virginia and Maryland attended the workshop, and participants ranged from 
kindergarten educators to college counselors to sign language interpreters.  
Via mini‐lectures and group discussions that drew upon our forthcoming 
book, the participants developed their linguistic awareness and learned about 
key sociolinguistic topics in ways that were tailored to educational contexts.  
For example, as the educators learned about academic registers, they explored 
their own ideas about the features that constitute “educator talk,” or the ways 
that educators communicate with their students.  In another example, as the 
educators learned that standardized tests must be carefully designed to avoid 
cultural and linguistic biases, they examined relevant educational 
assessments, including developmental tests, writing tests, and end‐of‐year 
exams.  
  At the conclusion of the workshop, the educators took home their 
“language variation in the classroom toolkit,” which included ideas for lesson 
plans, project plans, and presentations to be used in the educators’ own 
classrooms and schools.  The workshop also culminated in the development 
of a course‐specific, password‐protected website, in a wiki format.  Wikis 
enable the workshop leaders, teaching assistants, and attendees to have access 
to the online material in an editable format.  These features ensure the 
educators’ permanent access to the site, easy participation in the discussion 
board, and the ability to collaborate by posting their own content for others. A 
wiki of similar language variation and education‐oriented materials designed 
to accompany this article may be found at: 
http://charityhudleymallinsoncompass.wmwikis.net/. 
Our evaluations and assessments have revealed that, as a result of the 
workshop, participants have gained a greater understanding of the difference 
between random errors and differences in linguistic forms that are influenced 
by students’ language backgrounds and therefore feel better equipped to help 
students from all language backgrounds succeed in school. One participant 
called the VCU workshop “transformative,” and another relayed her own 
feeling of empowerment following the workshop, “You changed my life!”  As 
is evident from the feedback, educators felt that information about language 
variation will inform their teaching practices, as well as their own personal 
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attitudes and outlook toward and assessment of linguistically and culturally 
diverse students. 
To expand these workshops, Charity Hudley has been awarded a National 
Science Foundation Social, Behavioral, and Economic Sciences Minority Post‐
Doctoral Fellowship Starter Grant.  The grant will fund Charity Hudley and 
Mallinson to co‐lead language variation workshops with 100 educators in 
schools in Virginia and Maryland who have identified a need to learn more 
about language variation for working with linguistically and culturally 
diverse groups of students at their schools. Data collected from the workshop 
participants will reveal what knowledge the educators gained from the 
workshops and how it has informed their language‐related teaching 
strategies. We hope that our findings will add to a small but critical body of 
literature that addresses not only what educators know about language 
variation but also how educators process this information and envision its use 
in their classrooms.  In doing so, we aim to help other linguists refine and 
implement future workshops to similarly connect with educators. 
  Service Learning Endeavors 
Service learning is another avenue through which linguists have worked to 
integrate academic knowledge, research opportunities, and educational 
outreach, while involving students at their home academic institutions in the 
process. Through service learning projects, scholars and their undergraduate 
and graduate students have unique opportunities to share linguistic 
knowledge with members of schools and communities. Often, service 
learning initiatives are carried out in diverse communities and are oriented 
toward social change. 
At the upcoming American Dialect Society conference, held in Baltimore, 
Maryland, in January 2010, a special panel session, sponsored by the 
American Dialect Society Committee on Teaching, is being held.  Entitled 
“Cultivating Socially Minded Linguists: Service Learning and Engaged 
Scholarship in Linguistics and Education,” the panel brings together linguists 
and practitioners who have implemented community engagement projects 
designed to serve non‐standardized English speaking groups in various 
forms.  Topics include:  


• Models for an introductory undergraduate linguistics course that 
includes a service learning component on African‐American English 
(Anne Charity Hudley and Bill Labov) 


• A graduate level seminar that connects students with educators at a 
small Baltimore, Maryland, charter high school to raise students’ and 
educators’ linguistic awareness and facilitate the development of 
students’ linguistic versatility (Christine Mallinson and Helen 
Atkinson) 


• Partnerships in Texas and Oklahoma, that pair students with 
community agencies to serve non‐native English‐speaking community 
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members and Native American language communities (Colleen 
Fitzgerald) 


• An investigation into the effects of service learning on linguistically 
and culturally diverse college students enrolled in a first‐year 
composition course, finding that non‐native English‐speaking students 
may expect and gain more from service‐learning activities than native 
English‐speaking students (Adrian Wurr) 


• A partnership between two linguists, four faculty from a School of 
Education, and 24 in‐service, middle grades teachers in North 
Carolina, in which educators received education in language variation 
and then developed educational content that is now available to any 
educator (Jeffrey Reaser) 


• A summary of outreach materials, projects, and internships developed 
by the Center for Applied Linguistics, focusing on how these resources 
can be integrated into service learning courses at colleges and 
universities (Carolyn Temple Adger) 


As these projects reveal, scholarship designed to serve non‐standardized 
English speaking groups takes a wide variety of forms, and many practical 
challenges related to education can be addressed by applying linguistic 
knowledge to address community and educational needs.  Other important 
materials on the topic of community engagement and in linguistics include 
Wurr and Hellebrandt (2007), Charity, Harris, Hayes, Ikeler, and Squires 
(2008), Charity (2009), and Fitzgerald (2009).  
 
5. CONCLUSIONS 
 
Language and communication are central to many of the serious challenges 
that are facing the U.S. educational system.  When all students, but especially 
culturally and linguistically diverse students, perceive that their language is 
devalued in school, when they do not receive appropriate feedback from 
educators, and when they feel that they are being discouraged from 
continuing their education, they may perceive that their culture, their own 
family and friends, and even themselves are also devalued.  Culturally and 
linguistically diverse students may not receive the tailored instruction that 
they may need to help them perform to the best of their abilities in classes and 
on standardized tests, and they may lose confidence in the learning process, 
in their educators, and in the school system.  These students may even resist 
feeling like their language and culture are looked down upon in academic 
settings by disengaging from the standardized English‐speaking school 
culture and climate altogether.  Language differences and 
miscommunications not only may mean lost educational opportunities for 
many groups of students, but also may translate into lost job opportunities 
and lost income. 
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Having acquired a body of research that investigates language differences 
across various cultures, groups, and regions of the U.S., linguists are in a 
unique position to help scholars and practitioners across disciplines tackle 
questions about how the social aspects of language behavior intersect and 
manifest in educational situations. It is crucial that linguists and scholars from 
other disciplines share our knowledge, so that we may benefit from what 
others already know. At the same time, linguists and educators, as well as 
psychologists, sociologists, social workers, counselors, and other related 
scholars and practitioners, are faced with questions about to how to 
disseminate all that we have researched and learned. Often, linguists and 
related scholars write their materials and research findings for academic 
audiences, but educators are well aware of the importance of language in the 
classroom. As a longtime kindergarten teacher who attended our VCU 
workshop said, she consistently found that, for the students in her classroom, 
“language is the rope that all other educational issues are intertwined 
around.” Educators are often not only well aware of the critical significance of 
language within the educational process, but are often eager to receive new 
knowledge to inform their teaching strategies as well. 
In this paper and through our own research and outreach, we have 
encouraged a multidisciplinary model of linguistic awareness to bring together 
linguists, other academics, and educators to address contemporary, pressing 
U.S. educational challenges. Future work must continue to be 
interdisciplinary, drawing upon the strengths of linguists, educators, 
psychologists, education specialists, sociologists, ESL specialists, speech‐
language pathologists, and others.  Future work must also be oriented toward 
outreach, as we strive to advance educators’ knowledge about language 
variation, refine methods for communicating linguistic information to 
educators, and address a diffuse and diverse network of educators.  Although 
much work has been done, our model addresses the clear needs that remain 
to:  


• partner academics with educators in linguistically and culturally 
diverse schools, districts, and communities, 


• disseminate accurate linguistic knowledge to educators of 
linguistically and culturally diverse students,  


• explore best practices for communicating linguistic information to 
educators, 


• assess the results of providing linguistic training to educators, and 
• apply these findings to educational policy. 


We contend that more effort and energy should be spent on disseminating to 
educators, clinicians, and other practitioners relevant information that has 
already been gathered about language variation. It is crucial that researchers 
share knowledge with educators, clinicians and practitioners, while also 
adding to this body of information by continuing to document and analyze 
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how language variation interacts in real‐world educational settings, within 
the contexts of local schools and communities. Linguists and related scholars 
should also be more involved in creating easy‐to‐implement and realistic 
language instruction strategies.  These strategies must be both linguistically 
informed and educationally informed; that is, they must be oriented toward 
helping students understand the differences between non‐standardized and 
standardized varieties of English, and they must be practical strategies that 
educators can use in the classroom with their individual students, because it 
is on the educator‐student level that many educational changes occur. As 
linguists and educators continue to work together, they will be able to 
develop more action plans, strategies, and curricula that are geared toward 
addressing the specific needs and challenges of students and educators, who 
speak and interact in their own localized ways within their given schools and 
communities.  
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Abstract 


This study examines the consequences and processes of engagement for 8th grade students in four 


classrooms prioritizing self-selected, self-paced reading of compelling young adult literature. It is 


grounded in an expanded socio-cultural framework that includes the development not only of literate 


knowledge, dispositions, and habits, but also of personhood.  Primary data were 71 end-of-year student 


interviews, supported by end-of-year teacher interviews, bi-weekly observational data, on-the-run 


conversations with students, and video/audio records of student-initiated book discussions. An inductive 


analysis yielded 15 main categories of consequences that included not only shifts in literacy, but also in 


students’ identities and agency and in their relational, moral, and intellectual lives. Processes of 


engagement were explained through 317 causal statements made explicitly by students in the interview 


data.  Finally, a case study illustrates the intimate relationships among the dimensions and processes of 


engagement and the cascading and reciprocal effects of the context on one student’s development. These 


adolescents showed, to varying degrees, an awareness of these processes and self-transformations and 


thus a sense of agency with respect to their own development – their personhood and future narratives.  


This study raises questions about currently advocated approaches to learning and teaching in which a) the 


role of engagement is minimized, b) students are all required to read the same text, c) the role of fiction is 


minimized, d) the focus is entirely on an individual cognitive act without regard for the social nature of 


development, and e) uniform outcomes across students are expected. 


 


 


 


 


 







                                                                                       Engagement with young adult literature 3 


 


Engagement with young adult literature: processes and consequences 


 School is about more than academic achievement, and nowhere is this more evident than 


in the research on engagement, particularly when it comes to adolescents.  As Eccles and Roeser 


(2011) observe, “experiences at school influence every aspect of development during 


adolescence, ranging from the breadth and depth of their intellectual capital to their 


psychological well-being to the nature of peer influences on their development” (p. 225). 


Reflecting on a considerable body of research, they argue for “the design of instruction to 


cultivate interest, meaningfulness, and challenge as well as deep cognitive, emotional, and 


behavioral engagement with the material” (p. 226).   However, they also point out that 


“providing curricula that address developmentally and culturally meaningful topics to a diverse 


and large school population is an on-going challenge” (p. 226).    Perhaps reflecting this 


perceived difficulty, there is a steady decline in various types of academic engagement over the 


school years, with particular road bumps during transitions to middle and high school (Dotterer 


et al. 2009).  The decline is strongest among racial minorities, boys, and low socioeconomic 


groups (Wigfield, Eccles, Schiefele, Roeser, & Davis- Kean, 2006).   


 Some research has emphasized improving engagement as a tool for improving reading 


achievement (Guthrie, & Wigfield, 2000), which has been the focus of educational reform efforts 


for decades in the United States.  In spite of promising results (Wigfield et al., 2008), there is yet 


to be widespread attention to reading engagement. In US schools, disengagement with reading is 


a persistent problem (Grigg, Ryan, Jin, & Campbell, 2003; Perie, Grigg, & Donahue, 2005).  On 


the international PIRLS assessment, the US ranks 38th out of 40 nations in terms of students’ 


interest and engagement in reading (http://timss.bc.edu/pirls2006/intl_rpt.html).  Paradoxically, it 


is not for lack of engaging material, particularly with respect to adolescents.  In recent years 



http://timss.bc.edu/pirls2006/intl_rpt.html
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there has been an explosion of literature written expressly for young adults – literature that is 


sufficiently engaging that adults read them in droves despite being chastised for doing so (e.g., 


Stein, 2012).   Of course, these are not the books generally made available to students (Ivey & 


Broaddus, 2001; Worthy, et al., 1999).  Curricular reform efforts ignore engagement and focus 


instead on cognitive skill and strategy instruction and increasing text complexity in order to 


increase achievement (e.g., No Child Left Behind; Common Core State Standards).   This is even 


more pronounced with programs for low achieving students (Quirk & Schwanenflugel, 2004). 


 In spite of the lack of curricular interest in reading engagement, there are reasons to 


believe that reading, perhaps more than other areas of the curriculum, offers not only the 


possibility of rapid engagement, but also the possibility of taking seriously the breadth of 


development Eccles and Roeser point to in adolescents’ school lives.  Not least among these is 


that the experience of reading literature affects the development of social imagination, which is 


linked to moral and social behavior (Johnston, 2012; Lysaker & Miller, 2012; Lysaker, Tonge, 


Gauson, & Miller, 2011).   


Student Engagement and its Consequences 


 In its various forms, engagement has been linked to a wide array of cognitive, affective 


and sociocultural benefits, including academic achievement (Fredricks, Blumenfeld, & Paris, 


2004; Guthrie et al, 1996), cognitive strategy use (Guthrie et al., 1996), attendance, graduation 


and academic resilience (Connell, Spencer, & Aber, 1994; Finn & Rock, 1997; Skinner, Zimmer-


Gembeck, & Connell, 1998).  On a broader front, engagement has also been linked to expanded 


social regulation (Perry, Phillips, & Dowler, 2004) and social competence (Catalano et al., 


2001).  It is also considered part of a network of protective factors against problematic social 


behaviors such as drug and alcohol abuse and risky sexual behaviors (O’Farrell & Morrison, 
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2003; Resnick et al., 1997).   Engagement is subject to “Matthew effects” (Stanovich, 1986) - 


more engagement begets even more engagement and less begets less (Skinner, Kindermann, 


Connell, & Wellborn, 2009), a cycle reinforced through patterns of interaction and relationship 


(Skinner, Furrer, Marchand & Kindermann, 2008).  Teachers of students who are not engaged 


become more controlling and teachers of students who are engaged offer them more autonomy 


(e.g., Skinner & Belmont, 1993).   There are, in fact, no documented advantages of 


disengagement, and plenty of disadvantages, such as increased likelihood of dropping out of 


school (Fredricks, Blumenfeld, & Paris, 2004).  Although there is less-than-perfect agreement on 


the nature of engagement (Appleton, Christenson & Furlong, 2008), there is every reason to 


suggest that schools aim to increase it.   


 Several studies indicate that the perception of choice, that is, the freedom to pick from 


several options, increases engagement and learning but only when the options are attractive 


(Flowerday, Schraw, & Stevens, 2004; Reeve, Nix, & Hamm, 2003).  Too many alternatives can 


be frustrating, thus undermining engagement and autonomy (Iyengar & Lepper, 2000).   Choice 


matters, on the other hand, when students can make connections between their personal goals 


and the options available to them. Consequently, Katz & Assor (2007) argue that teachers must 


understand students’ interests and create choices that fuel them, ensure that choices are not too 


easy or too difficult, thereby supporting competence, and create an environment in which a range 


of choices is accepted and valued to support relatedness.   


 Although teachers believe that choice improves motivation and learning (Flowerday & 


Schraw, 2000), school structures and resources limit access to options that are personally 


interesting and relevant (Assor, Kaplan & Roth, 2002).  Research on student reading preferences 


provides evidence for this dilemma. At the most fundamental level, middle school students 
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report that having the freedom to select personally interesting and relevant texts motivates them 


to read (Ivey & Broaddus, 2001), however, the reading materials students prefer are rarely 


available to them in school (Ivey & Broaddus, 2001; Worthy, et al., 1999).  Secondary English 


classrooms function much as they did 50 years ago, privileging the literary canon and devaluing 


contemporary multicultural and multi-genre young adult literature and other sorts of texts that 


engage adolescent readers (Applebee, 1993; Sewell, 2008; Yagleski, 2005).  Rare exceptions to 


this persistent trend are some higher track English classes, while general and special education 


populations are nearly always limited to a narrow collection of dated anthologies accompanied 


by textbook questions (Scherff & Piazza, 2008).   


 Student choice supports a sense of autonomy (Guthrie & Davis, 2003; Reeve, Jang, 


Carrell, Jeon, & Barch, 2004), which is another support for engagement (Deci & Ryan, 1985; 


Ryan & Deci, 2000).  Autonomy, a feeling that efforts emanate from personal goals, interests, 


and values, can be contrasted with controlled regulation (Deci & Ryan, 1987), when goals, 


decisions, and outcomes are determined by someone or something external to the self.   Frequent 


monitoring, supervision, and interference undermine feelings of autonomy (Assor, Kaplan, & 


Roth, 2002).  These forms of external control, including rewards and threats related to task 


completion, diminish the likelihood of engagement (Deci & Ryan, 1985).  Although external 


regulation can be used to get students to comply, students will likely do only what is required; 


engagement, satisfaction, and long-term learning are sacrificed (Ryan & Deci, 2006). 


 Social activities such as meaningful talk are also associated directly and indirectly with 


engagement. They are associated with feeling understood and appreciated by others and 


contribute to feelings of relatedness (Reis, Sheldon, Gable, Roscoe, & Ryan, 2000), and middle 


school students who perceive that their teachers support interaction in the classroom are more 
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likely to experience high motivation and engagement (Ryan & Patrick, 2001).  One appealing 


explanation for this is that the students’ basic psychological needs of autonomy, relatedness, and 


competence are interrelated and interdependent and are closely associated with engagement 


(Deci & Ryan, 2000).  The satisfaction of one supports and reinforces the others.  This view is 


consistent with a good deal of the evidence, and with the predominant individualistic, cognitively 


focused approach to learning and development supported by broad brush stroke research. 


 However, there remain important questions regarding the nature of engagement particularly in 


the context of literacy.  Indeed, there is a desperate need for research that documents the complex 


subtleties of the processes of student engagement (Eccles, 2005; Fredericks et al., 2004; Peck, 


Roeser, Zarrett & Eccles, 2008), subtleties that cannot be documented through “on average” 


research methods.  In particular, there is a need for understanding these subtleties through 


students’ personal experiences, and in their own voices (Mitra, 2009; Mitra & Gross, 2009).  


Reading Engagement and the Nature of Development  


A literacy curriculum that emphasizes engagement has a strong influence on reading 


comprehension and achievement (Guthrie & Wigfield, 2000; Kirsch et al., 2002).  A simple 


explanation for this is that engagement begets more reading which begets greater fluency which 


begets greater comprehension (e.g. Hank et al., 2010).   While doubtless true to a degree, the 


argument trivializes both the nature of literate engagement and how it shapes students’ lives in 


ways that transcend academic competence.  There is reason to believe that reading is more 


complex than that, that it is a deeply dialogic and relational process of the self (Langer, 1995; 


Lysaker, 2011; Rosenblatt, 1938/1983).  Viewing reading, individually and collaboratively, as a 


relational, dialogic activity of the self, implies that teaching reading is inherently concerned with 


the development of the human being.  It assumes that language events like reading, writing, and 
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the conversations in which they are embedded become the raw materials for the construction of 


self including, for example, the capacity for social imagination and the construction of ‘other’. 


 As such, reading provides a foundation for the relational properties of communities and 


relational capacities of community members (Fernyhough, 2008; Hermans & Kempen, 1993; 


Lysaker, Tonge, Gauson, & Miller, 2011; Nettle & Liddle, 2008). 


Engagement with texts whose narratives have relevance for their readers’ lives requires 


readers to take up the lives of the characters in those texts (Rosenblatt, 1983).  In the process, 


readers create representations of others’ intentions, emotions, and social logic, thus potentially 


sensitizing them to features of social experience in ways that expand their capacity for social 


imagination in their own lives and for changing their social behavior (Kaufman & Libby, 2012; 


Lysaker et al., 2011) and life narratives – their possible selves (Markus & Nurius, 1986).  In 


reading narratives, engagement is not simply with the text but with the imagined mental and 


relational lives of others and of self (Rosenblatt, 1983).  Engaging the lives of characters requires 


a social imagination - the ability to imagine others’ thoughts, feelings, and perspectives, and the 


logic of social interaction.  There is considerable research exploring the development of social 


imagination and its implications for social relationships and empathy (Baird & Astington, 2004; 


Fernyhough, 2008; Whiteley, 2008) and moral development (Lane, Wellman, Olson, LaBounty 


& Kerr, 2010).  People who read fiction have a more developed social imagination (Mar et al., 


2006).  People with an increased understanding of social-emotional life and of the possibility of 


personal change are less likely to stereotype and judge others or themselves or to develop 


problems of internalization resulting in depression and suicide (Dweck, 2000).  In other words, 


research suggests the possibility of links in a network involving engagement and highly 


consequential dimensions of the social-emotional lives of young adults (Eccles & Roeser, 2011).  
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Tools and Locations for Reading Engagements 


In the context of this view of engaged reading and its consequences, we have to consider 


the strategies used to engage students, such as offering meaningful book choices.  This is not a 


new concept. Teachers generally believe that giving students choice improves learning and 


motivation (Flowerday & Schraw, 2000), and research supports this belief, showing that self-


selection of reading materials leads to higher comprehension (Guthrie & Humenick, 2004) and 


greater motivation (Ivey & Broaddus, 2001).  Paradoxically, schools systematically limit 


students’ access to meaningful relevant choices (Assor, Kaplan & Roth, 2002; Author, 2001; 


Worthy, et al., 1999) by sticking to the literary canon (Applebee, 1993; Sewell, 2008; Yagleski, 


2005) and anthologies packed with controlling comprehension questions (Scherff & Piazza, 


2008).  Consequently, in order to study adolescent literacy engagement, researchers have turned 


their attention to students’ out-of-school literacy practices in contrast to the academic school 


literacy tasks that students resist (e.g., Hull & Shultz, 2001; Leander & Lovvorn, 2006; Moje, 


2000; Morrell, 2002).  Outside of school, students have choice.   For instance, students in one 


study (Moje, Overby, Tysvaer, & Morris, 2008) reported reading texts, websites, letters and 


notes, music lyrics, email, and magazines most frequently, but rarely mentioned books.  The 


absence of novels and other kinds of print reading as key factors in students’ engagement in 


intervention studies and inquiries into students’ preferred texts and practices is a phenomenon 


that merits more attention.  A simple interpretation is that these materials are not valued by 


students and cannot compete with the experiences offered by modern and changing technologies. 


The present study offers an alternative perspective, that is, that when adolescents have 


knowledge of and access to high-quality young adult literature, the likelihood of their 


engagement will increase.    
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Currently, there is no research that examines the consequences of a reading curriculum 


that focuses centrally on reading engagement, and there is a dearth of studies exploring the 


nuances of engagement from the students’ perspective (Mitra, 2009; Mitra & Gross, 2009).  The 


present study addresses these problems.  The idea was to make available particular kinds of 


books— for example, realistic fiction that resonated with students’ own experiences and edgy
1
, 


“disturbing” books that allowed students see into the lives of others and to confront meaningful 


dilemmas and complexities.  In other words, while introducing choice, it was not merely choice 


in general, but choice among compelling and relevant books - books that are simply not available 


in most middle school or secondary English classrooms (Ivey & Broaddus, 2001; Scherff & 


Piazza, 2008; Worthy, et al., 1999).  Both choice and the nature of the books represent major 


curricular departures.   This study explores the implications of this shift through two primary 


questions.  First, what are the consequences for eighth grade students of engagement with young 


adult literature?  Second, what are the processes through which these consequences occur?   


Although the vast majority of work on student engagement has been embedded within 


psychological or sociological frameworks, we will approach these questions through an 


expanded sociocultural theory (e.g., Stetsenko & Arievich, 2004). We take this approach partly 


because the breadth of development that is touched by engagement, and partly because literacy 


development is not merely academic, but is closely tied to the development of identities, agency, 


capacities for relational intimacy, social sensitivity, moral development, self-regulation, and 


other dimensions of personhood (Stetsenko & Arievich, 2004).  


Methodology 


                                                             
1 We have referred to these books  as “edgy” not only because some of the books had been 


banned in some school districts, but particularly because students noted and appreciated the 


"adult" themes of the books, and felt that was part of their being treated as adult.  We do not use 


“edgy" as a  judgment on the lives of the characters with whom the students  identified.  
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This is a qualitative study of the processes and consequences of an instructional shift to a 


focus on engagement.  Our data collection and analyses are informed by sociocultural theories 


(Vygotsky, 1986), and more specifically by theories related to the development of personhood 


(Stetsenko, 2009; Sugarman, 2005), that is, the notion that persons develop through 


entrenchment in sociocultural contexts and within relationships, but not without agency.    


All 8th grade English teachers in one middle school transitioned from assigning books to 


offering students reading choice among many edgy young adult books – a shift from class sets of 


“classics” to only one to three copies of many different books and a shift from the teacher 


directing all reading, to the students being in control of their reading.  These shifts in control, 


resources, and choice radically changed the context experienced by students, including the social 


and relational structures in the classroom.  Thus, it changed the possibilities for their 


development.  Because we view reading as a dialogic experience, we examined the nature and 


possible consequences of engagement in terms of personhood rather than in terms of literacy 


development alone. In addition, we viewed development (and personhood) as not merely 


individual/psychological, but equally, and inseparably, social-cultural.  


 Demographics 


The setting for this study includes all eighth grade English classrooms in a public middle 


school (grades 6-8) serving a mid-Atlantic town with a population of approximately 22,000. 


Recent U.S. Census Bureau data indicate the median household income in this community is 


$41,000, with 13% of persons living below the poverty line.  The school population is 


approximately 670 students across the following ethnic identities: 72% Caucasian; 16% African-


American; 11% Hispanic; less than1% American Indian/Alaskan; and less than 1% Asian/Pacific 


Islander. Forty-seven percent of students are eligible for free or reduced-priced school lunch. 
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Each of the four English teachers instructs three ninety-minute classes of students each 


day with 17-20 students per section.  Three of the twelve sections are designated as honors 


classes, and two sections are designated as inclusive classrooms. 


Instructional context   


Two years prior to the present study, all four English teachers, guided by research on 


adolescents’ motivation to read (Ivey & Broaddus, 2001; Worthy, Moorman, & Turner, 1999), 


abandoned whole-class assigned texts in favor of student self-selected, self-paced reading within 


a collection of materials dealing with issues and concepts of high interest to students  - primarily 


edgy, contemporary young adult fiction.  This instructional shift had three central components; 


ceding to the students both choice of reading material and choice of how to respond, and 


introducing them to many such books. Students read at their own pace, and were not held 


responsible for any particular assignments associated with the books (e.g., projects, quizzes). 


 Teachers encouraged students to read at home; no additional homework for English was 


assigned. 


Teachers continued this practice upon entering the year of the present study.  Now 


several years into this approach, they had become knowledgeable of young adult fiction and 


narrative nonfiction and particularly the types of texts of interest to eighth-grade students in their 


community. A large proportion of these books contained stark realities (e.g., sexual abuse, 


suicide) and moral uncertainties. There were approximately 150-200 different titles available in 


each classroom, with no more than three copies of each book.  The classroom collections were 


rotated among classrooms every nine weeks in an effort to maintain student access to new texts. 


During the first week of school, teachers reserved a day in which all students gathered in the 


auditorium during their English block to hear a series of booktalks presented by the teachers. 
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 Each student was given a bookmark on which to write the titles of texts that piqued their 


interest.  Thereafter, teachers introduced new books on a regular basis during regular class times. 


Although there were subtle differences between teachers, all four prioritized self-selected 


reading in designing an instructional plan for each 90-minute block.  All English classes began 


with a substantial amount of time devoted to student reading, followed by a teacher read aloud of 


a young adult book, then ended with a time devoted to student writing. Although writing 


instruction and student experiences with writing were often connected to student’s self-selected 


texts, the present study emphasizes student engagement in reading. 


Data 


Because our research questions demanded student perspectives on their own development 


and insider knowledge of processes, our primary data were end of year student interviews (n=71) 


in May.  State test scores from the current and previous school year were available for all eighth 


grade students, but identified only for students in the study. One interviewed student was absent 


for the test.  There was no difference between the mean test scores of the interviewed group 


(n=70) and those who were not interviewed (n=162) (t = .399, df=230, p= .691).  The group 


variances were also comparable (F = 2.535, p=.113, Levene’s Test). 


Our questions for students reflected the intentions of our larger research questions, that is, 


to understand the range of consequences of engagement beyond traditional academic 


achievement and the processes supporting engagement.   We sought information on depth of 


engagement and how students experienced compelling young adult texts (e.g., “Have you read 


something this year that was so memorable you keep thinking about it or you told someone else 


about it?”) and students’ sense of agency in reading (e.g., “Have you started to read a book in 


school that you found confusing?  What happened with that?”).  Because we were drawing on 
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theories of personhood (Stetsenko, 2009; Sugarman, 2005) and its possible relationship to 


engagement, we also asked broad questions about perceived change in self (e.g., “Have you 


changed as a person this year, do you think?  How so?”).  To understand the social consequences 


of engagement, we initially asked only about talk related to reading (“Do you talk with anyone 


about the books you read?  Who do you talk to, and what kinds of things do you talk about?”). 


However, after a number of students in the first wave of interviews described how reading and 


talking about text led to new relationships, we asked a follow-up question addressing that 


possibility in subsequent interviews. Several questions were aimed at understanding the 


processes of engagement (e.g. “Have other people this year helped you decide to read certain 


books?  Who?  What did they do or say that made you want to read?”). 


Secondary data sources intended for comparison with interviews included (a) end-of-year 


interviews with all four English teachers to explore their instructional decisions and their 


observations of significant changes in practice and student behavior, (b) observational data 


obtained approximately two full days each week spent in classroom visits, (c) on-the-run 


conversations with students during English class time, and (d) videotapes and audio-recordings 


of student-initiated small group discussions of books.  


Analysis 


Our primary strategy was an inductive analysis of the student interviews (n= 71).  The 


object of this analysis was to identify the scope and nature of implicated development – what 


might constitute the range of consequences.   We began with open coding.   Each researcher 


worked independently coding line by line for five interviews. Collaborative axial coding began 


to produce a tentative integrated set of categories and subcategories, and we then returned to 


further interviews for more open coding in the context of the developing axial codes. The goal of 
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analysis was to identify the range of possible consequences rather than definitive patterns across 


the majority of students or the emerging prominence of particular consequences over others. 


 Thus, regardless of the number of times a student’s interview might show evidence of a 


construct, we coded it once for that student. Independent coding of a final set of 22% of the data 


produced inter-rater reliability of 90.6%. Much of the remaining disagreement was constrained to 


two categories, intellectual stance and moral stance, so we collapsed these into a single category. 


We then turned to the other data sources for corroborating evidence. For instance, 


observational instances such as a student finishing a book, immediately turning to the student 


seated behind her to insist, “You have got to read this book!” and then offering a summary 


provided supporting documentation for the category talk through and about books. When that 


student consequently decided to read the book, we noted evidence for the category agency, and 


specifically the subcategory, social agency.  We continued to compare secondary data sources 


for verification to the point where saturation signaled to us a satisfying conceptual framework 


that included 15 major categories of consequences and several subcategories.  In addition, a 


simple analysis of the consequences of the instructional shift was a pre-test/post-test analysis of 


test scores.    


During the course of our primary analysis of the interviews, we discovered explicit 


statements from students in which they offered what they viewed as causes of these 


consequences. For example, one student observed, “Well, free verse made me get into reading; I 


used to not like [reading].” This is a clear statement that a particular kind of book produced more 


engaged reading. As a second example, a student observed, “…it’s like the books have me more 


focused on reading than just like messing around in class.” In this example, the student argues 


that books occupy his mind, and he uses this to regulate his own behavior.  These statements 
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potentially shed light on the processes through which the consequences occurred. Thus, we 


conducted a second analysis of the data to identify the full range of causal statements made by 


students. Returning to all of the interviews, we identified 317 such causal statements. 


Analysis of the statements involved identifying a particular cause and a corresponding 


consequence.  Some statements, like the two examples above, included simple and explicit 


relationships (e.g., reading a particular book caused self-regulation). However, many statements 


included multiple causal relationships, for example: 


[A book like Stolen (Christopher, 2010)] kind of helps you make new friends, almost. 


People like I would never have talked to last year, we’ve become like friends through 


books. We don’t really talk about anything other than books, but still, it’s 


communication. 


In this case, we identified one causal link between a specific book and talking about a book, and 


a second link between talking about a book and the development of relationship.  Rather than 


counting how many instances of each causal relationship, we simply sought examples on which 


we independently agreed.   


 Finally, we constructed five case studies; three studies of individual students, one study 


of two students in relationship with each other, and one study of three students with shared 


experiences.  The purpose of developing these narratives was to understand the interrelatedness 


of consequences within individuals and the processes that explained social development.  


Results 


 Our first question, “What are the consequences for the students of engagement with 


young adult literature?” called for a descriptive analysis of the dimensions of achievement 


resulting from engagement with young adult literature. We present these dimensions, each with a 
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brief description, the number of students reporting it, multiple examples from interview data, and 


one example from an additional data source.  For our second question, “What are the processes 


through which these consequences occur?” we describe and illustrate the network of causal 


relationships. We close this section with a case study that demonstrates the cascading effect of 


the instructional shift on the development within one student and its relational implications.  


 Consequences of the Instructional Shift 


 Engaged reading. (n=71).  Evidence for engaged reading included student reports of 


reading for extended periods in and out of school and beyond sanctioned times, for example: 


 I usually read like all the time at night.  ‘Cause my parents make me go to bed at like 


9:30.  That way I’m expected to get up really early.  So usually I read at nighttime if I 


don’t get caught.  Like I thought I’d get caught a lot, ‘cause I’m reading like every night. 


 So if I hear someone come upstairs, I’ll like, just put it under my covers, then they go 


away, and I’ll start reading again. 


 I be getting in trouble for reading my book when I’m not supposed to be, in math class or 


something.  He’ll say, ‘Put your book away.’ Paul always get in trouble for reading his 


books.      


We often observed students continuing to read as teachers moved on to other activities. For 


instance, we noted on a particular day, “Reading time in class ended at 2:20, Nikki [kept] reading 


until 2:47.”  Students reported prioritizing reading over other activities (e.g., “I’ll go home, and 


I’ll get engaged in a book instead of just get on the computer and watch TV and stuff like that.”), 


and they noticed that same trend in others (e.g., “I see my friend Edward reading a lot.  He’s 


always talking about how he’s reading at home, and like reading more than playing video 


games.”).  Most students viewed the decision to read voluntarily as a substantial change, as one 
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student put it: “Last year I didn’t read at all. The only book I read is The Outsiders (Hinton, 


1967)…but now I read whenever I can get the chance.” For many students, the drive for 


engagement was revealed in reports that they were purchasing their own books:  “I read more 


and get more books.  I go to Books-a-Million and buy like 10 books over the weekend so I can 


read them. And now I had to expand my bookshelf and make it longer.” 


 Engagement was evident not just in the time they spent reading, but also in how they 


talked about their involvement with text, which they juxtaposed with passive, compliant reading 


of the past, for instance:   


Before I fall (Oliver, 2010) is one of those, like the first books I’ve ever truly gotten into, 


like one of those books where you could really picture yourself in that scene.  Like you 


feel like you’re with them…I used to hate to read. I didn’t read at all. I’d sit there and 


turn the pages when the teacher looked at me and that was pretty much it. 


The last part of this student’s statement—a confession of past noncompliance and the realization 


of engagement as an alternative—occurred frequently and explicitly in the data, for instance: 


Well, before this year we kind of had to read books they assigned to us so I’d pretend to 


read it, and I just wouldn’t care about books at all. But now they give us a choice if we 


want to read it, where we get to pick the book that we read. I actually read it instead of 


pretending to read it. 


Related, students reported that their reading experiences lingered with them even after they 


finished a text (e.g., “It’s a really good book and I keep thinking about it”). 


Talk through and about books. (n=65).  Closely tied to engaged reading in the data was 


evidence of widespread talk inspired by students’ experiences with books, both in and out of 


school and with peers, teachers, and family members.  Students reported that spontaneous 
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conversations occurred in English class, often when small groups of students ended up reading 


the same book, as Amber described: 


We have a lot of group discussion about books. Like I got this book, Go ask Alice 


(Anonymous, 1971) and I told [my teacher] about it…So I read it and she read, and 


because of me reading it we got the whole class to read it. They wanted to borrow my 


copy and hers.  And we’ve had, like, discussions of that, and we compared that book to 


like Crank (Hopkins, 2004) and stuff. Like, I haven’t read Crank yet, but we compared it 


to different books like that and it just got us into this discussion. And Go ask Alice, we 


always seem to go back to that one, trying to compare. 


Other students suggested there was talk around problem solving (“… me and Layla were reading 


the books at the same time, so we would talk to each other about it, and then I would have to go 


back and reread or whatever and figure out what they were trying to say”) and book 


recommendations (“Like students, they would come to me and be like, ‘Oh girl, you need to read 


this.’”). Teachers reported that student-initiated talk was common, and that its purpose was not 


necessarily for clarification or recommendation, per se, as one teacher explained: 


They are so excited about what they’re reading and they love what they’re reading. They 


sit and tell you everything.  They don’t care whether you know the book or not.  They 


don’t love the affirmation.  They just want the avenue to talk. 


 But talk was not limited to English class. For instance, Marty explained, “It happens a lot 


in math…I’ll be like, ‘Oh, Dustin, you should read this book,’ and I’ll tell him what it’s about. 


He’ll want to read it.  He’ll do the same thing.” The cafeteria was mentioned frequently: 


It’s a common thing at our lunch table to talk about the books we’re reading, cause we all 


take them to lunch, even though we don’t read them at lunch. It’s just, they come around 
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everywhere with us…and it doesn’t even seem like nerdy.  It’s just what’s been going on. 


We talk about the characters in the book and like how it’s different than other books 


we’ve read. 


Talking about books extended beyond the school day (e.g., “I’ll call and talk about the 


book I’m reading.”) and with friends from other schools (“…sometimes my friends on the swim 


team.”). Thirty-one of the 71 students interviewed made references to conversations about books 


with family. For instance, Jonathan recalled, “I talk to my dad, when he’s home, but he usually 


be at work all the time. I only see my dad in the morning and on weekends. I talk to him about 


Homeboyz (Sitomer, 2007) and how it relate to my cousin.” Similarly, Maria shared, “I told my 


mom and my sister about [Perfect chemistry (Elkeles, 2008)], ‘cause it had a lot do to with, like, 


gangs, and them Latino Bloods and white people.” 


Relationships. (n=50).  Conversations inspired by reading were connected to student 


reports of changes in relationships in and out of school. Students shared instances of interacting 


with peers they would not have otherwise (e.g., “This morning, this girl, she’s got the book 


called Scars (Rainfield, 2010), that I love, and we just sat there talking like forever. We had so 


much to say about it.”) and of using shared knowledge about books to ease social tension (“It’s 


like an icebreaker.”). Others reported developing new friendships (“We both read that and we 


talked about how much we liked it, and now we’re really good friends.”), and the deepening of 


existing relationships (“One of my friends who did recommend like, one book, we really weren’t 


that close before but it turns out we both had an experience in that book, and we bonded over 


that.”).   


Students reported increased interpersonal trust: “I don’t know how to put it, but it’s just 


that talk, you get to talk between each other, and that makes you feel you can trust that person 
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more.”  The trust, in some cases, extended beyond small groups of students into the whole class 


community, as Monica described:  


At the beginning of the year, you’ve known everybody, but you’re not really friends with 


everybody.  And like once we start doing this and everybody starts speaking out, and like 


everybody’s having conversations with each other about it, it seems like you’re friends 


with everybody. 


In addition, relationships between teachers and students evolved, as one teacher explained: 


“They’re talking to me as if they’re readers and I’m a reader, so we’re on an equal playing field. 


It’s no longer teacher and student. We’re the same.” Similarly, students reported that engagement 


opened up communication with family members, for example, Jackson explained, “Me and my 


mom have more things to talk about now; when she asks me about school I can say, ‘I read a 


book,’ give her details about it.” 


Identity. (n=52).  We documented strong shifts in students’ sense of themselves and the 


possibility for change.  Most obviously, there were shifts in students’ self-perceptions as readers, 


evident in clear declarations of identity, like “I’m a bookworm,” and in statements reflecting the 


dynamic nature of becoming a reader, such as “I used to be slow at reading, but I’m kind of like 


in the middle.”   We captured instances of these changes when students were cognizant of the 


difference, for example, we observed this announcement from Cash one day in class: “I got up 


early today to read.  I woke up, got right in the shower, ate, so then I’d have time to read Unwind 


(Shusterman, 2007) before I came to school.  It’s good.  I’ve never done anything like that 


before.” The shifts from a fixed view of “who I am” to an understanding of the possibility of 


change (“I’m becoming someone different”) and thus toward the conscious shaping of students’ 


own futures extended beyond merely identity as reader.  For example, in thinking about how 
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reading had changed him, Barry stated, “I think I got smarter.” Hattie reflected, “I feel like I used 


to be a very social person, and I’m not a very academic person, but I can actually like have 


conversations about books, now, which is kind of weird for me.”  


Social imagination. (n=32). Expanded social imagination, the ability to imagine what is 


going on in others’ minds, and to imagine the logic of social interaction, was evident in the 


expanded competence, and propensity, to recognize the self in other and the other in self, and in 


conversational contributions about socio-emotional logic. For example: 


I thought [Destroying Avalon (McCaffrey, 2006)] was really good, really sad at the end. 


 But it just makes you think about, to pay attention to how people react, to pay attention 


to how they’re feeling about stuff.  Like when you see people you don’t really think, you 


know, you think well they don’t have problems or whatever.  But then some of the ones 


I’ve read, you can just understand people better. 


Attention to the mental activity of others was also documented in students’ conversations with 


each other.  For instance, Ted shared with his classmates in a peer-led discussion, “In Why I fight 


(Oaks, 2009), this boy burns his house down, and I was thinking, how bad that would feel to 


burn your house down by accident, and then to get blamed for it.” 


Agency. (n=65). We documented extensive shifts in students’ agency. Students clearly 


had a substantially stronger sense that they could have an effect on things – their own reading, 


social relationships, emotions, and their life narratives.  These claims were also evident (but not 


documentable) in a confidence in students’ speech, reflecting a new sense of competence.   We 


documented five different domains of agency:  a) Agency in reading, b) social agency, c) moral 


agency, d) agency with respect to one’s life narrative, and e) agency in self-regulation.   
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Agency in reading (n=56) refers to a sense of initiative and control in aspects of reading. 


For example, “I’ll bug my mom to take me to Books-a-Million to get a book or go to the library 


more often. She would usually have to drag me there, but now I drag her there” or, “…then I 


started trying to find deeper reading,” or: 


 I’m not one of those people who can just pick up a book and just start reading in the 


middle of the book. I’m one of those people like I have to read until a certain spot and 


then stop, because if I keep reading, I forget things really easily.  So if I have a starting 


point and stopping point, I’ll focus on it, and then I’ll focus on the next section, and then 


I’ll put them together. So I’ll read more like sections, and then I’ll put the book together. 


It was common to see students demonstrating agency in their reading. For instance, we observed 


Katrina writing post-it notes about the multiple first-person narrators of her book as a way of 


keeping characters straight when perspectives shifted across chapters. 


Social agency (n=33) is the sense that the student can or has intentionally affected others 


through their actions or that they can arrange for others to affect their own behavior.  Most 


notably, students mentioned the fact that they were responsible for someone else reading a 


particular book (“…and I told him he should read it, and he’s reading it now”).  Other students 


noted their effect on others through helping or seeking help, for example, “my friend Jenae she 


comes in and I always try to help her find a book, but she’s like a really picky reader.”  Social 


agency was readily observable in the classrooms. For instance, we witnessed Dean persuading 


Gavin, “You really should read Wish you were dead.  It’s by Todd Strasser (2009), who wrote 


Give a boy a gun (Strasser, 2000) , and you got me to read that.” We might have coded these as 


part of agency in reading, but the category also included examples of students deliberately 


making changes in their peer relationships as a consequence of reading particular books.    
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Moral agency (n=20) refers to morally significant behavioral acts or intentions and the 


sense of making a moral difference in the world.  For example: 


I read a couple of books where people get bullied, and it changes my mind, cause in a 


couple of books I read people commit suicide for it. And in Hate list (Brown, 2009), that 


book is really good, and it changes my mind about how people feel about things.  And 


even like a little comment can change someone’s life. And like the other day I saw people 


on Facebook picking on this one girl, like saying nobody liked her because she was ugly 


and had no friends. And I kind of put a stop to it. I told them it was wrong and that people 


commit suicide for it all the time. So it changed my way of seeing things. Normally I 


wouldn’t have said anything to stop.  But now, if I see anything, I stop it. 


Notice that this example includes a clear argument for a causal relationship between engaged 


reading, particularly the book Hate list, and a commitment to moral action.  Such causal 


statements are discussed later in the paper. Similar commitments were observed in student-


student conversations, for instance, in this scenario in which Felicia is attempting to steer a 


conversation among a group of four female classmates who had just returned from school 


suspension toward positive ends: 


I swear, ya’ll, Tupac is my idol. He inspires me by the words he says. I was listening to 


Tupac’s words on audiobook, and it kind of put me in a phase where I see what he’s 


talking about…people being mad at each other.  Like I see it in this school…like when I 


see problems between homosexual people and stuff, like if that’s how you want to be. I 


was kind of comparing his words to this school and wanting to be a better person. 


Agency in life narratives (n=27) refers to a student’s intention to live differently and 


make positive life decisions.  For example, one student told others in a small group discussion, 
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“Like when I read November blues (Draper, 2007), I was like, yeah, I’m not going to do that kind 


of stuff.” Another told peers in a small group discussion: 


I just picked [Gym candy (Deuker, 2007)] up and thought it would be just a football book.  


But it showed me just what steroids could do to you and how it can affect the relationship 


between you and your friends and affect the relationship between you and your sport. But 


I mean, like, the biggest problem for me is like, if I did that, would be getting kicked off 


the team.  I mean, cause then I couldn’t play another high school sport for the rest of my 


life, or I couldn’t play any college sport or any thing like that.  But then again, I wouldn’t 


want to lose my friends or stuff like that, cause I know that that’s what it does for you 


now.   And they say it has real bad health effects on you, too, like your body.  


In some cases these were dually coded.  For example, if agency with respect to life narrative had 


a clear moral thrust (as opposed to, for example, an occupational direction), with a commitment 


to make morally significant decisions in one’s life, it would be coded as representing both forms 


of agency.  For example: 


Like when I read [The rose that grew from concrete (Shakur, 1999] it makes me think 


about how his environment was growing up. I mean, I lived it.  My mom, she had me 


when she was seventeen. Didn’t know exactly where she was going. So it was kind of 


hard, but…his words reminded me of my own self, in a way, but it made me feel like I 


should be more thankful. Cause I used to be a brat. It makes me feel I should be more 


thankful, and take more responsibility and doing things that I think are right and trying to 


help other people out. When I grow up, I’m going to college to become a criminal justice 


detective, or a social worker or something like that. I feel like I have a way in life of 


helping a lot of people. 
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Self-regulation (n=40) is students’ ability to regulate their own emotional, academic and 


social behavior and their taking responsibility for making good decisions.  Some students 


recognized their self-regulation as a conscious, deliberate achievement, but some students simply 


recognized a new fact about their behavior.  An example of the former would be a student who 


offered in a class discussion one day, “I like to read slowly so I can think about things,” or 


another student, who shared, 


Like the cool thing about reading is that when I’m really upset or something, and I need 


to get something off my mind, I’ll just go read a book, and I’ll snap out of it during the 


reading time, and I’ll just feel much better. And it calms you down.  


An example of the latter would be:   


Reading has really brought me out to be another person, to be someone that I used to not 


be.  Because I used to be all mean, and just, hateful. I used to be rude and disrespectful, 


but I’m polite now, and I learned how to not be so rude and have manners. 


Intellectual and moral stance. (n=22).  Students reported being more curious, being 


more interested in and open to other ways of thinking about things, and in listening.  They also 


reported a stronger sense of intellectual competence, and pursued further information about 


aspects of books they were reading, such as aspects of armed forces, or metallurgy.   As one 


student shared, “I think I’ve gotten more open minded because of the stuff I read… more open-


minded and more willing to listen.”  Other students pointed to shifts related to specific 


experience, such as when one student confessed to peers in a small group discussion, 


Evolution, me, and other freaks of nature (Brande, 2007), that was a hard book for me to 


process because it was about religion. I didn’t like it at first because it made me question 
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my religion. But then the more I got into it, the more I thought it was good for me to 


question it.  


Students reported taking a different moral stance, in particular, being slower to judge, yet 


being prepared to act to prevent inequities.  For example, in response to the question, “Has 


anything you’ve read changed the way you think about things?” one student reflected on a 


character from Because I am furniture (Chaltas, 2009):   


She is actually just like furniture there; she watches her other two siblings getting abused, 


one sexually, the other physically. And in a way I think she’d rather have that than not be 


treated in any way.  At first I thought that’s kind of sick, but when you read the book, you 


kind of understand how she feels, in a way.  You really can’t judge a person and how 


they feel unless you’re in that same situation. 


Happiness. (n=19).  Students showed evidence of an increase in aspects of happiness. 


 Although there was happiness as in the pleasurable life (e.g., “fun,” “enjoy”), there was a 


stronger sense that students had more meaningful and engaged lives (Seligman, Steen, Park, & 


Peterson, 2005).  It does not take much knowledge of the nature of the books the students were 


reading to recognize that their engagement was not with “pleasure reading.”  These books are 


mostly “edgy” and “disturbing,” which the students preferred.   For instance, we noted in class 


one day that “Julia is grinning and visibly excited about the book that she is reading and begs the 


teacher to read the back of it.” The book, Girl stolen (Henry, 2010), is a gripping story of a blind 


girl abducted unintentionally in a car theft.  


The engagement itself was satisfying to them, and the meaningfulness it brought to their 


own lives through their own reflections, analysis and relationships was satisfying.  They became 


engaged in personally meaningful ways with books and with others.  Some students also 
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admitted to having begun the year with a simmering anger because of their personal, economic, 


and familial situation, but that reading books in which plausible characters, with whom they 


could relate, have lives much harder than theirs, gave them a different perspective on their own 


lives.  For example, Carly reflected on changes in her state of mind after reading Chasing 


Brooklyn (Schroeder, 2010), in which characters are dealing with grief and loss: “When I was 


younger, I lost my best friend. It was really hard for me, but books like that really take me back 


and help me remember her but without getting really upset.” They report more personal 


satisfaction, as one student reported, “I’ve learned a lot from books, I guess because you do get 


an appreciation for what you do have and like for being thankful for the happiness and joy in 


your life. Some of those books, it’s crazy what’s in there.” 


Knowledge. (n=55).  Students reported expanding their world knowledge, as one 


student observed, “I think I got smarter [this year].  Just reading, I think it helps you to get more 


knowledge.”  In this category, we included their comments about increased vocabulary, world 


knowledge, knowledge about self and relationships, and about reading and learning.  For 


example, some mentioned the acquisition of relevant factual knowledge: 


Like my friend went in the army and I didn’t know how it was like over there until I 


read another book. It’s called Army, and I read that, and it really tells you about how 


they get ready and all that, and how they get trained and how long does it take. 


Others noted their extended vocabulary: 


I started reading more. And I learned a bunch of new words. If I read a word that I 


didn’t understand, then I find out what it means, like I’ll go back to the book and look 


at it in the context they used to help me use it for something else. 


Still others pointed to their growing knowledge of social and personal matters: 
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Like with bullying, I kind of know how to put a stop to it, or like when someone is 


going through a death, I know how to give them space or also help them out … It kind 


of helps me have an idea of what to do. 


            One kind of knowledge students were accumulating was knowledge about books.  


However, since every student offered such knowledge, the category was sufficiently large to be 


addressed separately.  


            Book knowledge. (n=71).  Students identified the kinds of books made available as 


particularly significant, and they mentioned specific book titles, genres, and book characteristics. 


Characteristics such as “intense,” “disturbing,” and personally relevant, were critical. Across the 


71 interviews, there were 327 instances of students naming specific text titles including 159 


distinct titles.  Students also developed knowledge about how texts work.  For example, having 


read Crank (Hopkins, 2004), a student observed: 


I just kept going and I realized the way it was written.  You gotta read something else 


first, like, ‘cause on the pages, there’s a like title almost on top of each and every page. It 


helps to read that. 


Another described to her peers her understanding of the value of first person point of view: “…if 


you think of like [the character] writing it, you actually…like all the thoughts like going through 


his mind…You get what’s going on in their head and you don’t have to make it up.” 


Wide reading. (n=20).  Some students focused on a particular genre of texts, but many 


found themselves expanding their reading tastes: 


I never liked books that were true. True stories.   But when they let us start reading the 


Ellen Hopkins books this year, and I started reading Crank, and I started reading 


biographies and… [Autobiographies]  Now I read those and normally I like fantasy. 
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For some students, the broadening of reading interests appeared to be inspired by peers. For 


instance, Kenneth, who stuck mainly with the fantasy early in the year, was reading the realistic 


fiction novel Twisted (Anderson, 2007) in class after learning about it in Joey’s booktalk. He also 


talked in class about reading Homeboyz (Sitomer, 2007), which is urban fiction.” 


Critical reading. (n=13).  Students became more thoughtful about who writes texts, what 


authors are trying to do (using particular rhetorical strategies), and how texts might have been 


written or presented.  Some students wondered why made particular decisions. For instance, in a 


class discussion students questioned why Elizabeth Scott, author of the dark and disturbing 


Living dead girl, wrote a number of lighter, romantic and to them, less compelling books.  Other 


students offered specific criticism, for example:  


Like some authors are like, choppy, I guess they don’t really follow their own logic. And 


like everyone loves Nicholas Sparks, and yeah, his plots are really good, but I feel like he 


should be a movie director, not a writer, because it’s almost like he’s got too much going 


in his brain at once, so he’s getting it all confused on paper.   


Writing. (n=8). Some students reported improvement in their writing:  


My vocabulary has changed a lot, and conversation.  Then reading and stuff helps you 


when you gotta type or write something, you know, the punctuation and all that stuff, 


cause you see a lot of books. And some books have dialogue…you see all that. 


Other students used books as models or inspiration for their own writing. For instance, one girl 


shared with her classmates on day an unassigned two-page poem she wrote about the main 


character of Living dead girl. 
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Reading mechanics. (n=25).  Particularly in the context of change in their own reading, 


students mentioned improvements in, for example, reading speed, vocabulary development, 


grammar, comprehension, and ability to figure out difficult words. For example: 


 “Manga…I’m down to where I can read one in half an hour.” 


 “I’ve learned how to get through words, if I find them challenging, just to find the 


root words, put them together.”  


 “Crank (Hopkins, 2004) was kind of confusing in the middle.  I had to go back 


and read 15 pages again, because I didn’t understand it, but I got it after that.” 


Test scores.  There were, in fact, changes in students’ test scores.  The percentage of students 


passing the test went from 78 percent in 7th grade to 85 percent in 8th grade while the percentage 


at the state level stayed fairly constant (89 percent in 7th to 90 percent in 8th).  Table one shows 


that the shift was not simply reducing the tail of the distribution, but included moving students 


out of the lowest passing category as well.    A dependent t-test showed that, the change in test 


scores from 7
th


 to 8
th


 grade (x=467.49 to 479.59) was significant (t = -3.89, df = 219, p = .00), 


though the effect size was modest (d = .27). 


Table 1:  Percentage of students within state test score bands 


P/F Score Band % in band 7th grade % in band 8th grade 


Passed Range 500 to 600 36.9 36.2 


Passed Range 425 to 499 32.4 41.4 


Passed Range 400 to 424 10.7 7.8 


Failed Range < 400 20.1 14.6 
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Other changes were also evident.  The pass rate for the economically disadvantaged 


group went from 69 percent to 81 percent.  Hispanic students went from 82 percent passing to 91 


percent passing.  African American students went from 63 percent passing to 65 percent passing. 


Boys went from 72 percent passing to 81 percent passing.  For this latter group of students, the 


percent scoring in the band from 425 to 499 went from 32 percent in 7th grade, to 50 percent in 


8th grade (passing score is 400 and possible score is 600).   


Not all students improved, however.  Two students who passed the test in 7th grade, 


failed in 8th.  One simply refused to bother with the test and, according to his teacher, finished 


the test in five minutes.  The second student was emotionally distraught because her twin sister 


was expelled from school within the previous 48 hours.  The only others to fail the test were 


students with IEPs, who were facing the test for the first time, having previously been judged on 


portfolios, and some of these students, while not passing, came close to doing so.    


We are struck by the sheer scope of the changes evident in the data and the fact that 


students commonly traced these changes to their reading experiences. We believe that, although 


we are referring to these constructs as consequences of the change in instruction, each (except 


perhaps the last) can also be viewed as a link in quite complex causal webs.  We explore these 


complex linkages next.   


 Processes and Consequences 


 The constructs we have described so far are identifiable consequences of a deceptively 


modest change in instruction.  However, as can be seen in some of the illustrative examples 


already provided, the students report quite complex synergistic networks of causal relationships 


among the constructs, which were also supported by classroom observations, ongoing interviews 
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and recorded book discussions. We set out to map these relationships.  The linkages among all 


constructs are illustrated in Figure 1.  


Figure 1: Causal map of engagement processes 


 


 


The following offer illustrative examples of student causal statements:   


 This year I’ve noticed I can write a story a whole lot better, because I’ve been reading 


more.  I guess I kind of learned new words to use. 


 I think I’ve become more understanding of other people because of like things that 


reading has taught me. Like, okay, maybe they can’t really help this, so, yeah. 


 A little bit ago I had this realization, that oh my gosh, I’m a happy person. It might have 


been some of the books I’ve read, like Rules of survival (Werlin, 2006) and November 


blues (Draper, 2007)… I’m like, I have such an awesome life compared to other people.  
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 I have been reading more and I’ve started to pick up the pace and read faster, ‘cause the 


books interest me. 


 I think I’ve gotten more open minded because of the stuff I read. Because it is something 


most people wouldn’t really consider reading. So I think more open-minded and more 


willing to listen. 


 I think [reading and talking with friends] brings us closer because we can talk about 


things. 


 Linkages like these are a conservative estimate because they are only the links that 


students were consciously aware of and reported in the interviews.   Exploring this web of 


connections could start with many of the constructs.  For example, we might begin with the 


qualities of the books, particularly that they were edgy and personally meaningful. These 


characteristics commonly produced engagement and intense responses.   Intense responses, in 


turn, demanded to be shared.  For example, a student who had been relatively aloof finally 


became fully engaged in a book, reading right through the class lesson.  On completing it, she 


immediately turned to another student to insist on sharing her experience.  This intensity of 


response in turn produced an expectation of a similarly intense response in others, and students 


monitored for this in order to share those experiences.  For example, in an interview two weeks 


after reading Living dead girl (Scott, 2008), Addie eloquently described how powerful it was and 


how she couldn’t stop thinking about it.  She said that it was: 


…the first book I‘ve read that changed my perspective on the world. That’s a really 


powerful book. I read it, [my English teacher] read it, Lydia took it, Phoebe took it. Shea 


read it and she finished it the next day in Civics. I watched her finish the book. 
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Addie’s commentary supported what we observed in classrooms and was described by 


students in various ways.  Having intense reactions to books meant that students then wanted to 


engage others’ responses to those same experiences. This meant keeping track of who was 


reading the book and where they were in the book in order to know when to have conversations 


about it.  The intensity of Living dead girl reaches a peak at the very end of the book.  Once 


Addie knew, on entering Civics, that Shea had only ten pages to go, she knew that Shea would 


have to finish it in Civics.  She also needed to see her face at the end to share the intense 


experience with her and to subsequently begin the conversations.  The experience, both the face-


reading and the sharing of emotional experience, in turn, fed the expansion of social imagination. 


Both social imagination and the conversations fed positive relationships among the students, 


reduced the likelihood of disruptive or unfriendly behavior, and ultimately led to the 


development of trust.    


The intensity of experiences and the links between those experiences and students’ own 


lives and histories made them feel as though they had something to say. Because the things 


students had to say to each other offered new information about the other and about the morally 


and emotionally complex text, peers listened to each other closely. For instance, a group of girls 


from across several classes requested time to talk about In ecstasy (McCaffery, 2009), a book 


Kylie described as “dead on” in its portrayal of tensions within teen relationships. In the 


conversation that ensued about trust issues surrounding the two main characters, Stacey asked 


the others “Like, who would you be in this book?” Layla affirmed and extended Stacey’s 


question, adding “I think it’s important because it makes you like question yourself and your 


relationships with other people. Like when I was reading that I was wondering, I was thinking, 


“Am I who I want to be?”  Later in the conversation, she re-opened this line of thinking: 
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Layla:     I think it’s interesting, ‘cause like, when I was reading this book, I found myself 


wondering if I’m like where I want to be, like am I with the people I want to be with or 


even like? 


Stacey:  Like I have to rethink my friends half the time, and be like, like I think of this 


book and like…am I making the right decision? 


Kylie:  Like am I truly happy here, or am I just telling myself I’m happy so I don’t like 


feel bad? 


Terry:  And then you start to think, is there another person I keep passing every day in the 


hall that could be closer than the ones… 


Stacey:  Like one of my best friends that I haven’t even talked to… 


Terry:  That you haven’t even talked to because the way they dress, or you heard 


something, or you came in at the wrong time in a conversation… 


Stacey: And the bad thing about it is like everyone is so judgmental, and like every 


person you see you’re always gonna like judge them in your head.  And you don’t like 


want to… 


Being heard in this way reinforced that they had something important to say, and since the 


discussions had to do with characters’ experiences, feelings, and decisions, and implicated their 


own, the conversations offered a vehicle for expanding social imagination and relationships.  


The conversations that follow these intense and personally meaningful experiences raise 


morally and emotionally complex issues, the exploration of which leads students to reveal a great 


deal about themselves. For instance, Brady and Wes became friends over a common interest in 


Gym candy (Deuker, 2007).  A conversation about how the main character’s decision to use 
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steroids was connected to his relationship with his father turned to the subject of relating with 


their own fathers:  


Brady:  When I was reading the book it kind of related to me.  I don’t play football, but 


my dad and even my teachers think I should play football because I’m fast and I’m good 


at catching it.  So I was just thinking that I should. I don’t know.  I was talking to my dad, 


and I was like, “You were really good,” cause he was talking to me, and he lived in like 


North Carolina, and we were at this restaurant and there’s actually this newspaper with 


like his name and this other quarterback…I talked to him about [Gym candy] when I was 


there at spring break.  I was like reading instead of going to sleep, and he’s like, “What 


are you reading?”  I’m like, “I’m reading this book about football.”  He’s like, “Oh.” So 


we just talked about it every time I’d read a chapter. I’d tell him about it. 


Wes:  I played football a little bit when I was younger, but I didn’t play around here cause 


I’ve never met my dad, but I know he played football [in a neighboring city] when he was 


little, so that’s where I went and played football at cause that’s where my mom wanted 


me to, so I could kind of get the feel of how he played when he was younger.  But it’s 


kind of like I don’t know how far my dad went with it so I gotta kind of push myself as 


far as I can go with it if I want to make a career out of it...He left me before I was even 


born.  He didn’t think I could even accomplish anything in my life, so if I could do 


something like that, it would show him I could accomplish things, you know?   


Throughout this process students find themselves in conversations with people they 


would otherwise not have considered talking with, and they find themselves engaged.  In the 


process they come to understand people they previously stereotyped in ways that break down the 


stereotype, opening new relationships and building trust.  For instance, Alicia disclosed to her 
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classmates that a particular book had shed light on family tension surrounding questions of her 


own sexual identity: 


Like when I read Keeping you a secret (Peters, 2003), I thought, “Yeah, like this could 


happen to me.” Like I’m really glad my mom understands, but my dad was like a 


complete homophobic. I know if he was still living in my house with my mom I’d be in a 


situation where I’d have to go live in a let’s-be-gay shelter. 


One of those classmates, Julia, described in her interview how this confession influenced 


students: 


I know some books, like Keeping you a secret is a book that a lot of people, that some 


people didn’t really want to read because they don’t agree with the whole background of 


it, the whole gay thing. But some people were really taken to it and then talked to some of 


the people in our school that are like that. I guess got closer to them, too.  I thought it was 


really good. It was so sad, though, how the girl’s mother didn’t want her anymore just 


because of the choice.  We were talking about it in class a little bit.  I remember Alicia 


was the first one to read it in our class, I think. She was saying how she loved it, and how 


she like cried during some parts and how she laughed.  So that helped more of us to read 


it. It’s really good.  


The edginess of the books also meant reading about people in substantially more dire 


circumstances than the students currently experienced.  Several students reported that they had 


previously felt depressed or angry about their current personal circumstance but that reading 


about others dealing with worse circumstances, even if in fiction (which they recognized), had 


the effect of making them feel much more appreciative of their own circumstance and how to 


proceed - indeed, happier. 
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We could also begin with other nodes in Figure 1, such as choice and engaged reading. 


 Many students specifically mentioned the significance of choice in combination with relevant 


and engaging books to choose from as a significant factor in their engagement.  However, the 


availability of these books only made choice possible through interactions with the teacher and 


peers - that is, someone had to introduce a book sufficiently to make it a viable choice.   In other 


words, the students knew through conversations with peers and the teacher that engaging books 


existed.  It did not guarantee that each student immediately found such a book, but it did 


centralize the conversations about books as a means find a productive experience and as a means 


to recruit a peer into a conversation about an intense experience.  Thus relationships were a 


central part of the process, both because friends wanted friends to share the experience and 


conversation, and because students built new relationships because of books.  By discovering a 


peer who had made a similar choice, conversations began that often led to friendship and more 


generally a reduction in ‘othering.’ 


Choice and edgy, compelling books, along with time and introductions, commonly led to 


engagement.  Once engaged, students learned that they were able to resist distraction and persist 


for extended periods, giving them a sense of self-regulation, which they then recognized as a 


personal competence.   On the other hand, engaging books led to intense experiences that needed 


to be discussed immediately.  Students negotiated in class a shift from silent reading to 


somewhat silent reading to allow them to take up these conversations as they arose.  Because 


other students were engaged in their own books, they were largely insulated from the 


conversations unless they heard a hint of a conversation in which they had an interest.  In this 


way, conversations could draw interested participants leaving others to pursue their own reading 


engagement. Once engaged in books and in conversations, students found that they had no 
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inclination to get into trouble or “drama” and were quite explicit about this in interviews, several 


reporting that they had explained this to their parents when their parents had wondered about the 


source of the change they had observed.  As we shall see, the students’ conclusions are reflected 


in other research. 


A Section of the Whole Cloth  


The case of Jeremy.  We hope it is clear that these separate threads of causal connection 


are thoroughly interconnected and form a closely woven fabric.  However, the fabric is not 


uniform and not experienced in the same way by different students.  To give a sense of how 


these fit together, we offer a brief case study of one boy, at the same time illustrating how 


individuals’ development is intimately tied to their relationships with others in their lives and 


extends beyond the immediate context. 


Jeremy began 8th grade with a history of problems in school and limited positive 


experiences with literacy. He had spent a portion of 7th grade in an alternative school, and 8th 


grade for him had a shaky beginning riddled with discipline problems.  According to his teacher, 


there were even discussions of another alternative situation because his behavior in English class 


was becoming a serious disruption to others’ learning. Early on, Jeremy hinted at a stressful life 


outside of school, confessing to [author] unsolicited, that he now had no mother.  Further, he 


explained, “Like all my life I’ve been involved in gangs…I’m used to like having people die and 


stuff.”  


        One day he confessed to his English class that he could not recall ever being hugged. 


According to his teacher, some of his classmates snickered at first, slow to realize that he had 


just disclosed a sobering and heartbreaking reality. The Jeremy they knew was more prone to 


clowning around and getting in trouble than getting personal and serious.  Their amusement 
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appeared to turn into concern, however, as they heard Jeremy, this time addressing only his 


teacher, ask, “Do you think maybe when I was really little my parents hugged me?” This 


scenario provides a glimpse into Jeremy’s life, as we were able to understand it, and it 


illuminates the intensity and importance of the changes he experienced across 8th grade which 


were consequences that began with engagement. 


        In a beginning-of-the-year interview about his reading, Jeremy could name only one 


memorable book, the picture book Henry and Mudge (Rylant, 1996), and he could not recall a 


teacher who had inspired him to read any book on his own.  He had barely passed the state 


reading competency test in 7th grade, and when asked what he hoped to learn as a reader in 8th 


grade, he replied, “Don’t know.” 


        The books that first engaged Jeremy in 8th grade were fictional stories addressing the 


roots and implications of violence. He remembered being absent quite a bit during the time his 


teacher was reading daily from Quad (Watson, 2007), about a school shooting, but it piqued his 


interest enough to make him try it on his own.  However, it was his experience with another book 


that marked a significant turning point: 


At the beginning of the year, I didn’t like books at all, until I read one, and that was 


Homeboyz (Sitomer, 2007), and I was like, ‘Alright, they’re interesting. Let’s go onto a 


second one.’ I liked that one, too, so I decided to go on to a third one and kept going from 


there. 


According to Jeremy,  “I was just on a roll after that,” as he found a steady supply of books he 


wanted to read, adding, “This is the first year I read more than one book.”   The extent of his 


absorption in the texts he chose is evident in how he detailed his habits in and out of school: 
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Like in the morning, I have first block, and then after 1st block I’ll go down to [English 


teacher’s] room and pick up my book, and in [reading intervention class] and science and 


all that and in lunch I’ll read, and I’ll read like 40 pages. And it’s like, I fell in love with 


almost every book, almost… I read a lot at home now. I decided to spend my money on 


books rather than going to 7-Eleven and buying a Slurpee or something. I go to Books-a-


Million near Target. That’s a good place to find some books. 


[Author] noted seeing Jeremy walk across the hall one day from one room to another, head bent 


over into the pages of his book, Street pharm (Van Diepan, 2006), without ever glancing up from 


his reading, even as he took a seat in his next class. 


        Becoming engaged in texts made it more likely for Jeremy to persist with difficult 


reading and to try texts he might not otherwise.  At the start of the year, he reported that his 


strategy for dealing with a confusing text was to put it back on the shelf.  For instance, when he 


was reading Boot camp (Strasser, 2008), he reported to [author] that he was finding some parts 


boring and confusing, but that as he “pushed through,” things began to make sense.  He reported 


that friends recommended Snitch (Van Diepan, 2007) to him at the beginning of the year, and at 


the time, his response was “Naw, not right now.” But after some good experiences, he felt 


compelled to return to it later in the year. He described a similar experience with Gym candy 


(Deuker, 2010): 


I couldn’t get into that book, so I put it down, and then like three weeks later I picked it 


back up and started to read it again. And I just found my place in it and started reading 


from there, and I found out it was a good book, too. At first I didn’t think it was so cool. 


Cause I thought it would be about steroids in the beginning, but he waits until the end, or 


middle ways, to start using them. 
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When asked if he thought he had changed as a person during 8th grade, Jeremy was quick to 


describe the substantial shift in his ability to regulate his own behavior, which he explicitly 


connected to engagement: 


I used to be like super, super, super hyper when I’d come to school. That was like in the 


beginning of the school year, too, this year. Now I’m like chill, I’m chillaxin’, you know. 


Relaxin,’ chill in class, doing my work now.  And I think that part of that is because of 


books. They give me something like to do when I’m fidgetive. I’ll just turn to the next 


page and read, instead of getting in trouble. 


        One interpretation of Jeremy’s explanation of change is that reading interesting, 


challenging texts began to occupy his mind, thus lessening the potential for misconduct. But 


additional evidence indicates Jeremy’s reading was more than just a diversion. Simply put, his 


reading caused him to think differently. For instance, he described his involvement with the main 


character in Homeboyz this way: 


It just gives me a sense of mind, of what it would be like to live the life of those people. It 


has a very good detail about what he does and how he does it…. this feeling that he’s 


right there next to you, sitting there talking to you… It like takes you through stages of 


him growing up, while you’re, at the same time you’re reading the book, you’re thinking 


about him growing up. So that makes you want to grow up with him, and like be mature 


and not do, like, stupid stuff. Yeah, so that book helped me become a better teenager or 


something. 


Jeremy’s attention to the mental and emotional states of the character, rather than just the action 


in the text, signifies an expansion of his social imagination. In doing this, he begins to imagine 


the character’s motives, decisions, and consequences in relation to himself and to those around 
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him outside of the text.  In particular, he began to reflect on how he wanted to live his life. 


 These are experiences Jeremy did not keep to himself.  He reported that conversations 


about books occurred sometimes outside of school, for example while playing video games 


together. Jeremy explained how his relationships changed “in a good way,” as he put it, due to 


reading:  


In the beginning of the year, some of my friends would like, Danny, he was thinking 


gangs were all cool, right?  And then I read Homeboyz, and then I told him to read 


Homeboyz, and now he don’t like gangs. He ain’t into them. He’s like friendly now, into 


sports, just like me. So, alright. Cool. I’m trying to, persuading other people, to like, read 


books too, now. The books that I’ve read, I’ll tell them about it, and they’ll be like, “I 


already read that. That’s a really good book.” I’m like, “Yeah it is. You should read the 


next one.” They’ll say, “I haven’t read that one.” Then they’ll come back to me like two 


or three weeks later, and they’re like, “You’re right, that’s a good book.” 


According to Jeremy, then, connections with friends deepened as talking about books became a 


new dimension of the relationships. In the process, though, there are additional developments. 


Jeremy’s belief that he is responsible for getting his friend to read a particular book, and 


consequently, to think in a different way, suggests a sense of social agency.   


Jeremy’s score on his 8th grade state reading test was 47 points higher than he had 


achieved in 7th grade, giving him not only a solidly “proficient” status, but also a placing him on 


a trajectory toward advanced achievement.  What this score fails to illuminate, though, is the 


range of development he reports and that we interpret as the interplay of engaged reading, social 


imagination, self-regulation, agency, and relational development.  


Discussion 
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 Literacy engagement and self-determination 


 To focus on engagement, the teachers in this study made three key shifts in their 


instruction.  They offered students compelling books and ceded to students decisions about what 


to read and how to think about what they read.  These constituted the foundational processes that 


catalyzed engagement.  Turning over to students the opportunity to pursue topics of interest, to 


make their own judgments and decisions related to text difficulty, and to share text-related 


experiences with others or not, paved the way for the basic individual needs of autonomy, 


competence, and relatedness to be met, thus making engagement possible (Deci & Ryan, 1985; 


Ryan & Deci, 2000).   Our research provides considerable supporting evidence for Deci and 


Ryan’s (2000) self-determination theory argument that these conditions are mutually supporting, 


and that satisfying one condition supports and strengthens the others.   


 The more nuanced operational processes that unfolded in this research shed light on how 


students became engaged.  In particular, we gained new understandings about how choice is a 


necessary but not sufficient condition for supporting student autonomy (Flowerday, Schraw, & 


Stevens, 2004; Reeve, Nix, & Hamm, 2003).  Making available particular kinds of books—


realistic fiction that resonated with students’ own experiences and edgy, “disturbing” books that 


allowed students see into the lives of others and to confront meaningful dilemmas and 


complexities—rather than just choice in general or choices within a less judiciously gathered 


collection mattered. 


 The initial instructional shift toward engagement through offering meaningful choice is 


not a new concept. Teachers generally believe that giving students choice, improves learning and 


motivation (Flowerday & Schraw, 2000), and research supports this belief, showing that self-


selection of reading materials leads to higher comprehension (Guthrie & Humenick, 2004) and 
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greater motivation (Ivey & Broaddus, 2001).  Paradoxically, schools systematically limit 


students’ access to meaningful relevant choices (Assor, Kaplan & Roth, 2002; Ivey & Broaddus 


2001; Worthy, et al., 1999) by sticking to the literary canon (Applebee, 1993; Sewell, 2008; 


Yagleski, 2005) and anthologies packed with controlling comprehension questions (Scherff & 


Piazza, 2008). 


 The consequences of the instructional shifts extended far beyond having more personally 


satisfying and meaningful reading experiences. Student experiences with edgy and relevant 


novels induced a cascade of other important changes in positioning and in classroom 


relationships that are consistent with existing research.  Socially meaningful talk and active 


listening lead to a sense of relatedness and of feeling appreciated and understood by others (Reis, 


Sheldon, Gable, Roscoe, & Ryan, 2000), including teachers.  Listening teachers are positioned as 


more caring, which leads to more motivated and engaged students (Ryan & Patrick, 2001).  As 


students become more engaged with each other and with characters in the books in self-


generated discussions, they encounter others and themselves differently. 


 These interactional shifts are not trivial by any means. They are linked to both social 


relationships and identities.  As Reddy (2008) points out, referring to infants, “It is when I as an 


individual am noticed by someone who talks to me as a person, who addresses me as a You, who 


recognizes me as an individual consciousness, that I begin to exist as a “self” (p. 131).  This 


process is no less relevant for young adults.  The nature of the relationships to characters in 


books and to peers changes.  In Buber’s (1923/1937) terms, the engagements would shift from an 


“I-it” relationship to an “I-thou” relationship within which it is necessary to wrestle with the 


emotional significance of the relationship. Without full engagement of social imagination while 


reading – actually entering the characters’ minds – reading the book can remain a third person, 
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spectator experience.  However, once a reader enters the minds of interacting characters, it 


becomes a first person experience, an I-thou engagement, the sort of engagement that is 


necessary for development (Kaufman & Libby, 2012; Lysaker et al., 2011).  The expanding 


interpersonal relationships overlap sufficiently so that students begin to recognize themselves as 


engaged and valued members of a community which makes them more positive toward learning 


and increases their perseverance (Furrer & Skinner, 2003).  This runs against the pervasive 


decline in sense of relatedness through the middle grades (Anderman, 2003). 


 In other words, from a simple initiating change, the social system began its own 


evolution, opening new possibilities.  Autonomy is experienced when efforts arise from personal 


goals, but personal goals are in part made possible by the learning community and its 


relationships (Stetsenko  & Arievitch, 2004).  Although a sense of competence comes about 


when students realize that they can achieve a goal that they value through strategic action, this 


recognition, at least initially, arises after the fact as they realize what they have accomplished, 


and, having accomplished it, value it.  Such goals/accomplishments initially include such things 


as reading an entire book and understanding it for the first time, or experiencing a satisfying 


conversation about a book with another person, or recognizing oneself as successfully engaging 


in academic practices.  These might not be viewed as possible goals at first, but once achieved, 


they can become attainable goals.   The sense of agency that these accomplishments brings leads 


students to work harder, to become more invested in their learning, to persevere in the face of 


difficulty (Skinner, Zimmer-Gembeck, & Connell, 1998), and to stretch to more ambitious goals 


(Bandura, 1991).  We saw no examples of students choosing particular books because they were 


easy, presumably because engagement and this sense of agency and competence only arise with 


optimally challenging tasks (Csikszentmihalyi, 1990). 
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 Given that students regulated choices and interactions, it is not surprising that some 


outcomes differed across students, and we wonder if these variations in outcomes reflect 


differences in the personal goals that students realized as possible and important. What we 


learned about the processes mediating engagement, particularly the social networks that 


emerged, is the potential for students to make visible to each other aspirations they had not 


previously imagined or valued. We were also struck by the fact that engagement cannot be 


reduced to a simple cognitive relationship. Rather, the students’ experience of engagement in the 


context of these texts was fully personal and fully and inseparably social.   


 Engagement and personhood 


 Our findings are consistent with a range of accounts of the significance of engagement. 


 Certainly the prominence of the three foundational dimensions of self-determination theory 


(Deci & Ryan, 1985), autonomy, belongingness and competence are prominent in the accounts 


and experiences of these students.  We can certainly describe these as contextual dimensions that 


come about through the students’ engagements with the books and with each other.  However, 


there is something not quite right about describing these as setting variables, and after spending 


considerable time conversing with these young adults, we find it equally unsatisfying converting 


them into mere psychological constructs.  The experience of being with them and hearing their 


voices, makes us deeply aware of what Stetsenko (2009, p. 152) refers to as their 


“collectividualness” – their uniqueness that is enabled by and inseparable from the relationships 


they inhabit, and yet construct.  A Vygotskian account invoking agency and cultural historical 


activity theory is more appealing (Stetsenko, 2008; Stetsenko & Arievich, 2004).  These 


adolescents are being transformed in their interactions with their social environment, yet they in 


turn are in the process of transforming that environment, and thus themselves.  More 
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importantly, they are showing to varying degrees, an awareness of these processes and 


transformations and thus gaining a sense of agency with respect to their own development – their 


personhood.  This sense of agency with respect to their own and others behavior, attention, 


relationships, and moral and intellectual stance makes it possible for them to begin to imagine 


narrative futures for themselves and to form a moral basis for those futures.  Their moral footing 


and their narrative agency are grounded in their growing social imaginations which, in the 


context of the narrative texts they engage, allow them to imagine the historical consequences of 


decisions and to construct alternative future oriented narratives and possible selves (Markus & 


Nurius, 1986). Through their engagement with these books, these young adults are recognizing 


the possibility of, and the cultural tools for, shaping their individual and collective lives.  Oh, 


yes, and they are generally improving their test scores.  


Conclusion 


 Literacy engagement has largely been viewed as an autonomous cognitive activity 


(Street, 1995) and we have constrained ourselves to examining what appear to be individual 


cognitive achievements, such as those represented by test scores.  Similarly, research on 


engagement, with some exceptions (e.g. Gutierrez, Hunter, & Arzubiaga, 2009) has generally 


represented it as an enabling variable (Guthrie & Wigfield, 2000).  To the extent that the social 


has been valued, it has been purely in the service of individual cognitive achievement.  Our data 


suggest that it might make more sense to view engagement as an integral part of complex social 


practices, that are at once processes and outcomes, and that promote a healthy development of 


personhood (Stetsenko, 2008; Stetsenko & Arievitch, 2004).  In other words, it suggests that 


rather than merely teaching children to read in English class, we are apprenticing them into 


humanity (Johnston, 2012).  
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 We do not view the outcomes and processes we identified as the potential blueprint for a 


new comprehensive curriculum; rather, we suggest that student engagement should be central to 


the curriculum. The present study raises questions about currently advocated approaches to 


learning and teaching in which a) the role of engagement is minimized, b) students are all 


required to read the same text, c) the role of fiction is minimized, d) the focus is entirely on an 


individual cognitive act without regard for the social nature of development, and e) uniform 


outcomes across students are expected. The breadth of development represented in our data also 


raises questions about current approaches to evaluating education.  For example, if a student 


were to perform worse on a state test than he or she had previously, but several other areas of 


development showed the more positive changes we have described, we would have to ask 


whether the test score is an accurate, or the most appropriate, reflection of learning.  Even if it 


were possible to establish the test score as an accurate measure of something, we might still have 


to ask which we would value most.   Similarly, when we examine the effects of changes in 


instruction, it should not be enough to demonstrate some change on test scores. In our data, high 


test scores did not guarantee other aspects of development.  Neither would it be enough, in our 


view, to merely have students reading more, even if they liked doing so. 


Finally, and perhaps yet to be fully realized, is the potential impact of instruction on these 


outcomes.  The teachers in the present study set out primarily to get students engaged in reading 


throughout the year.  Students developed in unexpected ways, but fundamentally without 


teachers deliberately aiming for more than increased reading engagement. However, we do not 


know whether teacher intervention aimed at maximizing these particular outcomes might expand 


development or limit it. For instance, on the development of social imagination, there is some 


evidence that directing readers to assume a character’s perspective, rather than allowing them to 







                                                                                       Engagement with young adult literature 51 


spontaneously take up a character’s experience, interferes with the process (Kaufman & Libby, 


2012). There are other studies (Shechtman & Leichtentritt, 2004; Shechtman & Yaman, 2012) 


favoring teacher-led scaffolding to increase social and emotional learning in the context of 


literature instruction. None of the previous work, though, has taken into account the effects of 


engagement on the reader and on the reading experience, as in the present study, which is a 


factor likely to radically influence the potential of teaching.  


Along with broadening what is considered “achievement,” there is a case to be made for 


reimagining the nature of teaching in English classrooms, but with the continued priority of 


forefronting student engagement.  To begin with, instruction would merely need to capitalize on 


what students already generate under appropriate conditions, informed by an understanding of 


the nature of teacher talk that helps build learning communities, engagement, a sense of agency, 


social relations, self-regulation and moral development (Johnston, Ivey, & Faulkner, 2011; 


Johnston, 2012).   


References 


Anderman, L. H. (2003). Academic and social perceptions as predictors of change in middle 


school students’ sense of school belonging. . The Journal of Experimental Education, 72, 


5-22. 


Applebee, A. (1993). Literature in the secondary school: Studies of curriculum and instruction 


in the Unites States. Urbana, IL: National Council of Teachers of English. 


Appleton, J. J., Christenson, S. L., & Furlong, M. J. (2008).  Student engagement with school: 


Critical conceptual and methodological issues of the construct.  Psychology in the 


Schools, 45, 369-386. 







                                                                                       Engagement with young adult literature 52 


Assor, A., Kaplan, H., & Roth, G. (2002). Choice is good, but relevance is excellent: Autonomy-


enhancing and suppressing teacher behaviours predicting students' engagement in 


schoolwork. British Journal of Educational Psychology, 72(2), 261. 


Baird, J. A., & Astington, J. W. (2004). The role of mental state understanding in the 


development of moral cognition and moral action. New Directions for Child & 


Adolescent Development, 2004(103), 37-49. 


Bandura, A. (1991). Social cognitive theory of self-regulation. Organizational behavior and 


human decision processes, 50, 248-287. 


Buber, M. (1937/1932). I and thou. London: T. & T. Clark. 


Catalano, R., Berglund, L., Ryan, J., Lonczak, K. & Hawkins, J. D. (2001). Positive youth 


development in the United States: Research findings and evaluations of positive youth 


development programs. Prevention & Treatment, 18 (15), 1-111. 


Connell, J. P., Spencer, M. B., & Aber, J. L. (1994). Educational risk and resilience in African 


American youth: Context, self, action, and outcomes in school. Child Development, 


65(2), 493–506. 


Csikszentmihalyi, M. (1990). Flow: The psychology of optimal experience. New York: 


HarperCollins. 


Deci, E. L., & Ryan, R. M. (1985). Intrinsic motivation and self-determination in human 


behavior. . New York: Plenum. 


Dotterer, A. M., McHale, S. M., & Crouter, A. C. (2009). The Development and Correlates of 


Academic Interests From Childhood Through Adolescence. Journal of Educational 


Psychology, 101(2), 509-519. 







                                                                                       Engagement with young adult literature 53 


Dweck, C. S. (2000). Self-theories: their role in motivation, personality, and development. 


Philadelphia, PA: Psychology Press. 


Eccles, J. (2005). Schools, academic motivation, and stage environment fit. In Lerner. R., & 


Steinberg, L. (Eds). Handbook of Adolescent Psychology (2nd Edition). Hoboken, NJ: 


Wiley. 


Eccles, J. S., & Roeser, R. W. (2011). Schools as Developmental Contexts During Adolescence. 


Journal of Research on Adolescence (Blackwell Publishing Limited), 21(1), 225-241. 


Fernyhough, C. (2008). Getting Vygotskian about theory of mind: Mediation, dialogue, and the 


development of social understanding. Developmental Review, 28(2), 225-262. 


Finn, J. D., & Rock, D. A. (1997). Academic success among students at risk for failure. Journal 


of Applied Psychology, 82, 221-234. 


Flowerday, T., Schraw, G., & Stevens, J. (2004). The Role of Choice and Interest in Reader 


Engagement The Journal of Experimental Education, 72(2), 93-114. 


Fredricks, J. A., Blumenfeld, P. C., & Paris, A. H. (2004). School Engagement: Potential of the 


Concept, State of the Evidence. Review of Educational Research, 74(1), 59-109.  


Furrer, C., & Skinner, E. (2003). Sense of Relatedness as a Factor in Children’s 


Academic Engagement and Performance. Journal of Educational Psychology, 95(1), 148 


- 162. 


Grigg, W. S., Ryan, R. M., Jin, Y., & Campbell, J. R. (2003). The nation’s report card: Reading 


2002 (Publication No. NCES 2003-521). Washington, DC: U. S. Government Printing 


Office. 







                                                                                       Engagement with young adult literature 54 


Guthrie, J. T., & Humenick, N. M. (2004). Motivating students to read: Evidence for classroom 


practices that increase reading motivation and achievement. In P. M. V. Chhabra (Ed.), 


The voice of evidence in reading research (pp. 329–354). Baltimore: Brookes. 


Guthrie, J. T., & Wigfield, A. (2000). Engagement and motivation in reading. In P. B. M. M. L. 


Kamil, P. D. Pearson, & R. Barr (Ed.), Handbook of reading research, Vol. III (pp. 403-


422). Mahway, NJ: Erlbaum. 


Gutiérrez, K. D., Hunter, J., & Arzubiaga, A. (2009). Re-mediating the university: Learning 


through sociocritical literacies. Pedagogies: An International Journal, 4(1), 1-23. 


Hank, F., Yonghan, P., Baker, S. K., Smith, J. L. M., Stoolmiller, M., & Kame'enui, E. J. (2010). 


An Examination of the Relation of Nonsense Word Fluency Initial Status and Gains to 


Reading Outcomes for Beginning Readers. School Psychology Review, 39(4), 631-653. 


Hermans, H. J. M., & Kempen, H. J. G. (1993). The dialogical self: Meaning as movement. San 


Diego, CA: Academic Press. 


Hull, G., & Shultz, K. (2001). Literacy and learning out of school: A review of theory and 


research. Review of Educational Research, 71, 575-611. 


Iyengar, S. S., & Lepper, M. R. (2000). When choice is demotivating: Can one desire too much 


of a good thing? Journal of Personality and Social Psychology, 79, 995-1006. 


Ivey, G., & Broaddus, K.  (2001).  "Just plain reading":  A survey of what makes students want 


to read in middle school classrooms.  Reading Research Quarterly, 36, 350-377. 


Johnston, P. H. (2012). Opening minds: Using language to change lives. Portland, ME: 


Stenhouse. 


Johnston, P., Ivey, G., & Faulkner, A. (2011). Talking in class: Remembering what is important 


about classroom talk. The Reading Teacher, 65, 232-237. 







                                                                                       Engagement with young adult literature 55 


Katz, I., & Assor, A. (2007). When choice motivates and when it does not. Educational 


Psychology Review, 19, 429-442. 


Kaufman, G. F., & Libby, L. K. (2012). Changing Beliefs and Behavior Through Experience-


Taking. Journal of Personality and Social Psychology., Advance online publication. 


Kirsch, I., de Jong, J., Lafontaine, D., McQueen, J., Mendelovits, J., & Monseur, C. (2002). 


Reading for Change: Performance and Engagement Across Countries: Results from PISA 


2000. : OECD. 


Lane, J. D., Wellman, H. M., Olson, S. L., LaBounty, J., & Kerr, D. C. R. (2010). Theory of 


mind and emotion understanding predict moral development in early childhood. British 


Journal of Developmental Psychology, 28(4), 871-889. 


Langer, J. (1995). Envisioning literature: Literacy understanding and literature instruction. New 


York: Teachers College Press. 


Leander, K., & Lovvorn, J. (2006). Literacy networks: Following the circulation of texts, bodies, 


and objects in the schooling and online gaming of one youth. Cognition & Instruction, 


24(3), 291-340. 


Leontopoulou, S. (2010). An Exploratory Study of Altruism in Greek Children: Relations with 


Empathy, Resilience and Classroom Climate. Psychology, 1(5), 377-385. 


Lysaker, J., & Miller, A. (2012). Engaging social imagination: The developmental work of 


wordless book reading. Journal of Early Childhood Literacy, 1-28. doi: 


10.1177/1468798411430425. 


Lysaker, J., Tonge, C., Gauson, D., & Miller, A. (2011). Reading and social imagination: What 


relationally oriented reading instruction can do for children. Reading Psychology, 32, 


520-566. 







                                                                                       Engagement with young adult literature 56 


Mar, R. A., Oatley, K., Hirsh, J., dela Paz, J., & Peterson, J. B. (2006). Bookworms versus nerds: 


Exposure to fiction versus non-fiction, divergent associations with social ability, and the 


simulation of fictional social worlds. . Journal of Research in Personality, 40, 694–712. 


Markus, H. R., & Nurius, P. (1986). "Possible selves." American Psychologist, 41, 954- 969. 


Mitra, D. L. (2009). Collaborating with students: Building youth-adult partnerships in schools. 


American Journal of Education, 15, 407-436. 


Mitra, D. L. and Gross, S. J. (2009). Increasing student voice in high school reform: Building 


partnerships, improving outcomes. Educational Management, Administration, and 


Leadership, 37, 452-473. 


Moje, E. B. (2000). To be part of the story: The literacy practices of gangsta adolescents. 


Teachers College Record, 102, 652-690. 


Moje, E. B., Overby, M., Tysvaer, N., & Morris, K. (2008). The complex world of adolescent 


literacy: Myths, motivations, and mysteries. Harvard Educational Review, 78, 107-154. 


Morrell, E., (2002). Toward a critical pedagogy of popular culture: Literacy development among 


urban youth. Journal of Adolescent & Adult Literacy, 46, 72-77. 


Nettle, D., & Liddle, B. (2008). Agreeableness is related to social-cognitive, but not social-


perceptual, theory of mind. European Journal of Personality, 22(4), 323-335. 


O’Farrell, S. L., & Morrison, G. M. (2003). A factor analysis exploring school bonding and 


related constructs among upper elementary students. California School Psychologist, 8, 


53–72. 


Peck, S. C., Roeser, R. W., Zarrett, N., Eccles, J. (2008). Exploring the roles of extracurricular 


activity quantity and quality in the educational resilience of vulnerable adolescents: 


Variable- and pattern-centered approaches. Journal of Social Issues, 42 (3), 135-155. 







                                                                                       Engagement with young adult literature 57 


Perie, M., Grigg, W., & Donahue, P. (2005). The nation’s report card: Reading 2005 (U.S. 


Department of Education, National Center for Educational Statistics, NCES 2006-451). 


Washington, DC: U.S. Government Printing Office. 


Perry, N., Phillips, L., Dowler, & J. (2004). Examining features of tasks and their potential for 


promoting self-regulated learning. Teachers College Record, 106, 1854-1878. 


Quirk, M. P., & Schwanenflugel, P. J. (2004). Do supplemental remedial reading programs 


address the motivational issues of struggling readers? An analysis of five popular 


programs. Reading Research and Instruction, 43, 1-19. 


Reddy, V. (2008). Experiencing others: A second-person approach to other-awareness. In U. 


Muller, J. I. M. Carpendale, N. Budwig & B. Sokol (Eds.), Social life and social 


knowledge:  Toward a process account of development (pp. 123-144). New York: Taylor 


and Francis. 


Reeve, J., Jang, H., Carrell, D., Jeon, S., & Barch, J. (2004). Enhancing students’ engagement by 


increasing teachers’ autonomy support. Motivation and Emotion, 28, 147-169. 


Reeve, J., Nix, G., & Hamm, D. (2003). Testing models of the experience of self-determination 


in intrinsic motivation and the conundrum of choice. Journal of Educational Psychology, 


95, 375-392. 


Reis, H. T., Sheldon, K. M., Gable, S. L., Roscoe, J., & Ryan, R. M. (2000). Daily well-being: 


The role of autonomy, competence, and relatedness. . Personality and Social Psychology 


Bulletin, 26, 419-435. 


Resnick, M. D., Bearman, P. S., Blum, R. W., Bauman, K. E., Harris, K. M., Jones, J., et al. 


(1997). Protecting adolescents from harm: Findings from the National Longitudinal 







                                                                                       Engagement with young adult literature 58 


Study on Adolescent Health. Journal of the American Medical Association, 278, 823–


832. 


Rosenblatt, L. (1983). Literature as exploration. New York: The Modern Language Association 


of America. 


Ryan, A., & Patrick, H. (2001). The classroom social environment and changes in adolescents’ 


motivation and engagement during middle school.  American Educational Research 


Journal, 38, 437-460. 


Ryan, R. M., & Deci, E. L. (2000). Self-determination theory and the facilitation of intrinsic 


motivation, social development, and well-being. American Psychologist, 55, 68-78. 


Ryan, R. M., & Deci, E. L. (2006). Self-Regulation and the Problem of Human Autonomy: Does 


Psychology Need Choice, Self-Determination, and Will? Journal of Personality, 74(6), 


1557-1586. 


Scherff, L., & Piazza, C. L. (2008). Why now, more than ever, we need to talk about opportunity 


to learn. . Journal of Adolescent & Adult Literacy, 52, 343-352. 


Seligman, M. E. P., Steen, T. A., Park, N., & Peterson, C. (2005). Positive Psychology Progress. 


[Article]. American Psychologist, 60(5), 410-421. 


Sewell, W. C. (2008). Entrenched pedagogy: A history of stasis in the English language arts 


curriculum in the United States secondary schools. Changing English, 15, 87-100. 


Shechtman, Z, & Leichtentritt, J. (2004). Affective teaching: A method to enhance classroom 


management. European Journal of Teacher Education, 27, 323-333. 


Shechtman, Z., & Yaman, M. A. (2012). SEL as a component of a literature class to improve 


relationships, behavior, motivation, and content knowledge. American Educational 


Research Journal, 49, 546-567. 







                                                                                       Engagement with young adult literature 59 


Skinner, E. A., & Belmont, M. J. (1993). Motivation in the classroom: Reciprocal effects of 


teacher behavior and student engagement across the school year. Journal of Educational 


Psychology, 85, 571-58. 


Skinner, E., Furrer, C., Marchand, G., & Kindermann, T. (2008). Engagement and disaffection in 


the classroom: Part of a larger motivational dynamic. Journal of Educational Psychology, 


100, 765–781. 


Skinner, E. A., Kindermann, T. A., Connell, J. P., & Wellborn, J. G. (2009). Engagement as an 


organizational construct in the dynamics of motivational development. In K. Wentzel & 


A. Wigfield (Eds.), Handbook of motivation at school. Malwah, NJ: Erlbaum. 


Skinner, E. A., Zimmer-Gembeck, M. J., & Connell, J. P. (1998). Individual differences and the 


development of perceived control. Monographs Of The Society For Research In Child 


Development, 63(2-3), i. 


Stanovich, K. E. (1986). Matthew effects in reading: Some consequences of individual 


differences in the acquisition of literacy. Reading Research Quarterly, 21, 360-406. 


Stein, J. (2012). Adults should read adult books. NYTimes.com. Retrieved from Room for 


Debate website: http://www.nytimes.com/roomfordebate/2012/03/28/the-power-of-


young-adult-fiction/adults-should-read-adult-books. 


Stetsenko, A. (2008). From relational ontology to transformative activist stance on development 


and learning: expanding Vygotsky’s (CHAT) project. Cultural Studies of Science 


Education 3, 471-491. 


Stetsenko, A. (2009). Personhood: An activist project of historical becoming through 


collaborative pursuits of social transformation. New Ideas in Psychology, 30, 144-153. 



http://www.nytimes.com/roomfordebate/2012/03/28/the-power-of-young-adult-fiction/adults-should-read-adult-books

http://www.nytimes.com/roomfordebate/2012/03/28/the-power-of-young-adult-fiction/adults-should-read-adult-books





                                                                                       Engagement with young adult literature 60 


Stetsenko, A., & Arievitch, I. M. (2004). The Self in Cultural-Historical Activity Theory:  


Reclaiming the Unity of Social and Individual Dimensions of Human Development. 


Theory & Psychology, 14(4), 475-503. 


Street, B. (1995). Social literacies: Critical approaches to literacy in development, ethnography, 


and education. New York: Longman. 


Sugarman, J. (2005). Persons and moral agency. Theory & Psychology, 15, 793-811. 


Vygotsky, L. S. (1978). Mind in society: The development of higher psychological processes. 


Harvard, MA: Harvard University Press. 


Vygotsky, L. (1986). Thought and language. Cambridge, MA: The MIT Press. 


Wainryb, C., & Ford, S. (1998). Young Children’s Evaluations of Acts Based on Beliefs 


Different from Their Own. Merrill-Palmer Quarterly, 44, 484-503. 


Watson, A. C., Nixon, C. L., Wilson, A., & Capage, L. (1999). Social Interaction Skills and 


Theory of Mind in Young Children. Developmental Psychology, 35, 386-391. 


Whiteley, S. (2008). Why We Read Fiction: Theory of Mind and the Novel. Language & 


Literature, 17(3), 276-279. 


Wigfield, A., Guthrie, J. T., Perencevich, K. C., Taboada, A., Klauda, S. L., McRae, A., & 


Barbosa, P. (2008). Role of reading engagement in mediating effects of reading 


comprehension instruction on reading outcomes. Psychology in the Schools, 45(5), 432-


445. 


Worthy, J., Moorman, M., & Turner, M. (1999). What Johnny likes to read is hard to find in 


school. [Article]. Reading Research Quarterly, 34(1), 12. 


Yagleski, R. P. (2005). Stasis and change: English education and the crisis of sustainability. 


English Education, 37, 262-271. 







                                                                                       Engagement with young adult literature 61 


Young Adult Literature References 


Anderson, L. H. (2007). Twisted. New York: Viking. 


Anonymous. (1971). Go ask Alice. New York: Simon Pulse. 


Brande, R. (2007). Evolution, me and other freaks of nature.  New York: Knopf. 


Brown, J. (2009). Hate list.  New York: Little, Brown. 


Chaltas, T. (2009). Because I am furniture. New York: Viking. 


Christopher, L. (2010). Stolen. Somerset: The Chicken House. 


Deuker, C. (2007). Gym candy. New York: Houghton-Mifflin. 


Draper, S. (2007). November blues. New York: Atheneum. 


Elkeles, S. (2008). Perfect chemistry. New York: Walker. 


Hinton, S. E. (1967) The outsiders. New York: Viking. 


Hopkins, E.  (2004).  Crank.  New York:  Margaret K. McElderry Books. 


McCaffrey, K. (2006). Destroying Avalon. Fremantle, WA: Fremantle Press. 


McCaffrey, K. (2009). In ecstasy. Toronto: Annick Press. 


Oaks, J. A. (2009). Why I fight. New York: Atheneum. 


Oliver, L. (2010). Before I fall. New York: HarperCollins. 


Peters, J. A. (2003). Keeping you a secret. New York: Little, Brown. 


Rainfield, C. (2010). Scars. New York:Westside Books. 


Rylant, C. (1996). Henry and Mudge. New York: Simon Spotlight. 


Schroeder, L. (2010). Chasing Brooklyn. New York: Simon Pulse. 


Scott, E. (2008). Living dead girl. New York: Simon Pulse. 


York: Simon & Schuster. 


Shakur, T. (1999). The rose that grew from concrete. New York: MTV Books. 







                                                                                       Engagement with young adult literature 62 


Shusterman, N. (2007). Unwind. New York: Simon and Shuster. 


Sitomer, A. L. (2007). Homeboyz. New York: Hyperion. 


Strasser, T. (2007). Boot camp. New York: Simon & Shuster. 


Van Diepen (2006). Street pharm. New York: Simon Pulse. 


Van Diepen, A. (2009). Snitch. New York: Simon Pulse. 


Watson, C. (2007). Quad. New York: Razorbill. 


Werlin, N. (2006). Rules of survival. New York: Dial. 


 


 


 






image4.emf



Connecting the 51 College and Career Readiness Performance Expectations to Classroom Practices 


The CCRPE Summary Key Points were drafted by teachers and revised to be the CCRPE Summary Statements. Then the teachers considered how do these standards apply in the 


context of the classroom in terms of student actions. The final step was sharing what does the inclusion of the statements look like in classrooms. Using the model responses, 


complete the rest of the chart with the VA CCRPE and filled in sections as a guide. The final product should demonstrate obvious connections (flow) as one reads 


horizontally across the chart. 


CCRPE Summary  


Key Points 


CCRPE Summary Statements Student Actions to Engage and Build Capacity 


Related to the CCRPE 


Teacher Actions to Engage Students 


(Teaching Strategies) 


Reading    


 Analyze texts for author’s  


o purpose, main idea, 


audience, language 


 Evaluate texts by bringing in 


the reader’s 


judgments/reactions  


 Synthesize multiple texts to 


make meaning between the 


author’s and the reader’s 


experiences 


 


 Students will further develop their understanding of how 


language works. By closely examining how words are used 


in different situations from novels and articles to daily 


conversation, their knowledge of and ability to use precise 


and appropriate word choices will grow. 


 


Students will further develop their skills in the complex 


processes of analysis, evaluation, and synthesis of texts. By 


closely analyzing how texts are constructed, students will be 


able to interpret the interrelated roles of topic, purpose and 


audience to gain understanding of and make meaning from 


the text. The students will be able to rely upon their 


reactions to the text and prior knowledge and experience to 


evaluate texts for quality and accuracy. Students will 


deepen their experiences and understandings of how texts 


work and their quality by synthesizing multiple texts to 


interpret meaning between the experiences of authors and 


readers and by grounding their interpretation with evidence.  


By approaching reading as a continuous process of learning, 


students will gain confidence in their abilities as readers to 


apply reading strategies and skills to new texts. 


 


Writing    


 Write frequently for a range of tasks, 


purposes and audiences; develop and 


plan a variety of writing products that 


defend a position with precise and clear 


  The teacher will provide examples 


of and facilitate writing 


conferences and peer revision 


groups 


 The teacher will facilitate 







evidence. 


Analyze, evaluate and synthesize 


information to produce a research 


product  


Write and revise all products to an 


acceptable standard using technology and 


self and peer editing. 


Understand the consequences of 


plagiarism and cite all sources using 


standard documentation such as MLA 


and APA 


collaborative writing 


 The teacher will model and 


facilitate discussion on: 


o embedding quotations 


o balancing the use of 


interpretation and evidence 


o making choices in diction 


and syntax to effectively 


reach the intended audience 


o how proper citations 


enhances the writers’ 


credibility 


o how to create an appropriate 


tone to match the topic, 


audience, and purpose 


o how revise (not just edit) a 


piece of writing for content 


and form 


Communication    
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KEY  


NOTE: The responses will vary. A sample of classroom practices has been provided. 


Connecting the 51 College and Career Readiness Performance Expectations to Classroom Practices 


The CCRPE Summary Key Points were drafted by teachers and revised to be the CCRPE Summary Statements. Then the teachers considered how do these standards apply in the 


context of the classroom in terms of student actions. The final step was sharing what does the inclusion of the statements look like in classrooms. Review the summary 


statements and write what teaching strategies you might use to facilitate student learning and refinement of skills related to the performance expectations. 


CCRPE Summary  


Key Points 


CCRPE Summary Statements Student Actions to Engage and Build Capacity 


Related to the CCRPE 


Teacher Actions to Engage Students 


(Teaching Strategies) 


Reading    


 Analyze texts for author’s  


o purpose, main idea, 


audience, language 


 Evaluate texts by bringing in 


the reader’s 


judgments/reactions  


 Synthesize multiple texts to 


make meaning between the 


author’s and the reader’s 


experiences 


 


Expand general and specialized 


vocabulary through structural analysis, 


knowledge of word origins, and use of 


context to determine meanings of words 


and phrases. 


Analyze a variety of texts for author’s 


purpose, main idea, audience and use of 


language. Evaluate texts for accuracy and 


quality and by bringing in the reader’s 


judgments and reactions. Synthesize 


multiple texts to make meaning between 


the author’s and the reader’s experiences. 


 


Students will further develop their understanding of how 


language works. By closely examining how words are used 


in different situations from novels and articles to daily 


conversation, their knowledge of and ability to use precise 


and appropriate word choices will grow. 


 


Students will further develop their skills in the complex 


processes of analysis, evaluation, and synthesis of texts. By 


closely analyzing how texts are constructed, students will be 


able to interpret the interrelated roles of topic, purpose and 


audience to gain understanding of and make meaning from 


the text. The students will be able to rely upon their 


reactions to the text and prior knowledge and experience to 


evaluate texts for quality and accuracy. Students will 


deepen their experiences and understandings of how texts 


work and their quality by synthesizing multiple texts to 


interpret meaning between the experiences of authors and 


readers and by grounding their interpretation with evidence.  


By approaching reading as a continuous process of learning, 


students will gain confidence in their abilities as readers to 


apply reading strategies and skills to new texts. 


 The teacher will model 


o the thought processes while 


reading (think aloud) 


including: 


 making text-to-text 


and text-to-life 


connections 


 analyzing purpose, 


language, main 


ideas, and evidence 


 interpreting meaning 


 drawing conclusions 


o summarizing 


o the role of intended vs. real 


audiences and how this 


impacts a readers 


understanding of text 


o synthesizing multiple texts 
 


 Provide a variety of products and 







sources for reading (nonfiction, 


fiction, etc.) as well as multimedia 


sources 


 Facilitate small groups working to 


make connections and solve 


problems in their readings 


 Facilitate discussion about the 


quality of texts and provide 


resources and demonstrations about 


how to evaluate texts 


 Demonstrate how to create a text 


set and how a text set develops 


over time 


 Facilitate student driven discussion 


 Making connections (see note card 


lesson plan) 


 
  







Writing    


Composing 


 Develop and plan a variety of 


writing products that defend a 


position with precise and clear 


evidence 


 Analyze, Evaluate and 


Synthesize information to 


produce a research product  


Revising and Editing 


 Write and Revise all products 


to an acceptable standard  


o edit and plan using  


 peer edit 


 self edit 


 technology 


Documentation and Ethics 


 Cite all sources correctly to 


avoid plagiarism using 


standard documentation, such 


as MLA and APA  


Write frequently for a range of tasks, 


purposes and audiences; develop and 


plan a variety of writing products that 


defend a position with precise and clear 


evidence. 


Analyze, evaluate and synthesize 


information to produce a research 


product  


Write and revise all products to an 


acceptable standard using technology and 


self and peer editing. 


Understand the consequences of 


plagiarism and cite all sources using 


standard documentation such as MLA 


and APA 


Students will engage in multiple forms of 


expression as means to clearly and accurately 


communicate their own understanding, ideas, and 


opinions on a topic. By engaging in frequent 


writing in a variety of different contexts, topics, 


purposes, and audiences, students will deepen 


their fluency in the writing process and gain 


confidence in developing and utilizing their own 


voice.  


 


Students will communicate their analysis, 


evaluation, and synthesis of the multiple texts 


they read and their personal experiences and 


beliefs by making stylistic choices depending on 


their defined topic, purpose, and audience. They 


will build their authority and credibility as authors 


by balancing interpretation and evidence backed 


by appropriately cited sources and thoroughly 


revised and edited final products. 


 


 The teacher will provide examples 


of and facilitate writing 


conferences and peer revision 


groups 


 The teacher will facilitate 


collaborative writing 


 The teacher will model and 


facilitate discussion on: 


o embedding quotations 


o balancing the use of 


interpretation and evidence 


o making choices in diction 


and syntax to effectively 


reach the intended audience 


o how proper citations 


enhances the writers’ 


credibility 


o how to create an appropriate 


tone to match the topic, 


audience, and purpose 


o how revise (not just edit) a 


piece of writing for content 


and form 


 The teacher will provide examples 


of multiple forms of expression 


 


 


Communication    


 Speaker will make intelligent 


decisions appropriate to their 


audience and purpose  


 Students will listen critically 


Demonstrate the ability to work effectively 


with diverse teams to accomplish a common 


goal  


Deliver a presentation effectively including 


Students will apply reading and writing skills to 


speaking and listening contexts to build the 


understanding that each of these elements (reading, 


writing, speaking, listening, and viewing) are related 


parts of effective communication. The students will 


 Facilitate debate on a particular 


issue 


 Observe and provide constructive 


feedback on students led discussion 







in order to create an 


appropriate response 


 Students will demonstrate the 


ability to work effectively 


with a diverse teams to 


accomplish a common goal  


details, language, evidence and tools 


appropriate to the audience and purpose. 


Through effective listening, analyze purpose, 


audience and intended effect for media 


messages and other’s presentations. 


compare and contrast how the different mediums 


(visual, written, aural) work together and on their own 


to build the ability to analyze and evaluate each one 


and utilize each one to effectively and appropriately 


convey their own ideas, experiences, and 


interpretations. 


in small group and whole class 


formats, both informally and 


formally (Socratic Seminar, 


Harkness discussion method) 


 Model public speaking and 


interview skills 


 Model and facilitate collaborative 


group work 


 Provide examples of aural, visual 


and written texts  


 Model how to evaluate and 


compare texts in different mediums 


 Model how to use multiple 


mediums to convey ideas, 


experiences, and interpretations 


appropriate to the topic, audience, 


and purpose.  


 Provide examples of and facilitate 


discussion on language variation 


and its impact on speakers and 


listeners 


 Provide specific feedback to 


students on their speaking and 


listening skills 
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