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The Foundation for Success 

ELA I 

Grades 6-8 

Day 1 

Day 1 Objectives: Self-Assessment 
 

 

  
 

DAY 1 OBJECTIVES 

SELF-ASSESSMENT 

Pre-Day 1 Session Post-Day 1 Session 

1 = Not Capable at this 

Time 

2 = Unsure 

3 = I Believe So, with 

Some Practice 

4 = Absolutely, Yes 

1 = Not Capable at This 

Time 

2 = Unsure 

3 = I Believe So, with 

Some Practice 

4 = Absolutely, Yes 

 

I can describe educationally equitable 

environments. 

  

 

I can analyze the trajectory of learning in 

the Reading standards. 

  

 

I can conduct a comprehensive text 

complexity analysis. 

  

 

I can identify instruction that incorporates 

the first two shifts and standards. 
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Unpacking Equity  

Equity exists when the biases derived from dominant cultural norms and values no longer 

predict or influence how one fares in society.  

Equity systematically promotes fair and impartial access to rights and opportunities.  

Equity may look like adding supports and scaffolds that result in fair access to opportunities or 

creating opportunities for all voices to be heard.  

Educational Equity ensures that all children ï regardless of circumstances ï are receiving high- 

quality, grade-level, and Standards-aligned instruction with access to high-quality materials and 

resources.  

We become change agents for educational equity when we acknowledge that we are part of an 

educational system that holds policies and practices that are inherently racist and that we have 

participated in this system. We now commit to ensuring that all students, regardless of how we think 

they come to us, leave us having grown against grade-level standards and confident in their value 

and abilities.  
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Literacy  

Take three minutes to answer the following questions:  

Nations are political and military units, but they are not necessarily the most important units in 

economic life, nor are they very much alike in any economic sense. All that nations really have in 

common is the political fact of their sovereignty. Indeed, the failure of national governments to 

control economic forces suggest that nations are irrelevant to promoting economic success.  

According to the paragraph, the economic power of nations is: A. 

controlled by political and military success. B. the basis of their political 

success. C. limited to a few powerful nations. D. relatively unimportant.  

You can't receive more need-based aid than the amount of your financial need. For instance, if your 

COA is $16,000 and your EFC is 12000, your financial need is $4,000, so you aren't eligible for 

more than $4,000 in need-based aid. The following are the need-based federal student aid 

programs: Federal Pell Grant.  

What is COA?  

If I make $400/week, how much financial aid do I need if tuition is $6000 a 

semester?  

If you purchase a used vehicle from a dealer registered outside New York State, the proof of 

ownership is the title certificate or transferable registration signed over to the dealer by the 

previous owner, plus the bill of sale or invoice from the dealer and other proofs from the dealer.  

Explain what I need to do if I am a NYS resident and purchased a used vehicle 

from a dealership in Ohio.  
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Reading Standard 1  

Read closely to determine what the text says  

explicitly and to make logical inferences from it;  

cite specific textual evidence when writing or  

speaking to support conclusions drawn from the  

text.  

What must a student be able to do in order to address this standard comprehensively? Annotate the 

standard as necessary; break it down into steps. Consider what explicit instruction they must have, 

and what practice they must have, in order to accomplish this.  
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Three Tiers of Words 
Isabel L. Beck, Margaret G. McKeown, and Linda Kucan (2002, 2008) (Appendix A) have outlined a useful 

model for conceptualizing categories of words readers encounter in texts and for understanding the 

instructional and learning challenges that words in each category present. They describe three levels, or 

tiers, of words in terms of the wordsô commonality (more to less frequently occurring) and applicability 

(broader to narrower). 

While the term tier may connote a hierarchy, a ranking of words from least to most important, the reality is 

that all three tiers of words are vital to comprehension and vocabulary development, although learning Tier 

Two and Tier Three words typically requires more deliberate effort (at least for students whose first 

language is English) than does learning tier one words. 

1. Tier One words are the words of everyday speech usually learned in the early grades, albeit not at the 
same rate by all children. They are not considered a challenge to the average native speaker, though 
English language learners of any age will have to attend carefully to them. While Tier One words are 
important, they are not the focus of this discussion. 

2. Tier Two words (what the Standards refer to as general academic words) are far more likely to appear 
in written texts than in speech. They appear in all sorts of texts: informational texts (words such as 
relative, vary, formulate, specificity, and accumulate), technical texts (calibrate, itemize, periphery), and 
literary texts (misfortune, dignified, faltered, unabashedly). Tier Two words often represent subtle or 
precise ways to say relatively simple thingsðsaunter instead of walk, for example. Because Tier Two 
words are found across many types of texts, they are highly generalizable. 

3. Tier Three words (what the Standards refer to as domain-specific words) are specific to a domain or 
field of study (lava, carburetor, legislature, circumference, aorta) and key to understanding a new 
concept within a text. Because of their specificity and close ties to content knowledge, Tier Three words 
are far more common in informational texts than in literature. Recognized as new and ñhardò words for 
most readers (particularly student readers), they are often explicitly defined by the author of a text, 
repeatedly used, and otherwise heavily scaffolded (e.g., made a part of a glossary). 

Tier Two Words and Access to Complex Texts 

Because Tier Three words are obviously unfamiliar to most students, contain the ideas necessary to a 

new topic, and are recognized as both important and specific to the subject area in which they are 

instructing students, teachers often define Tier Three words prior to students encountering them in a 

text and then reinforce their acquisition throughout a lesson. Unfortunately, this is not typically the 

case with Tier Two words, which by definition are not unique to a particular discipline and as a result 

are not the clear responsibility of a particular content-area teacher. What is more, many Tier Two 

words are far less well defined by contextual clues in the texts in which they appear and are far less 

likely to be defined explicitly within a text than are Tier Three words. Yet Tier Two words are frequently 

encountered in complex written texts and are particularly powerful because of their wide applicability to 

many sorts of reading. Teachers thus need to be alert to the presence of Tier Two words and 

determine which ones need careful attention. 

Tier Three Words and Content Learning 

This normal process of word acquisition occurs up to four times faster for Tier Three words when 

students have become familiar with the domain of the discourse and encounter the word in different 

contexts (Landauer & Dumais, 1997) (Appendix A). Hence, vocabulary development for these words 
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occurs most effectively through a coherent course of study in which subject matters are integrated and 

coordinated across the curriculum and domains become familiar to the student over several days or 

weeks.  

Examples of Tier Two and Tier Three Words in Context 

The following annotated samples call attention to Tier Two and Tier Three words in particular texts 

and, by singling them out, foreground the importance of these words to the meaning of the texts in 

which they appear. Both samples appear without annotations in Appendix B. 

Example 1: Volcanoes (Grades 4ï5 Text Complexity Band) 

Excerpt:   

In early times, no one knew how volcanoes formed or why they spouted red-hot molten rock.  

In modern times, scientists began to study volcanoes. They still donôt know all the answers, but 

they know much about how a volcano works. 

Our planet made up of many layers of rock. The top layers of solid rock are called the crust. 

Deep beneath the crust is the mantle, where it is so hot that some rock melts. The melted, or 

molten, rock is called magma. 

 Volcanoes are formed when magma pushes its way up through the crack in Earthôs crust. This 

is called a volcanic eruption. When magma pours forth on the surface, it is called lava. 

       Simon, Seymour. Volcanoes. New York: HarperCollins, 2006. 

Of the Tier Two words, among the most important to the overall meaning of the excerpt is layers. An 

understanding of the word layers is necessary both to visualize the structure of the crust (ñthe top layers 

of solid rock are called the crustò) and to grasp the notion of the planet being composed of layers, of 

which the crust and the mantle are uppermost. Perhaps equally important are the word spouted and the 

phrase pours forth; an understanding of each of these is needed to visualize the action of a volcano. 

The same could be said of the word surface. Both layers and surface are likely to reappear in middle 

and high school academic texts in both literal and figurative contexts (ñthis would seem plausible on the 

surfaceò; ñthis story has layers of meaningò), which would justify more intensive instruction in them in 

grades 4ï5. 

 Tier Three words often repeat; in this excerpt, all of the Tier Three words except mantle and lava 

appear at least twice. Volcano(es) appears four timesðfive if volcanic is counted. As is also typical with 

Tier Three words, the text provides the reader with generous support in determining meaning, including 

explicit definitions (e.g., ñthe melted, or molten, rock is called magmaò) and repetition and overlapping 

sentences (e.g., . . . called the crust. Deep beneath the crust . . .). 
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Excerpt from Hatchet  
Text Excerpt from Hatchet Chapter 2 by Gary Paulson 

 

And he started crying with the screams, crying and slamming his hands against the wheel of the 

plane, causing it to jerk down, then back up. But again, he heard nothing but the sound of his own sobs 

in the microphone, his own screams mocking him, coming back into his ears.  

¢ƘŜ ƳƛŎǊƻǇƘƻƴŜΦ !ǿŀǊŜƴŜǎǎ Ŏǳǘ ƛƴǘƻ ƘƛƳΦ IŜ ƘŀŘ ǳǎŜŘ ŀ /. ǊŀŘƛƻ ƛƴ Ƙƛǎ ǳƴŎƭŜΩǎ ǇƛŎƪǳǇ ƻƴŎŜΦ 

You had to  

Turn the mike switch off to hear anybody else. He reached to his belt and released the switch. 

For a second all he heard was the whusssh of the empty airwaves. Then, through the noise and 

static he heard a voice. 

ά²ƘƻŜǾŜǊ ƛǎ ŎŀƭƭƛƴƎ ƻƴ ǘƘƛǎ ǊŀŘƛƻ ƴŜǘΣ L ǊŜǇŜŀǘΣ ǊŜƭŜŀǎŜ ȅƻǳǊ ƳƛƪŜ ǎǿƛǘŎƘ-you are covering me. 

¸ƻǳ ŀǊŜ ŎƻǾŜǊƛƴƎ ƳŜΦ ¸ƻǳ ŀǊŜ ŎƻǾŜǊƛƴƎ ƳŜΦ hǾŜǊΦέ 

It stopped and Brian hit his ƳƛƪŜ ǎǿƛǘŎƘΦ άL ƘŜŀǊ ȅƻǳΗ L ƘŜŀǊ ȅƻǳΦ ¢Ƙƛǎ ƛǎ ƳŜΧΗέ IŜ ǊŜƭŜŀǎŜŘ ǘƘŜ 

switch. 

άwƻƎŜǊΦ L ƘŀǾŜ ȅƻǳ ƴƻǿΦέ ¢ƘŜ ǾƻƛŎŜ ǿŀǎ ǾŜǊȅ Ŧŀƛƴǘ ŀƴŘ ōǊŜŀƪƛƴƎ ǳǇΦ άtƭŜŀǎŜ ǎǘŀǘŜ ȅƻǳǊ ŘƛŦŦƛŎǳƭǘȅ 

and location. And say over ǘƻ ǎƛƎƴŀƭ ŜƴŘ ƻŦ ǘǊŀƴǎƳƛǎǎƛƻƴΦ hǾŜǊΦέ 

Please state my diŦŦƛŎǳƭǘȅΣ .Ǌƛŀƴ ǘƘƻǳƎƘǘΦ DƻŘΦ aȅ ŘƛŦŦƛŎǳƭǘȅΦ άL ŀƳ ƛƴ ŀ ǇƭŀƴŜ ǿƛǘƘ ŀ Ǉƛƭƻǘ ǿƘƻ ƛǎ-

ƘŜ ŎŀƴΩǘ ŦƭȅΦ !ƴŘ L ŘƻƴΩǘ ƪƴƻǿ Ƙƻǿ ǘƻ ŦƭȅΦ IŜƭǇ ƳŜΦ IŜƭǇΧέ IŜ ǘǳǊƴŜŘ Ƙƛǎ ƳƛƪŜ ƻŦŦ ǿƛǘƘƻǳǘ ŜƴŘƛƴƎ 

transmission properly.  

¢ƘŜǊŜ ǿŀǎ ŀ ƳƻƳŜƴǘΩǎ ƘŜǎƛǘŀǘƛƻƴ ōŜŦƻǊŜ ǘƘŜ ŀƴǎǿŜǊΦ ά¸our signal is breaking up and I lost most 

ƻŦ ƛǘΦ ¦ƴŘŜǊǎǘŀƴŘΦΦΦǇƛƭƻǘΦΦΦȅƻǳ ŎŀƴΩǘ ŦƭȅΦ /ƻǊǊŜŎǘΚ hǾŜǊΦέ 

.Ǌƛŀƴ ŎƻǳƭŘ ōŀǊŜƭȅ ƘŜŀǊ ƘƛƳ ƴƻǿΣ ƘŜŀǊŘ Ƴƻǎǘƭȅ ƴƻƛǎŜ ŀƴŘ ǎǘŀǘƛŎΦ ά¢ƘŀǘΩǎ ǊƛƎƘǘΦ L ŎŀƴΩǘ ŦƭȅΦ ¢ƘŜ 

plane is flying  

bƻǿ ōǳǘ L ŘƻƴΩǘ ƪƴƻǿ Ƙƻǿ ƳǳŎƘ ƭƻƴƎŜǊΦ hǾŜǊΦέ 

άΦΦΦƭƻǎǘ ǎƛƎƴŀƭΦ ¸ƻǳǊ ƭƻŎŀǘƛƻƴ ǇƭŜŀǎŜΦ CƭƛƎƘǘ ƴǳƳōŜǊΦΦΦƭƻŎŀǘƛƻƴΦΦΦǾŜǊΦέ 

άL ŘƻƴΩǘ ƪƴƻǿ Ƴȅ ŦƭƛƎƘǘ ƴǳƳōŜǊ ƻǊ ƭƻŎŀǘƛƻƴΦ L ŘƻƴΩǘ ƪƴƻǿ ŀƴȅǘƘƛƴƎΦ L ǘƻƭŘ ȅƻǳ ǘƘŀǘΣ ƻǾŜǊΦέ 

He waited now, waited but there was nothing. Once, for a second, he thought he heard a break 

in the noise, some part of a word, but it could have been static. Two, three minutes, ten minutes, the 

plane roared and Brian listened but heard no one. Then he hit the switch again.  

άL Řƻ ƴƻǘ ƪƴƻǿ ǘƘŜ ŦƭƛƎƘǘ ƴǳƳōŜǊΦ aȅ ƴŀƳŜ ƛǎ .Ǌƛŀƴ wƻōŜǎƻƴ ŀƴŘ ǿŜ ƭŜŦt Hampton, New York 

headed for the Canadian oil fields to visit my father and I do not know how to fly an airplane and the 

ǇƛƭƻǘΧέ 

He let go of the mike. His voice was starting to rattle and he felt as if he might start screaming 

at any second. He took a dŜŜǇ ōǊŜŀǘƘΦ άLŦ ǘƘŜǊŜ ƛǎ ŀƴȅōƻŘȅ ƭƛǎǘŜƴƛƴƎ ǿƘƻ Ŏŀƴ ƘŜƭǇ ƳŜ Ŧƭȅ ŀ ǇƭŀƴŜΣ ǇƭŜŀǎŜ 

ŀƴǎǿŜǊΦέ 

Again he released the mike but heard nothing but the hissing of noise in the headset. After half 

an hour of listening and repeating the cry for help he tore the headset off in frustration and threw it to 

the floor. It all seemed so hopeless. Even if he did get somebody, what could anybody do? Tell him to 

be careful? 
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All so hopeless. 

He tried to figure out the dials again. He thought he might know which was speed-it was a 

lighted number that read 160-ōǳǘ ƘŜ ŘƛŘƴΩǘ ƪƴƻǿ ƛŦ ǘƘŀǘ ǿŀǎ ŀŎǘǳŀƭ ƳƛƭŜǎ ŀƴ ƘƻǳǊΣ ƻǊ ƪƛƭƻƳŜǘŜǊǎΣ ƻǊ ƛŦ ƛǘ 

just meant how fast the plane was moving through the air and not over the ground. He knew airspeed 

was different from groundspeed but not by how much. 

tŀǊǘǎ ƻŦ ōƻƻƪǎ ƘŜΩŘ ǊŜŀŘ ŀōƻǳǘ ŦƭȅƛƴƎ ŎŀƳŜ ǘƻ ƘƛƳΦ Iƻǿ ǿƛƴƎǎ ǿƻǊƪŜŘΣ Ƙƻǿ ǘƘŜ ǇǊƻǇŜƭƭŜǊ ǇǳƭƭŜŘ 

ǘƘŜ ǇƭŀƴŜ ǘƘǊƻǳƎƘ ǘƘŜ ǎƪȅΦ {ƛƳǇƭŜ ǘƘƛƴƎǎ ǘƘŀǘ ǿƻǳƭŘƴΩǘ ƘŜƭǇ ƘƛƳ ƴƻǿΦ  

Nothing could help him now. 

An hour passed. He picked up the headset and tried again-it was, he knew, in the end all he 

had-but there was no answer. He felt like a prisoner, kept in a small cell that was hurtling through the 

sky at what he thought to be 160 miles an hour, headed-ƘŜ ŘƛŘƴΩǘ ƪƴƻǿ ǿƘŜǊŜ-just headed 

ǎƻƳŜǿƘŜǊŜ ǳƴǘƛƭΧ 

There it was. Until what? Until he ran out of fuel. When the plane ran out of fuel it would go 

down. 

Period. 

Or he could pull the throttle out and make it go down now. He had seen the pilot push the 

throttle in to increase speed. If he pulled the throttle back out, the engine would slow down and the 

plane would go down.  

Period. 

Or he could pull the throttle out and make it go down now. He had seen the pilot push the 

throttle in to increase speed. If he pulled the throttle back out, the engine would slow down and the 

plane would go down.  

Those were his choices. He could wait for the plane to run out of gas and fall or he could push 

the throttle in and make it happen sooner. If he waited for the plane to run out of fuel he would go 

farther-but he did not know which way he was moving. When the pilot had jerked he had moved the 

plane, but Brian could not remember how much or if it had come back to its original course. Since he 

did not know the original course anyway and could only guess at which display might be the compass-

the one reading 342-ƘŜ ŘƛŘ ƴƻǘ ƪƴƻǿ ǿƘŜǊŜ ƘŜ ƘŀŘ ōŜŜƴ ƻǊ ǿƘŜǊŜ ƘŜ ǿŀǎ ƎƻƛƴƎΣ ǎƻ ƛǘ ŘƛŘƴΩǘ ƳŀƪŜ 

much difference if he went down now or waited.  

Everything in him rebelled against stopping the engine and falling now. He had a vague feeling 

that he was wrong to keep heading as the plane was heading, a feeling that he might be going off in 

the wrong direction, but he could not bring himself to stop the engine and fall. Now he was safe, or 

safer than if he down-the plane was flying, he was still breathing. When the engine stopped he would 

go down. 

So he left the plane running, holding altitude, and kept trying the radio. He worked out a 

system. Every ten minutes by the small clock built into the dashboard he tried to radio with a simple 

ƳŜǎǎŀƎŜΥ άL ƴŜŜŘ ƘŜƭǇΦ Lǎ ǘƘŜǊŜ ŀƴȅōƻŘȅ ƭƛǎǘŜƴƛƴƎ ǘƻ ƳŜΚέ 

In the times between transmissions he tried to prepare himself for what he knew was coming. 

When he ran out of fuel the plane would start down. He guessed that without the propeller pulling he 

would have to push the nose down to keep the plane flying-he thought he may have read that 

somewhere or it just came to him. Either way it made sense. He would have to push the nose down to 
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keep flying speed and then, just before he hit, he would have to pull the nose back up to slow the 

plane as much as possible. 

It all made sense. Glide down, then slow the plane and hit. 

Hit. 

IŜ ǿƻǳƭŘ ƘŀǾŜ ǘƻ ŦƛƴŘ ŀ ŎƭŜŀǊƛƴƎ ŀǎ ƘŜ ǿŜƴǘ ŘƻǿƴΦ ¢ƘŜ ǇǊƻōƭŜƳ ǿƛǘƘ ǘƘŀǘ ǿŀǎ ǘƘŀǘ ƘŜ ƘŀŘƴΩǘ 

seen one 

ŎƭŜŀǊƛƴƎ ǎƛƴŎŜ ǘƘŜȅΩŘ ǎǘŀǊǘŜŘ ŦƭȅƛƴƎ ƻǾŜǊ ǘƘŜ ŦƻǊŜǎǘΦ {ƻƳŜ ǎǿŀƳǇǎΣ ōǳǘ ǘƘŜȅ ƘŀŘ ǘǊŜŜǎ ǎŎŀǘǘŜǊŜd through 

them. No roads, no trails, no clearings. 

Just the lakes, and it came to him that he would have to use a lake for landing. If he went down 

in the trees he was certain to die. The trees would tear the plane to pieces as it went into them. 

He would have to come down in a lake. No. On the edge of a lake. He would have to come 

down near the edge of a lake and try to slow the plane as much as possible just before he hit the 

water. 

Easy to say, he thought, hard to do. 

Easy to say, hard do. Easy say, hard do. It became a chant that beat with the engine. Easy say, 

hard do. 

 Impossible to do. 

 He repeated the radio call seventeen times at the ten-minute intervals, working on what he 

would do between transmissions. Once more he reached over the pilot and touched him on the face, 

but the skin was cold, hard cold, death cold, and Brian turned back to the dashboard. He did what he 

could, tightened his seatbelt, positioned himself, rehearsed mentally again and again what his 

procedure should be.  

 When the plane ran out of gas he should hold the nose down and head for the nearest lake and 

ǘǊȅ ǘƻ Ŧƭȅ ǘƘŜ ǇƭŀƴŜ ƪƛƴŘ ƻŦ ƻƴǘƻ ǘƘŜ ǿŀǘŜǊΦ ¢ƘŀǘΩǎ Ƙƻǿ ƘŜ ǘƘƻǳƎƘǘ ƻŦ ƛǘΦ YƛƴŘ ƻŦ Ŧƭȅ ǘƘŜ ǇƭŀƴŜ ƻƴǘƻ ǘƘŜ 

water. And just before it hit he should pull back on the wheel and slow the plane to reduce the impact. 

 Over and over his mind ran the picture of how it would go. The plane running out of gas, flying 

the plane onto the water, the crash-ŦǊƻƳ ǇƛŎǘǳǊŜǎ ƘŜΩŘ ǎŜŜƴ ƻƴ ǘŜƭŜǾƛǎƛƻƴΦ IŜ ǘǊƛŜŘ ǘƻ ǾƛǎǳŀƭƛȊŜ ƛǘΦ IŜ 

tried to be ready.  

But between the seventeenth and eighteenth radio transmissions, without a warning, the 

engine coughed, roared violently for a second and died. There was a sudden silence, cut only by the 

sound of the wind-milling propeller and the wind past the cockpit.  

 Brian pushed the nose of the plane down and threw up. 
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Qualitative Dimensions of Text Complexity 
 Levels of Meaning (literary texts) or Purpose (informational texts) 

¶ Single level of meaning Ÿ Multiple levels of meaning 

¶ Explicitly stated purpose Ÿ Implicit purpose; may be hidden or obscure 

 Structure 

¶ Simple Ÿ Complex 

¶ Explicit Ÿ Implicit 

¶ Conventional Ÿ Unconventional (chiefly literary texts) 

¶ Events related in chronological order Ÿ Events related out of chronological order (chiefly literary texts) 

¶ Traits of a common genre or subgenre Ÿ Traits specific to a particular discipline (chiefly informational 
texts) 

¶ Simple graphics Ÿ Sophisticated graphics 

¶ Graphics unnecessary or merely supplementary to understanding the text Ÿ Graphics essential to 
understanding the text and that may provide information not otherwise conveyed in the text 

 Language Conventionality and Clarity 

¶ Literal Ÿ Figurative or ironic 

¶ Clear Ÿ Ambiguous or purposefully misleading  

¶ Contemporary, familiar Ÿ Archaic or otherwise unfamiliar 

¶ Conversational Ÿ General academic and domain-specific 

 Knowledge Demands: Life Experiences (literary texts) 

¶ Simple theme Ÿ Complex or sophisticated theme 

¶ Single theme Ÿ Multiple themes 

¶ Common, everyday experiences or clearly fantastical situations Ÿ Experiences distinctly different from 
oneôs own 

¶ Single perspective Ÿ Multiple perspectives 

¶ Perspective(s) like oneôs own Ÿ Perspective(s) unlike or in opposition to oneôs own 

 Knowledge Demands: Cultural/Literary Knowledge (chiefly literary texts) 

¶ Everyday knowledge and familiarity with genre conventions required Ÿ Cultural and literary knowledge 
useful 

¶ Low intertextuality (few if any references/allusions to other texts) Ÿ High intertextuality (many 
references/allusions to other texts) 

 Knowledge Demands: Content/Discipline Knowledge (chiefly informational texts) 

¶ Everyday knowledge and familiarity with genre conventions required Ÿ Extensive, 
perhaps specialized discipline-specific content knowledge required 

¶ Low intertextuality (few if any references to/citations of other texts) Ÿ High intertextuality (many 
references to/citations of other texts) 

Adapted from ACT, Inc. (2006). Reading between the lines: What the ACT reveals about college readiness in reading. Iowa City, IA: Author; Carnegie Council on Advancing Adolescent Literacy. (2010). 

Time to act: An agenda for advancing adolescent literacy for college and career success. New York: Carnegie Corporation of New York; Chall, J. S., Bissex, G. L., Conrad, S. S., & Harris-Sharples, S. 

(1996). Qualitative assessment of text difficulty: A practical guide for teachers and writers. Cambridge, UK: Brookline Books; Hess, K., & Biggam, S. (2004). A discussion of ñincreasing text complexity.ò  
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Qualitative Measures Rubric: LITERATURE 
 

Exceedingly Complex Very Complex Moderately Complex Slightly Complex 

TEXT STRUCTURE Organization: Is intricate with 

regard to such elements as point of 

view, time shifts, multiple 

characters, storylines, and detail  

Organization: May include 

subplots, time shifts, and 

more complex characters  

Organization: May have two 

or more storylines and 

occasionally be difficult to 

predict 

Organization: Is clear, 

chronological, or easy to 

predict   

Use of Graphics: If used, 

illustrations or graphics are 

essential for understanding the 

meaning of the text 

Use of Graphics: If used, 

illustrations or graphics 

support or extend the 

meaning of the text 

Use of Graphics: If used, a 

range of illustrations or 

graphics supports selected 

parts of the text   

Use of Graphics: If used, 

illustrations either directly 

support and assist in 

interpreting the text or are 

not necessary to 

understanding the meaning 

of the text 

LANGUAGE 

FEATURES 

Conventionality: Dense and 

complex; contains abstract, ironic, 

and/or figurative language 

Conventionality: Fairly 

complex; contains some 

abstract, ironic, and/or 

figurative language  

Conventionality: Largely 

explicit and easy to 

understand, with some 

occasions for more complex 

meaning  

Conventionality: Explicit, 

literal, straightforward, 

easy to understand  

Vocabulary: Complex, generally 

unfamiliar, archaic, subject-specific, 

or overly academic language; may 

be ambiguous or purposefully 

misleading 

Vocabulary: Fairly complex 

language that is sometimes 

unfamiliar, archaic, subject-

specific, or overly academic 

Vocabulary: Mostly 

contemporary, familiar, 

conversational; rarely 

unfamiliar or overly 

academic  

Vocabulary: 

Contemporary, familiar, 

conversational language  

Sentence Structure: Mainly 

complex sentences with several 

subordinate clauses or phrases; 

sentences often contain multiple 

concepts 

Sentence Structure: Many 

complex sentences with 

several subordinate phrases or 

clauses and transition words 

Sentence Structure: 

Primarily simple and 

compound sentences, with 

some complex constructions 

Sentence Structure: 

Mainly simple sentences 

MEANING Meaning: Multiple competing levels 

of meaning that are difficult to 

identify, separate, and interpret; 

theme is implicit or subtle, often 

ambiguous, and revealed over the 

entirety of the text 

Meaning: Multiple levels of 

meaning that may be difficult 

to identify or separate; theme 

is implicit or subtle and may 

be revealed over the entirety 

of the text 

Meaning: Multiple levels of 

meaning clearly 

distinguished from each 

other; theme is clear but 

may be conveyed with some 

subtlety 

Meaning: One level of 

meaning; theme is 

obvious and revealed 

early in the text. 

KNOWLEDGE 

DEMANDS 

Life Experiences: Explores complex, 

sophisticated or abstract themes; 

experiences portrayed are distinctly 

different from those of the 

common reader 

Life Experiences: Explores 

themes of varying levels of 

complexity or abstraction; 

experiences portrayed are 

uncommon to most readers 

Life Experiences: Explores 

several themes; experiences 

portrayed are common to 

many readers  

Life Experiences: Explores 

a single theme; 

experiences portrayed are 

everyday and common to 

most readers 

Intertextuality and Cultural 

Knowledge: Many references or 

allusions to other texts or cultural 

elements 

Intertextuality and Cultural 

Knowledge: Some references 

or allusions to other texts or 

cultural elements 

Intertextuality and Cultural 

Knowledge: Few references 

or allusions to other texts or 

cultural elements 

Intertextuality and 

Cultural Knowledge: No 

references or allusions to 

other texts or cultural 

elements 
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Reader and Task Considerations 

StudentsΩ ability to read complex text does not always develop in a linear fashion. 
Although the progression of Reading standard 10 (see below) defines required grade-by-
ƎǊŀŘŜ ƎǊƻǿǘƘ ƛƴ ǎǘǳŘŜƴǘǎΩ ŀōƛƭƛǘȅ ǘƻ ǊŜŀŘ ŎƻƳǇƭŜȄ ǘŜȄǘΣ ǘƘŜ ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ǘƘƛǎ ŀōƛƭƛǘȅ ƛƴ 
individual students is unlikely to occur at an unbroken pace. Students need opportunities 
to stretch their reading abilities but also to experience the satisfaction and pleasure of 
easy, fluent reading within them, both of which the standards allow for. As noted above, 
ǎǳŎƘ ŦŀŎǘƻǊǎ ŀǎ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴΣ ƪƴƻǿƭŜŘƎŜΣ ŀƴŘ ŜȄǇŜǊƛŜƴŎŜǎ Ƴǳǎǘ ŀƭǎƻ ŎƻƳŜ ƛƴǘƻ 
play in text selection. Students deeply interested in a given topic, for example, may 
engage with texts on that subject across a range of complexity. Particular tasks may also 
require students to read harder texts than they would normally be required to. 
Conversely, teachers who have had success using particular texts that are easier than 
those required for a given grade band should feel free to continue to use them so long as 
the general movement during a given school year is toward texts of higher levels of 
complexity. 

  
Students reading well above and well below grade-band level need additional support. 
Students for whom texts within their text complexity grade band (or even from the next 
higher band) present insufficient challenge must be given the attention and resources 
necessary to develop their reading ability at an appropriately advanced pace. On the 
other hand, students who struggle greatly to read texts within (or even below) their text 
complexity grade band must be given the support needed to enable them to read at a 
grade-appropriate level of complexity. 

  
Even many students on course for college and career readiness are likely to need 
scaffolding as they master higher levels of text complexity. As they enter each new grade 
band, many students are likely to need at least some extra help as they work to 
comprehend texts at the high end of the range of difficulty appropriate to the band. For 
example, many students just entering grade 2 will need some support as they read texts 
that are advanced for the grades 2ς3 text complexity band. Although such support is 
educationally necessary and desirable, instruction must move generally toward 
decreasing scaffolding and increasing independence, with the goal of students reading 
ƛƴŘŜǇŜƴŘŜƴǘƭȅ ŀƴŘ ǇǊƻŦƛŎƛŜƴǘƭȅ ǿƛǘƘƛƴ ŀ ƎƛǾŜƴ ƎǊŀŘŜ ōŀƴŘ ōȅ ǘƘŜ ŜƴŘ ƻŦ ǘƘŜ ōŀƴŘΩǎ Ŧƛƴŀƭ 
year (continuing the previous example, the end of grade 3). 
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Day 1: Video Observation Worksheet 

Directions: Answer the questions based on low-inference evidence. 
 

QUESTIONS VIDEO 

What standards are at the 
center of this lesson? 

 

Is a majority of the lesson spent 
listening to, reading, writing 
about, or speaking about 
text(s)? Identify evidence. 

 

Are the text(s) at or above the 
complexity level expected for 
the grade and time in the 
school year? 

 

Do the questions and tasks 
address the text by attending to 
its particular structure, 
concepts, ideas, events, and 
details? What evidence 
supports this? 

 

Do the questions and tasks 
require students to use 
evidence from the text to 
demonstrate understanding 
and to support their ideas 
about the text? 

 

Do students express their ideas 
through both written and oral 
responses? 

 

Do questions and tasks attend 
to the words (academic 
vocabulary), phrases, and 
sentences within the text? 

 

 

  



 
 

17 

The Language of Complex Text 

ELA I 

Grades 6-8 

Day 2 

 

Day 2 Objectives: Self-Assessment 
  

DAY 2 OBJECTIVES 

SELF -ASSESSMENT  

Pre-Day 2 Session Post-Day 2 Session 

1 = Not Capable at This Time 
2 = Unsure 
3 = I Believe So, with 
Some Practice 
4 = Absolutely, Yes 

1 = Not Capable at This Time 
2 = Unsure 
3 = I Believe So, with Some 
Practice 
4 = Absolutely, Yes 

I have a solid understanding of the 
Principles for Language Equity and 
Learners. 

  

I can assess text complexity. 

 

  

I can identify instructional scaffolds 
that support student access to 
complex text. 

  

I can apply the Juicy Sentence 

protocol to scaffold student 
understanding of text. 

  

I can infuse equity into instructional 
moves and decision-making. 
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Language Is Complicated 

 

Unpacking Equity: 

Equity exists when the biases derived from dominant cultural norms and values no longer predict or 

influence how one fares in society. 

Equity systematically promotes fair and impartial access to rights and opportunities. 

Equity may look like adding supports and scaffolds that result in fair access to opportunities, or 

creating opportunities for all voices to be heard. 

Educational Equity ensures that all childrenτregardless of circumstancesτare receiving high-

quality, grade-level, and standards-aligned instruction with access to high-quality materials and 

resources. 

We become change agents for educational equity when we acknowledge that we are part of an 

educational system that holds policies and practices that are inherently racist and that we have 

participated in this system. We now commit to ensuring that all students, regardless of how we think 

they come to us, leave us having grown against grade-level standards and confident in their value and 

abilities. 
 

SECTION A 

!ƭƭ 9ƴƎƭƛǎƘ ǎǇŜŀƪŜǊǎ ǳǎŜ ǾŀǊƛŀƴǘǎ ƻŦ !ƳŜǊƛŎŀƴ 9ƴƎƭƛǎƘΣ ŜǾŜƴ άƴŀǘƛǾŜέ 9ƴƎƭƛǎƘ ǎǇŜŀƪŜǊǎΦ 

ά{ǘŀƴŘŀǊŘέ 9nglish is currently the language of power in the United States. 

Standard English is not linguistically a better or more superior variety of English. Its prestige lies in 

the social value given to it as the language of education, the law, public administration and so on. It 

is the language of international diplomacy and business. 

{ǘŀƴŘŀǊŘ 9ƴƎƭƛǎƘ ƛǎ ƛƴŦǳǎŜŘ ǿƛǘƘ ά!ŎŀŘŜƳƛŎ [ŀƴƎǳŀƎŜΣέ ƻǊ ά!ŎŀŘŜƳƛŎ 9ƴƎƭƛǎƘΦέ 
 
 

 

Section B 

All students benefit from learning Academic Language. 

Students whose variant of English is closer to Standard English have a shorter path to 

proficiency with Academic Language because the rules are similar. This does not mean these 

students are smarter. 

We are the gatekeepers of Academic Language in the classroom. Academic English proficiency is 
critical for all students. It is our job as educators to value all variants of English, and to make 
Academic Language accessible to all students 
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Developing My Profile: Teachers, Coaches, and Instructional 

Leaders 

  

What evidence exists that 
shows I value the culture 
students bring to the 
classroom? 

 

When I see a student who is 
speaking his or her English 
variant or a different language 
with his or her peers, what is 
my first reaction? 

 

How do I strike a balance 
between variants of English 
and a focus on academic 
language in my classroom? 
What does this look like? What 
could this look like? 

 

When I use scaffolding, do I 
scaffold up to the standards, 
or do I simplify content? 
Explain. 

 

Additional Question for 
Coaches and Instructional 
Leaders: What actions have I 
taken that demonstrate that I 
believe all students can meet 
grade-level standards? 

 

Additional Question for 
Coaches and Instructional 
Leaders: How do I support 
teachers in identifying when 
the objective calls for the use 
of academic language, and 
when the objective links to a 
product that students can 
accomplish or create using 
conversational variants? 
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Developing My Profile: Partners and System Leaders 

  

How does my work with 
schools and districts 
emphasize the importance of 
valuing student culture? 

 

How do my personal beliefs 
about what students are 
capable of doing impact how I 
talk with representatives from 
schools and districts about 
curriculum and instruction? 

 

How do I have conversations 
with school and district leaders 
who feel that students are 
unable to meet grade-level 
standards? 

 

What actions have I taken that 
demonstrate that I believe all 
students can meet grade-level 
standards? 
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Text Complexity 
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Text Complexity: Qualitative Measures Rubric: Informational 
 

Exceedingly Complex Very Complex Moderately Complex Slightly Complex 

TEXT 
STRUCTURE 

Organization: Connections 
among an extensive range of 
ideas, processes, or events are 
deep, intricate, and often 
ambiguous; organization is 
intricate or discipline-specific 

Organization: Connections 
among an expanded range of 
ideas, processes, or events are 
often implicit or subtle; 
organization may contain 
multiple pathways or exhibit 
some discipline-specific traits 

Organization: Connections 
among some ideas or events 
are implicit or subtle; 
organization is evident and 
generally sequential or 
chronological 

Organization: Connections 
among ideas, processes or 
events are explicit and clear; 
organization of text is 
chronological, sequential or 
easy to predict 

Text Features: If used, are 
essential in understanding 
content 

Text Features: If used, directly 
ŜƴƘŀƴŎŜ ǘƘŜ ǊŜŀŘŜǊΩǎ 
understanding of content 

Text Features: If used, 
ŜƴƘŀƴŎŜ ǘƘŜ ǊŜŀŘŜǊΩǎ 
understanding of content 

Text Features: If used, help the 
reader navigate and 
understand content but are not 
essential to understanding 
content. 

Use of Graphics: If used, 
intricate, extensive graphics, 
tables, charts, etc., are 
extensive and integral to 
making meaning of the text; 
may provide information not 
otherwise conveyed in the text 

Use of Graphics: If used, 
graphics, tables, charts, etc., 
support or are integral to 
understanding the text 

Use of Graphics: If used, 
graphics, pictures, tables, and 
charts, etc., are mostly 
supplementary to 
understanding the text 

Use of Graphics: If used, 
graphics, pictures, tables, and 
charts, etc. are simple and 
unnecessary to understanding 
the text but they may support 
and assist readers in 
understanding the written text 

LANGUAGE 
FEATURES 

Conventionality: Dense and 
complex; contains considerable 
abstract, ironic, and/or 
figurative language 

Conventionality: Fairly complex; 
contains some abstract, ironic, 
and/or figurative language 

Conventionality: Largely 
explicit and easy to 
understand, with some 
occasions for more complex 
meaning 

Conventionality: Explicit, 
literal, straightforward, easy to 
understand 

Vocabulary: Complex, generally 
unfamiliar, archaic, subject-
specific, or overly academic 
language; may be ambiguous or 
purposefully misleading 

Vocabulary: Fairly complex 
language that is sometimes 
unfamiliar, archaic, subject-
specific, or overly academic 

Vocabulary: Mostly 
contemporary, familiar, 
conversational; rarely overly 
academic 

Vocabulary: Contemporary, 
familiar, conversational 
language 

Sentence Structure: Mainly 
complex sentences with several 
subordinate clauses or phrases 
and transition words; sentences 
often contain multiple concepts 

Sentence Structure: Many 
complex sentences with several 
subordinate phrases or clauses 
and transition words 

Sentence Structure: Primarily 
simple and compound 
sentences, with some complex 
constructions 

Sentence Structure: Mainly 
simple sentences 

PURPOSE Purpose: Subtle and intricate, 
difficult to determine; includes 
many theoretical or abstract 
elements 

Purpose: Implicit or subtle but 
fairly easy to infer; more 
theoretical or abstract than 
concrete 

Purpose: Implied but easy to 
identify based upon context or 
source 

Purpose: Explicitly stated, 
clear, concrete, narrowly 
focused 

KNOWLEDGE 
DEMANDS 

Subject Matter Knowledge: 
Relies on extensive levels of 
discipline-specific or theoretical 
knowledge; includes a range of 
challenging abstract concepts 

Subject Matter Knowledge: 
Relies on moderate levels of 
discipline-specific or theoretical 
knowledge; includes a mix of 
recognizable ideas and 
challenging abstract concepts 

 Subject Matter Knowledge: 
Relies on common practical 
knowledge and some 
discipline-specific content 
knowledge; includes a mix of 
simple and more complicated, 
abstract ideas 

Subject Matter Knowledge: 
Relies on everyday, practical 
knowledge; includes simple, 
concrete ideas 

Intertextuality: Many 
references or allusions to other 
texts or outside ideas, theories, 
etc. 

Intertextuality: Some 
references or allusions to other 
texts or outside ideas, theories, 
etc. 

Intertextuality: Few 
references or allusions to 
other texts or outside ideas, 
theories, etc. 

Intertextuality: No references 
or allusions to other texts, or 
outside ideas, theories, etc. 
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Syntax Definition 

 

ά{ȅƴǘŀȄ ƛǎ ŀ ǿƻǊŘ ǿƘƛŎƘ ŎƻƳŜǎ ŦǊƻƳ ǘƘŜ DǊŜŜƪΦ Lǘ ƳŜŀƴǎΣ ƛƴ ǘƘŀǘ ƭŀƴƎǳŀƎŜΣ the 

joining of several things together; and, as used by grammarians, it means those 

principles and rules which teach us how to put words together so as to form 

sentences. It means, in short, sentence-making. Having been taught by the rules of 

Etymology what are the relationships of words, how words grow out of each other, 

how they are varied in their letters in order to correspond with the variation in the 

circumstances to which they apply. Syntax will teach you how to give all your 

words their proper situations or places, when you come to put them together into 

ǎŜƴǘŜƴŎŜǎΦέ 

 
William Cobbett, A Grammar of the English Language in a Series of Letters: Intended for The Use 

of Schools and of Young Persons in General, but More Especially for the Use of Soldiers, Sailors, 

Apprentices, and Plough-Boys, 1818   

 
My Definition 
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Working with Examples 

 

As you watch the video, take low-inference notes on the following: 

Juicy Sentence: 

άtŀǊƪϥǎ Ƴŀƛƴ ŎƘŀǊŀŎǘŜǊΣ {ŀƭǾŀΣ ƛǎ ōŀǎŜŘ ƻƴ ŀ ǊŜŀƭ ǇŜǊǎƻƴ ǿƘƻ ǎǳǊǾƛǾŜŘ ŀ ƭƻƴƎ ƧƻǳǊƴŜȅΣ ŘŜǎǇƛǘŜ 

the challenges of the war, the loss of his family, and the hostile environment of southern 

{ǳŘŀƴΦέ 

How does this process allow 
various entry points for students 
across a continuum of reading and 
writing proficiency? 

How does this process address the 
Language standards? 

How does this process 
adhere to the Principles of 
Language Equity and 
Learners? 

   

What supports does the teacher provide to promote equitable access to completion of the task? 
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Deconstruction Exercise 

And Hispanics across California and the nation who don't work in agriculture are better off 

today because of what the farm workers taught people about organization, about pride and 

strength, about seizing control over their own lives.  

 
Copy the sentence. 

 
 
 
 
 
 

What does this sentence mean? 
 
 
 
 

 
Write other things that you notice. 

 
 
 
 
 
 

 
²ǊƛǘŜ ŀ ƴŜǿ ǎŜƴǘŜƴŎŜ ƳƛƳƛŎƪƛƴƎ ǘƘŜ ŀǳǘƘƻǊΩǎ ǎǘǊǳŎǘǳǊŜΦ 
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Language Progressive Skills, by Grade 
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Juicy Sentence Instruction: Your Turn 
 

15 minutes at your tables: 

As a table, select a sentence from the text critical to its meaning that highlights an area of complexity 

identified in the complexity analysis. 

¶ Identify how you would provide a mini-lesson based on areas of complexity. 

¶ Identify the standard to which your mini-lesson would align (see άLanguage Progressive Skills, by Gradeέ 

handout for ideas). 

¶ Practice with your group how you would deliver instruction around this sentence. 

¶ You will have a chance to either co-present or individually present your lesson with another group. 

¶ Ensure you have your own copy of notes. 

 

 

55 minutes with new groups: 

Count off by 4. 

¶ Write down your number. 

¶ Relocate with all of the other individuals in the room who share your number. 

¶ Take 5 minutes to copy your sentence onto a piece of chart paper. You will likely have a partner who 

shares your number AND sentence. If so, you will co-teach. 

¶ Each individual/pair who share a sentence will instruct for 10 minutes using the Juicy Sentence protocol 

with the rest of the group as student-participants. (see packet handout: Implementing the Protocol) 

¶ At the end of each 10-minute session, participants can jot down feedback (what went well, even better 

if) to hand to peers after everyone has gone. 
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Juicy Sentence Instruction: Sample Mini-Lesson Script 

 
Step 1: Introducing the Sentence 

Write the following sentence on chart paper, chalkboard, or whiteboard posted in a location visible to all 
students. 

Example: At the dawn of history, its morality was not questioned; 
it was simply a fact, like drought or diseaseτthe manner in which 
tribes and then civilizations sought power and settled their 
differences. 
 

Read the sentence to the students, then read it again chorally 
with the students.  
 

It is sometimes helpful to point out the sentences before this 
sentence to emphasize context and address pronouns.   
 

Example: These questions are not new. War, in the form of another appeared with the first man. What 
ǉǳŜǎǘƛƻƴǎΚ ά¢ƘŜǎŜέ ǉǳŜǎǘƛƻƴǎ ŀǊŜ ŘŜǎŎǊƛōŜŘ ƛƴ ǘƘŜ ǇǊŜǾƛƻǳǎ ǎŜƴǘence. 
 

Direct students to copy the sentence. This will draw their 
attention to each of the details of the sentence (capitals, 
punctuation, spelling, etc.) 
 

Step 2: Determining the Meaning  
 

Direct students to write what they think the sentence 
means. Having students focus on the meaning of the 
sentence before they focus on the grammar supports the 
idea of reading to understand first.  
 

Scaffolding options: 
¶ If necessary, use the sentence stem: I think this sentence means ________. Discuss meanings with 

class. 
¶ Paraphrase the sentence: This is an optional step and can be used as a scaffold to making meaning 

from the sentence. If students can paraphrase accurately, then they will likely understand the meaning 
of the sentence. 

 

Example: Call on several students to discuss, and get a group consensus about the meaning.  

If needed, guide students with supporting questions to help them determine that the sentence is about war 
existing from the beginning of time.  

¶ !ǎƪΣ ά²Ƙŀǘ ŘƻŜǎ Ψŀǘ ǘƘŜ Řŀǿƴ ƻŦ ƘƛǎǘƻǊȅΩ ƳŜŀƴΚέ ŀƴŘΣ άIƻǿ Řƻ ȅƻǳ ƪƴƻǿΚέ  
¶ !ǎƪΣ ά²Ƙŀǘ ŘƻŜǎ ΨƳƻǊǘŀƭƛǘȅΩ ƳŜŀƴΚέ ά!ƴŘ ǿƘŀǘΩǎ ōŜƛƴƎ ǊŜŦŜǊǊŜŘ ǘƻΚέ IŀǾŜ ǎǘǳŘŜƴǘǎ Ǝƻ ōŀŎƪ ƛƴǘƻ ǘƘŜ 

text and reread the previous sentence. [War] 
¶ !ǎƪΣ ά²Ƙŀǘ ŘƻŜǎ ΨŘǊƻǳƎƘǘ ŀƴŘ ŘƛǎŜŀǎŜΩ ƳŜŀƴΚέ 
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¶ ¢ƘŜƴ hōŀƳŀ ǎŀȅǎΣ άƛǘ ǿŀǎ ǎƛƳǇƭȅ ŀ ŦŀŎǘΣ ƭƛƪŜ ŘǊƻǳƎƘǘ ƻǊ ŘƛǎŜŀǎŜέ ²Ƙŀǘ ƛǎ ƘŜ ŎƻƳǇŀǊƛƴƎΚ !ŦǘŜǊ ǘƘŜ 
discussion has elicited an appropriate meaning, write a model of what the sentence means on the Juicy 
Sentence chart paper, chalkboard, or whiteboard.   

¶ Encourage the students to use synonyms rather than just restating the sentence (i.e., Life and death 
ƘŀǇǇŜƴǎ ŀƴŘ ƛǎ ŀŎŎŜǇǘŜŘΣ ƛǘΩǎ Ƙƻǿ ǇŜƻǇƭŜ Ǝƻǘ ǇƻǿŜǊ ŀƴŘ ǊŜǎƻƭǾŜŘ ǘƘŜƛǊ ǇǊƻōƭŜƳǎύΦ 

 

Step 3: Recording Notices  
 

Direct students to record unusual language usage and grammatical elements that they notice in the 
sentence.    
When juicy sentences are introduced, students may struggle with noticing grammatical elements. Support the 
άƴƻǘƛŎƛƴƎǎέ ōȅ ƳƻŘŜƭƛƴƎ ŀ ŦŜǿ ǳƴǘƛƭ ǘƘŜ ǎǘǳŘŜƴǘǎ ŀǊŜ ƳƻǊŜ ŎƻƳŦƻǊǘŀōƭŜ ǿƛǘƘ ǘƘŜ ŜȄǇŜŎtations. It is okay to 
allow students to struggle a bit the first time to establish the expectation of independent work and to 
determine the knowledge base of the students. 
 

Language equity: Have the students Turn and Talk with a partner about the meaning of the sentence and the 
grammatical elements they noticed. Consider asking students to focus on unfamiliar words. 
 

9ȄŀƳǇƭŜΥ {ƻƳŜ ǎǘǳŘŜƴǘǎ Ƴŀȅ ǎǘǊǳƎƎƭŜ ǿƛǘƘ ǘƘŜ ƴƻǳƴ άƳƻǊŀƭƛǘȅΦέ Lǘ Ƴŀȅ ōŜƴŜŦƛǘ ǎǘǳŘŜƴǘǎ ǘƻ Ǉƻƛƴǘ ǘƘƛǎ ǿƻǊŘ ƻǳǘ 
and discuss how it is used in the sentence. 
 

¶ !ǎƪΣ άhōŀƳŀ ǎŀȅǎ ΨƳƻǊŀƭƛǘȅ ǿŀǎ ƴƻǘ ǉǳŜǎǘƛƻƴŜŘΩτǿƘƻ ŘƛŘ ƴƻǘ ǉǳŜǎǘƛƻƴΚέ tƻƛƴǘ ƻǳǘ ǘƻ ǘƘŜ ǎǘǳŘŜƴǘǎ 
ǘƘŀǘ ǘƘƛǎ ƛǎ ǇŀǎǎƛǾŜ ǾƻƛŎŜΦ hōŀƳŀ ŘƻŜǎ ƴƻǘ ǎŀȅΥ άbƻ ƻƴŜ ǉǳŜǎǘƛƻƴŜŘ ƳƻǊŀƭƛǘȅΦέ ²Ƙȅ ŘƛŘ ƘŜ ƳŀƪŜ ǘƘƛǎ 
choice? 

 

Step 4: Identifying and Discussing Grammatical Elements: A Mini-Lesson in Context 
 

This sentence provides the opportunity to focus on the passive voice used by Obama throughout the speech, 
which is considered grammatically incorrect in many places but used by choice.  
 

Example:  
Use of passive voice as an intentional rhetorical device in the 
ǎŜƴǘŜƴŎŜΥ άƛǘǎ ƳƻǊŀƭƛǘȅ ǿŀǎ ƴƻǘ ǉǳŜǎǘƛƻƴŜŘέ ŀƴŘ ǘƘǊƻǳƎƘƻǳǘ 
the speech:  
¶ Some will be killed. 
¶ Civilians will be spared from violence. 
¶ Just war was rarely observed. 
¶ Wars have been fought. 
¶ Billions have been lifted. 
¶ More civilians are killed than soldiers. 

 

Share with students: 

Passive voice as that thing established writers warn aspiring writers to avoid.  

How does the passive voice work? Grammatically, the passive voice is a sentence in which a noun is acted upon 
rather than acting. The passive voice is a way of constructing a sentence so that the object of the action is cast 
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as the subject. This construction often allows politicians to acknowledge wrongdoing without explicitly 
assigning blame for that wrongdoing.  

This method of sentence construction de-ŜƳǇƘŀǎƛȊŜǎ ǘƘŜ ŀŎǘƻǊ ŀƴŘ ƘƛƎƘƭƛƎƘǘǎ ǘƘŜ ƻōƧŜŎǘΣ ŀƴŘ ƛǘΩǎ ǘƘƛǎ ǉǳŀƭƛǘȅ 
that rhetors often like to take advantage of.  
ϦaƛǎǘŀƪŜǎ ǿŜǊŜ ƳŀŘŜϦ ƛǎ ŎƻƳƳƻƴƭȅ ǳǎŜŘ ƛƴ ǇƻƭƛǘƛŎǎΦ ²Ƙŀǘ ƳƛǎǘŀƪŜǎΚ ²Ƙƻ ƳŀŘŜ ǘƘŜƳΚ ²Ŝ ŘƻƴΩǘ ƪƴƻǿΣ ŀƴŘ ƛǘΩǎ 
all because of a simple manipulation of sentence structure. It is a calculated way to avoid saying, "I made 
mistakes."  
Throughout history, there have been many times politicians used passive voice to deflect blame.  
 

Remind students of the context of this speech, accepting the Nobel Peace Prize, diplomacy, global leaders. Ask 
students why one would decide to use passive voice so consistently in a speech? Is this the time and place for 
Obama to award blame throughout his speech? Authors use language intentionally, including passive voice.  

Ask students if they can think of times when not blaming would be inappropriate. 

Step 5: Directing students to craft a sentence using the subject of the mini-lesson and the structure of the 
sample sentence. 

This allows you to ascertain student proficiency with implementing the learning from the mini-lesson as a 
formative assessment, and also provides students practice with constructing complex sentences. This is the 
most critical portion, where students demonstrate their growing ability to write like they read, with academic 
language and correct punctuation when using compound and complex sentences. 

Extension: 

IŀǾŜ ǎǘǳŘŜƴǘǎ ǿǊƛǘŜ ŀ ǎŜƴǘŜƴŎŜ ƛƴ ǇŀǎǎƛǾŜ ǾƻƛŎŜ ǿƘŜǊŜ ǘƘŜȅ ŘƻƴΩǘ ǿŀƴǘ ǘƻ ōƭŀƳŜ ǎƻƳŜƻƴŜ ŦƻǊ ǎƻƳŜǘƘƛƴƎ 
uncomfortable. Then have them rewrite the sentence in active voice. Partner and discuss the impact of each. 
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OPTIONAL (IF TIME): Sharing Thinking About Juicy Sentences 

Juicy Sentence: Identify a sentence from the text that would be a 
strong sentence to squeeze the juice from. 

 
What makes the sentence 

you chose complex enough 

for deep analysis? 

 

 
What Reading standard 
(besides Standard 1) would 
you want to explore with 
this sentence? 

 

 
What opportunities 

for language 

standard-based 

direct instruction (or 

review) does this 

sentence provide? 

 

 
What additional 

instructional opportunities 

does this sentence 

present? 

 

 
How is using this 

sentence in this way 

supporting a principle 

of equity? 
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Accessing Text: Building Knowledge and 

Close Reading 

ELA I 

Grades 6-8 

Day 3 

 

Day 3 Objectives: Self-Assessment 
 

DAY 3 OBJECTIVES 

SELF -ASSESSMENT  

Pre-Day 3 Session Post-Day 3 Session 

1 = Not Capable at This Time 
2 = Unsure 
3 = I Believe So, with Some 
Practice 
4 = Absolutely, Yes 

1 = Not Capable at This Time 
2 = Unsure 
3 = I Believe So, with Some 
Practice 
4 = Absolutely, Yes 

I am confident in my 
understanding of the relationship 
between knowledge and fluency. 

  

I can make instructional decisions 
that leverage texts to support 
fluency practice, academic 
language, and comprehension. 

  

I can evaluate the instructional 

utility of a text for knowledge 

building. 

  

I understand how equitable 
scaffolding is used to support 
student access to complex texts. 
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Anostraca 
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Ephemeral Ponds  

What are Ephemeral Ponds?  
Ephemeral ponds are small, isolated wetlands that dry periodically. These ponds can be deep, sand-bottomed 
depressions with vegetation along the edge, tiny depressions covered with leaves that only fill during large 
rain events, or large, shallow ponds with cypress or tupelo trees growing throughout. Hydroperiod is the 
duration a pond holds water. Pond hydroperiod in Florida can vary from year to year and from pond to pond. 
Some ponds hold water only for a few weeks, and some can hold water for a year or more. 
Other common names for ephemeral ponds include: ephemeral wetlands, isolated wetlands, Carolina bays, 
seasonal ponds, cypress domes, sinkhole wetlands, seasonal marshes, intermittent ponds, pineland 
depressions, depressional wetlands, and vernal pools. 
What are Pond-Breeding Amphibians? 
Pond-breeding amphibians are frogs and salamanders that breed in temporary wetlands. In Florida, 28 
amphibian species breed in ephemeral ponds either exclusively or opportunistically. Both common (southern 
leopard frog, oak toad) and rare (striped newt, tiger salamander) species utilize these wetlands. 
These animals spend most of their lives in the uplands and use ponds only for short periods to breed. The 
terrestrial habitat surrounding ephemeral ponds is as important for their survival as the wetland habitat. 
Pond-breeding amphibians frequently are found over 200 m (approx. 0.1 miles) from the nearest breeding 
pond and some individuals have been documented as far as 2km (1.2 miles). 
How uplands are utilized by amphibians depends on the species, habitat quality, and other factors. Most are 
fossorial and bury themselves in friable soils, down logs, leaf litter, and stumpholes. Many also utilize the 
burrows of gopher tortoises, pocket gophers, and other species. 
Why are Ephemeral Ponds Important? 
Ephemeral ponds are essential to the survival of many amphibians and other species. Because the ponds dry 
periodically, predacious fish usually are not present. Some amphibian species lack the defenses to co-exist 
with predatory fish and require fishless ponds for breeding habitat. Therefore, ephemeral ponds support 
different species than do lakes and rivers. 
These ponds are a source of high diversity and biomass and support far more species and individuals than 
their size would suggest.  It is common to find 15-20 amphibian species utilizing a single wetland and even a 
small wetland can produce 1000s of juvenile individuals in a single year. These individuals travel widely into 
the surrounding uplands, transferring biomass from the nutrient-rich ponds into the uplands. 
Ephemeral ponds are important to many other species as well. The ponds, and the plants that grow in and 
around them, provide important habitat to many invertebrates, reptiles, mammals, and birds. 
Landscape Management 
From a management perspective, ephemeral wetlands must be viewed within the context of the surrounding 
uplands. Amphibians spend the majority of their life cycle in the uplands; therefore, these uplands are as vital 
to the survival of pond-breeding amphibian populations as the aquatic breeding habitat. As a starting point, 
land managers should incorporate 500 m (0.3 miles) of uplands, surrounding an ephemeral pond into their 
management plans as core terrestrial habitat. Once this radius is delineated, other factors should be 
considered to determine the size and shape of this core terrestrial habitat. 
If a limited number of ponds can be incorporated into a management plan, prioritize: 

- Pond clusters. 

- Ponds with known populations of specialized targeted species. 

- Ponds with varying hydroperiods. 

- Ponds within 1 km (approx. 0.6 miles) of other ponds. 
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Shrimpy Shrimp 

You might think shrimp just live in the ocean, but tiny, mysterious fairy shrimp can only live in vernal pools and other 
ǘŜƳǇƻǊŀǊȅ ǿŜǘƭŀƴŘǎ ŦƻǊƳŜŘ ŦǊƻƳ Ǌŀƛƴ ƻǊ ƳŜƭǘŜŘ ǎƴƻǿΦ ¸ƻǳ ǿƛƭƭ ōŜ ǾŜǊȅ ƭǳŎƪȅ ƛŦ ȅƻǳ ǎŜŜ ŦŀƛǊȅ ǎƘǊƛƳǇΣ ōŜŎŀǳǎŜ ǘƘŜȅ ŘƻƴΩt 
live in all vernal pools, they only live about six weeks, and they are very small. The biggest fairy shrimp are only about 
one to one-and-one-half inches long.  

Fairy shrimp usually hatch in very early spring and sometimes again later in the summer. They tend to gather in sunny 
patches in vernal pools. Fairy shrimp eat microscopic animals called zooplankton, which can affect the color of their 
bodies.  

Fairy shrimp lay their tiny eggs on the bottom of vernal pools. These eggs must dry out completely and freeze in order to 
hatch the following spring. Some fairy shrimp eggs can last fifteen years before hatching.  
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Dexteria Floridana 

 



 
 

37 

 
  



 
 

38 

Two Florida Species Declared Extinct 
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Grades 6-8 Elements of Aligned Literacy Instruction  
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 

 

 

 

 

 

 

 






















